Ruth Hessari & Dave Hill (1990) Practical Ideas For Multicultural Learning And Teaching In The Primary Classroom, London, Routledge


2.
Multi-cultural education: why, what's going on, and theoretical perspectives

In this chapter, we look first at the evidence which has been amassed to show the need for multi-cultural and anti-racist education. Then we look at the response to that evidence, and to the theorizing about it, by national government, Local Education Authorities, and schools. Next, we discuss the rela​tionships between multi-cultural and anti-racist education. Finally, we study the links between anti-racist, anti-sexist, and anti-classist education and ideology.

The need for multi-cultural and anti-racist education

Evidence of inequality, racism, and racialism

One of the clearest and best presented books within this area is the Runnymede Trust's Different Worlds: Racism and Discrimin​ation in Britain, by Gordon and Newnham, which was updated in 1986. This 39-page book contains short chapters on various aspects of racism and discrimination, such as Race and the Law, Housing, Education, the Media. Each chapter has a brief list of further reading. The monthly magazine, Searchlight, documents racialist violence, as does Race Today. Most Sociology' A' level and undergraduate textbooks, such as those by Steven Ball, Karen Chapman, and Michael Haralambos, also summarize aspects of racism. Annual Reports from the Com​mission for Racial Equality (CRE) highlight the deep-rooted nature of discrimination and harassment. A whole series of specialist reports from the CRE (available free of charge) go into graphic and statistical detail; for example, the 1988 Report, Learn​ing in Terror: A survey of racial harassment in schools and colleges.

Cecile Wright's in-depth research in two secondary schools of relations and attitudes between white teachers and Afro-​Caribbean school pupils, and between white and ethnic minor​ity children, gives verbatim and statistical evidence of stereo​typing, under-expectation, and racism. This was published in Multicultural Teaching in Autumn 1985. Similar findings are emerging about nursery and primary classes in her 1988-89 research at Leicester University.

In terms of education, by far the most influential text on policymakers and the policy process nationwide has been the Swann Report, Education for All: The Report of the Committee of Inquiry into the Education of Children from Ethnic Minority Groups, which was produced, after six years' labour, in 1985. This massive 807-page report, and its subsequent acceptance by all major political parties and Sir Keith Joseph, Conservative Education Minister in 1985, conferred official legitimacy on multi-cultural education.

Four brief summaries of the Report, all under forty pages long, are well worth looking at:

NAME on Swann, published by the National Anti-Racist Movement in Education, is a guide to and critical commentary on the Swann Report. It was produced following disquiet over the official summary sent out by Lord Swann himself.

Swann: A response from the Commission for Racial Equality is not only a valuable and incisive summary of the Report but also a commentary on it.

The Runnymede Trust's 'Education for All': A summary of the Swann Report is precisely that, a summary.

Education for Equality: The National Union of Teachers' response to the Swann Report is primarily a summary of the Report with brief NUT commentaries.

Each of these four summaries provides a highly valuable starting point for teachers and students wishing to become acquainted with contemporary issues in multi-cultural and anti-​racist education. Each summarizes Swann on racism, achieve​ment and underachievement, 'education for all', language and language education, religion and the role of the school, teacher education, the employment of ethnic minority teachers. The first two summaries also give an anti-racist critique of Swann.

At a more theoretical level is Multi-Racist Britain: New directions in Theory and Practice by Phil Cohen and Harwant S. Bains.

Pre-dating Swann's publication, though produced while the Committee was sitting, were several useful booklets issued by various teacher trade unions and by local education author​ities. Among the most influential and useful are Our Multi-​Cultural Society: The Educational Response, published by The Assistant Masters and Mistresses Association (AMMA) in 1982; Education for a Multi-Cultural Society, the NUT's evidence to the Swann Committee, 1982; the NUT's Race, Education and Intel​ligence: A teacher's guide to the facts and issues, 1982; and three NUT pamphlets, In Black and White: Guidelines for Teachers on Racial Stereotyping in Textbooks and Learning Materials (revised in 1982), Combating Racism in Schools revised in 1984, and Prejudice Plus Power: Challenging Racist Assumptions (1985). Books by authors such as Gillian Klein were also influential; for example her Reading into Racism: Bias in Children's Literature and Learning Materials (1985).

LEA and school policies

This material paralleled many excellent documents that were being produced and developed by LEAs. For example ILEA issued a range of booklets such as Education in a Multi-Ethnic Society: The Primary School (1984). In 83 pages this booklet puts flesh on the bones of the series of five booklets, Race, Sex and Class which were published and widely disseminated in 1983. Booklet 1, Achievement in Schools, presents statistical evidence concerning achievement levels of differing ethnic groups in a range of subjects at various ages. Booklet 2, Multi-Ethnic Educa​tion in Schools, is a tremendously useful 24-page booklet which not only looks at developments in the ILEA schools and educa​tion service but also, very importantly, gives a clear and succinct description and critique of three perspectives on ethnic diversity and education. These three perspectives, one emphasizing assimilation, the second emphasizing cultural diversity, and the third emphasizing equality, also comprise the 7-page Booklet 3, A Policy for Equality: Race. Booklet 4 in this series is an 8-page whole school policy with very clear guidelines. (Booklet 5 is Multi-Ethnic Education in Further, Higher and Community Education.)

ILEA Booklets 3 and 4 are reproduced in Cohen and Cohen's Multi-Cultural Education: A Source Book for Teachers (1986), a set of readings on policies and perspectives on the multi-cultural curriculum. One of the most comprehensive policy documents is that produced by the London Borough of Brent. Its Education for a Multicultural Democracy, Books 1 and 2, contain a series of questions for schools and teachers on whole school policy, materials and resources, pastoral care, extra curricular activities, primary/nursery education, and each of the school subject areas (for example, 'Is British History restricted to the study of white British people only?'). Such check-lists form part of many LEA documents, for example that of East Sussex, though usually not in such a comprehensive form. Prior to the publication of the Swann Report, a number of other city and county LEAs produced policy documents with implementation and monitoring procedures. Berkshire's Policy Statement on Racial Equality and Justice was particularly influential.

James Lynch summarizes well the developments at national and local level up to 1984 in the chapter, 'Policy and Practice', in his Multi-Cultural Education: Principles and Practice.

There is no doubt that the legitimizing of multi-cultural (though not explicitly anti-racist) education, by Government acceptance of the Swann Report, spurred on most 'white' LEAs to follow suit. East Sussex LEA, for example, agreed its Multi-cultural Education Policy and Support in 1988, following the Chief Education Officer's attendance at a post-Swann HMI conference, political pressure from the Labour Group of coun​cillors, pressure from some teachers and their unions, and central government funding via educational support grants. Central funding (commitment across the Council Chamber was not sufficient to pay for it out of the rates) was crucial in obtaining all-party support or, in some individual cases, tolerance. When central government funding dried up, the Conservative group voted down the continued personnel funding proposed by the Labour and Democrat groups, though policy and teaching 'modules' continue to be developed and disseminated. The multi-cultural education policy was unanimously adopted in 1988.

Prior to the policy statement, a handful of schools in East Sussex were systematically attempting to make their curricula less ethnocentric. Following the provision of in-service training and of 1.2 full-time equivalent multi-cultural advisory teachers and 0.5 of an advisor, the number of such schools had increased by 1989 but is still only a small fraction of the total. In West Sussex the position is similar. Although there is some involvement in Crawley, the one multi-ethnic town in the county, little is happening elsewhere in terms of developing and putting into practice a whole school curriculum policy.

Implementation at school level is patchy. Chris Gaine's book, No Problem Here, includes readable chapters on local authority policies and on developing and achieving a school policy.

An excellent and concise article in the journal Multi-cultural Teaching (1985), by Robin Richardson (Adviser for Multi-​Cultural Education for Berkshire at the time of its seminal policy discussions and implementation), looks at factors within and outside schools that affect failure and success in getting a school policy up and running. Chris Gaine's Getting Equal Opportunities Policies, does likewise.

The journal Multi-cultural Education Review, published by Birmingham Education Department, is very practical, not only for classroom materials but also in discussing school and LEA policies, their development and difficulties. Most articles are written by school teachers or multi-cultural advisers. The jour​nal Multiracial Education, produced by the National Anti-Racist Movement in Education (NAME), has more in-depth analysis of similar issues, usually written by lecturers. Possibly the most useful and widely-read journal, however, is Multicultural Teaching, edited by Gillian Klein.

ILEA has published copies of a number of school policies. For example, Anti-Racist School Policies was produced by the Multi-Ethnic Inspectorate in 1982. Martin Straker-Welds updated this in 1984 in his Education for a Multicultural Society: Case Studies in ILEA Schools. Of course, many hundreds of schools have developed their own policies, with or without LEA stimulus, support, blessing, or directives.

Evaluation of school and LEA response

There is no doubt that, in some schools and LEAs, written policy is virtually dead, which begs the question, 'Multi-​cultural Education policies: are they worth the paper they're written on?', the title of a 1983 article by Barry Troyna and Wendy Ball in The Times Educational Supplement. This followed revelations that one in three of inner city headteachers actually admitted to ignoring local authority race policies.

For Chris Mullard, Director of the Race Relations Unit at London University's Institute of Education, most anti-racist or multi-cultural education policies ‘are rag-bags of good intentions, bits of ideology, strips of anger, and cotton wool balls of love' (quoted by Peter Wilby in the Independent, 19 May 1988). However, as teachers are well aware, many schools and some LEAs do not even have a written or considered policy other than (in some cases) an exhortation, without resources or procedures, for implementation and monitoring. According to the 1988 CRE booklet, Learning in Terror: A survey of racial harassment in schools and colleges, 77 of the 115 LEAs in England, Wales, and Scotland have multi-cultural/anti-racist policies. Of these, 61 per cent include in their policies, drafts, discussion documents, or working party remits the question of racial harassment of pupils and/or teachers.

By November 1988 (according to John Singh, Senior HMI Staff Inspector, who was speaking at the November 1988 Seminar of ARTEN, the Anti-Racist Teacher Education Network), only 79 out of the 104 LEAs in England and Wales had developed official policies of one kind or another relating to ethnic diversity; 25 had not, despite national legitimation.

A few LEAs wish to soften, modify, or scrap their existing policies. Since the beginning of 1988, a small number of LEAs have indicated their dissatisfaction with anti-racist policies. In 1988, Berkshire discussed the scrapping of its nationally known and seminal policy statement on racial equality and justice which was adopted in 1983. This was commended as a model by the Swann Report and heavily influenced ILEA's A Policy for Equality: Race.

A number of Conservative-controlled boroughs, which are at present in the ILEA but which will run their own education services after April 1990, have also indicated their wish to dissociate themselves from ILEA's anti-racist policies.

Berkshire, after a national furore, backed down and kept its policy - for the time being. In describing the move, in The Times Educational Supplement in February 1988, Robin Richard​son, Adviser for Multi-cultural Education in Berkshire from 1979-85, sets out very strongly and clearly arguments in favour of LEA policy statements. He recognizes that 'policy statements are only pieces of paper, whether at school level or LEA level, and as such they may be totally ineffective and irrelevant. They may in practice be no more than dainty sops to a do-gooding conscience, or frilly sloganizing disguises for inertia and inaction.' However, he continues, 'it is never​theless the case that formal policy statements have their uses and significance in every important change process, both in schools and LEAs.' They bring issues on to the agenda; they legitimize and encourage developments; they can affect how resources such as officer and in-service time and money are spent; they can affect how syllabus and curricula can be shaped; and they can affect teachers' career and promotion prospects by showing the insights, experience, and commit​ments that applicants will be expected to have. Richardson concludes that policies ‘are not a be-all-and-end-all. But they do have an essential, if humble, role to play.'

The need for this humility concerning policies is apparent from the latest HMI appraisal of schools. Although the situa​tion in primary schools may be different, the most recent, intensive national survey of secondary schools, the 1988 HMI appraisal of secondary schools, suggests that slightly fewer than half of the 185 surveyed secondary schools from 80 LEAs had even considered ways in which the curriculum could contribute to pupils' understanding of multi-ethnic issues. However, the HMI do state that the proportion of schools making such provisions increased between the beginning and end of their survey, which was carried out between 1982-86. Nevertheless, their conclusion is that most schools have yet to come to terms sufficiently in their curricular planning with the fact that their pupils are growing up in a multi-ethnic society.

This was also the conclusion of Bernadette O'Keefe in Faith, Culture and the Dual System, comparing Church and County secondary schools. The findings were that only five (13 per cent of) Church school heads who were interviewed saw multi-cultural education as incorporating or requiring a direct engagement with racial discrimination, bias, and stereotyping, and that only 11 per cent of the schools which were studied reported making ‘good progress' in developing multi-cultural education. Similar findings are highlighted in Gajendra Verma's Education for All: a landmark in pluralism. One survey in the book reveals that forty per cent of a sample of teachers in a largely white area of the North-east insisted that multi-​cultural education was not relevant to their schools. Two researchers are quoted in the book as claiming that moving from the metropolitan areas of the Midlands and the North to rural areas of the South-west was like stepping ‘on to a new planet'.

The 1988 Education Reform Act and its effects on multi​-cultural/anti-racist education

There have been many responses to the Education Reform Act from a variety of multi-culturalist/anti-racist perspectives, in particular to those sections of the Act dealing with religious worship, religious education in the curriculum, opting-out, open enrolment, the National Curriculum, testing, city technology colleges, and the abolition of the ILEA. Examples of such criticisms and commentaries are: publications from the Commission for Racial Equality; current journals in this area of concern, such as 'Multi-cultural Teaching' and 'Issues in Race and Education'; and the pamphlet 'Race Equality and the Education Reform Act' produced by GLARE (Greater London Action for Race Equality).
The section of the Act dealing with religious worship and with religious education is more fully elaborated in the DES circular 3/89 The Education Reform Act (1988): Religious Educa​tion and Collective Worship. A change from the 1944 Education Act is that for RE 'new locally agreed syllabuses must reflect the fact that religious traditions in the country are in the main Christian whilst taking account of the teaching and practices of other principal religions'. A further change from 1944, regard​ing collective worship, is that ‘the collective worship in county schools must be wholly or mainly of a broadly Christian character, . . . i.e. most acts of worship in a term must be broadly Christian' (pages 2-3 of the circular). However, the circular continues that 'where it is difficult to reconcile these requirements either in the case of a whole school or of a particular category of pupils', the headteacher can apply for a disapplication for ‘the school or any class or description of pupils'. This has been widely criticized in staffrooms as divisive, though in the Circular there is the assertion that 'the Government believes that all those concerned with religious education should seek to ensure that it promotes respect, understanding and tolerance for those who adhere to different faiths' (page 5 of the circular).

Opting out and open enrolment have been criticized (and also welcomed by a few organizations from various com​munities) as leading to separatist and ethnically or religiously exclusive schools - as became apparent during and after the 1988 Dewsbury/Kirkless events and the Bradford Muslim Zakaria School application of 1989. The fact that the National Curriculum excludes non-EEC languages such as Russian and Urdu from the foundation subjects has also been criticized.

The National Curriculum Working Party Reports have been criticized by a variety of multi-culturalist and anti-racist writers. It is notable that in the Mathematics and Science National Curriculum documents (the ring folders which were sent to all schools in Spring 1989) the 'cross-curricular issues', such as multi-cultural issues, are not specifically referred to. This is in contrast to the role and place of 'cross curricular themes' such as economic awareness, political and inter​national understanding and environmental education which are specifically detailed in mathematics and science attainment targets and study programmes, see Science in the National Curriculum and Mathematics in the National Curriculum (DES, 1989).

Some commentators, such as Rehana Minhas writing in Issues in Race and Education (Spring 1989), hold the view that 'the National Curriculum is prescriptive, nationalistic, based on ideals of middle-class English chauvinism'. For others, such as Heather Mines writing in the same journal ‘there is much that is good and well-informed in the report' - the National Curriculum Council document English for Ages 5-11 (1988). For her, 'it shows some awareness of the diverse nature of our society'.

Reactions to that same report, produced as paragraph 2.23 of the National Curriculum Council Consultation Report English 5-11 in the National Curriculum are similarly mixed:

the positive references made to ethnic and cultural diversity were endorsed, but it was widely felt that its implications could be made more explicit in the programmes of study. It was emphasized that ethnic and cultural diversity should be seen as an enhancement to the quality of education for all children, irrespective of origin. Some respondents noted that no reference was made to gypsies and travellers in the context of ethnic and cultural diversity.

The perspective we take in this book is that whatever legitima​tion there is for multi-cultural/anti-racist education should be used wherever possible in the schooling system.

Teacher education

What teacher-training institutions are doing about multi-​cultural and anti-racist education varies in tone, perspective, extent, and effectiveness but it is undoubtedly more widespread in the late 1980s than formerly. Teacher education accreditation bodies such as CATE (Council for the Accredita​tion of Teacher Education) and the CNAA (Council for National Academic Awards) now insist on a multi-cultural dimension to B.Ed. (Bachelor of Education) and PGCE (Post​-Graduate Certificate in Education) courses. In addition, since the assent of these bodies is vital for course approvals and resubmissions, colleges have accordingly changed and improved their courses. Sometimes this is done by including specific courses on 'race and education' or 'multi-cultural education', or by permeating theoretic, practical teaching, and subject study courses with multi-cultural awareness and data. Many courses do both. The days are generally gone when 'education for immigrants' or 'education and ethnic minorities' was taught as part of a 'Special Needs' course. Nevertheless, there is enormous variation between courses.

Such developments (in some cases voluntary, in others obligatory) were stimulated and demanded by, for example, DES Circular 3/84 which laid down, among its criteria for the approval of courses, such prescriptions as: 'Students should be prepared to teach the full range of pupils whom they are likely to encounter in an ordinary school, with their diversity of . . . social background and ethnic and cultural origins. They will need to learn how to respond flexibly to such diversity and to guard against preconceptions based on the race or sex of pupils. . . . They will also need to have a basic understanding of the type of society in which their pupils are growing up, with its cultural and racial mix.' The 1984 CNAA Discussion Paper, Multi-Cultural Education, laid down similar criteria for CNAA-validated B.Ed. and PGCE courses.

In 1987, the number of probationer teachers in their first year of teaching who thought that they had been 'very well prepared' or 'quite well prepared' to 'teach children with different cultural backgrounds' was 49 per cent. This showed an increase from the previous survey of probationers by HMI in 1981. However, it is still much less than the 74 per cent who considered that they had been 'very well prepared' or 'quite well prepared' to promote equal opportunities for boys and girls, or the 64 per cent who expressed similar feelings of preparedness for teaching mixed-ability groups. By comparison, only 38 per cent felt similarly prepared for teaching ‘socially deprived children'. Thus, the percentage who feel prepared for teaching ‘children with different cultural backgrounds' is increasing, but in 1987 was still just under half of the 297 probationers surveyed. This has implications for teachers and student teachers in ‘all-white' classrooms and schools. Teachers who are unprepared for teaching children from varied cultural backgrounds are likely to be unprepared for multi-cultural teaching.
It must be added, however, that all but two of those probationers followed B.Ed. and PGCE courses that had been approved by the Secretary of State for Education and Science on the recommendation of CATE. Changes arising from DES Circular 3/84 (also the Welsh Office equivalent, Circular 21/84) and from the establishment of CATE have, since 1984, affected the content and structure of courses as they have come up for validation or revalidation. It is likely that the probationers of 1988 onwards will consider themselves better prepared than their predecessors; by how much may only be guessed at.
What has been done in Colleges and Departments of Educa​tion is described and critiqued from an anti-racist perspective by ARTEN, the Anti-Racist Teacher Education Network, in their paper, Anti-Racist Teacher Education: Permeation: The Road to Nowhere. Some developments are also described in the jour​nal Multicultural Teaching.
What has been done in teacher training is also being criticized by the Radical Right. Michael Trend, writing in the Spectator in October 1988, criticized various B.Ed. courses at Brighton Polytechnic. Sample criticisms are that ‘in the whole of the content of the Multi-Culture course there doesn't appear to be any recognition at all of British culture', and that the courses are typified by 'all the tired old assumptions of the Left, especially those on “anti-sexism” and “anti-racism”, dressed in the whole panoply of relativism and social engineering'. Beverley Shaw's chapter, 'Teacher Training: the Misdirection of British Teaching', in Dennis O'Keefe's The Wayward Curriculum, attacks teacher education in a similar vein, accusing 'too many teacher trainers' of being 'more interested in radically changing society than in preparing their students for the demanding career ahead of them', of seeing teacher education as a 'collectivist-egalitarian' critique of British society, and of describing the country ‘as profoundly unequal and therefore, apparently by definition, unjust. It is described as “institutionally racist”.' Shaw criticizes CATE, the Council for the Accreditation of Teacher Education which was set up by Sir Keith Joseph in 1984, for its 'obvious inten​tion ... to make the study of multi-cultural education a compulsory part of teacher training courses' and bemoans the fact that ‘CATE may unwittingly strengthen the strain of utopian, egalitarian and “progressive” thinking in teacher training.'

The Hillgate Group's Learning to Teach, Antony O’Hear's Who Teaches the Teachers?, and Stuart Sexton's Our Schools - A Radical Policy all attack theoretical components of teacher education such as multi-cultural/anti-racist education courses. The first two booklets urge the by-passing of college-based teacher education 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 received government support in 1988/89. A critique of such developments and the threat to 'reflexive' teacher education is contained in Dave Hill's The Charge of the Right Brigade: the Radical Right's attack on Teacher Education.
The inclusion in the National Curriculum of 'gender and multi-cultural issues' as one of the four cross-curricular issues which must be included as part of ‘the whole curriculum for all pupils' (The National Curriculum: From Policy to Practice (1989)), may be a countervailing pressure to continue in one form or another courses relating to multi-cultural education, at least for those who do undertake college-based teacher training.

Theoretical relationships between multi-cultural and anti-racist education

In some ways the term ‘multi-cultural education', as it is commonly used, is a catch-all phrase which covers a variety of theory and practice.
For some radical anti-racists, the term is more widely acceptable than ‘anti-racist education' for a policy, or for Grant Related In-Service Training (GRIST) or for Education Support Grant (ESG), funded by the DES. Such anti-racists adopt the view that, since Conservative governments, LEAs, teachers, and parents are neither willingly nor knowingly going to promote evaluation and analysis of the inegalitarian, classist, racist, and sexist nature of the British power structures, they might as well latch on to a policy that is 'acceptable' to national and local government and redefine/subvert/convert it in the same way that secondary school teachers appear to have redefined the original Conservative government objectives for TVEI (Technical Vocational Educational Initiative).
On the other hand, a number of anti-racists criticize multi-cultural education. Brian Bullivant, for example, in Sohan Modgil's Multicultural Education: The Interminable Debate, criticizes much multi-cultural education as having little bearing on children's equality of opportunity and life chances. These, he feels, are influenced more by structural, social class, economic, political, and racist factors, which operate in the wider society, and also by the dominant groups' control over access to social rewards and economic resources. Hatcher and Shallice (quoted in the same book) ask: 'What are we to make of the strange sight of previously recalcitrant and “colour-blind” LEAs now embracing the very principles of multi​culturalism at face value?'
Similar shortcomings in some forms of multi-cultural educa​tion are set out in the book edited by Barry Troyna, Racial Inequality in Education. Its perspective may be judged from the title (and content) of Ahmed Gurnah's chapter, 'Gatekeepers and Caretakers: Swann, Scarman and the social policy of con​tainment'. Richard Hatcher's chapter, ‘”Race” and education: two perspectives for change', extends beyond a critique of multi-culturalism, as set out in the Swann Report (which has virtually nothing to say on systematic racism), and discusses the concern of Giroux and Gramsci with developing ‘critical consciousness'.
Writers such as Mike Cole dismiss multi-culturalism, claim​ing that it does not tackle the real issues of racism and power in society and that it even acts to disguise them by concen​trating instead on pluralism and cultural diversity. His chapter in Sohan Modgil's book is an example of this view.
Godfrey Brandt's densely written book, The Realization of Anti-Racist Teaching, has a similar perspective but includes (diagramatically) a number of different relationships between multi-culturalism and anti-racism. It seems to us that a four​fold typology of the continuum from multi-culturalism to anti-racism might be useful:

1
Multi-culturalism that ignores and is silent on anti-racism or, indeed, attacks anti-racism,
2
Multi-culturalism that includes anti-racism,
3
Anti-racism that incorporates multi-culturalism,
4
Anti-racism that criticizes multi-culturalism as inadequate and tokenist and that is designed (explicitly or implicitly) as a policy of containing black unrest.

The difference between perspectives 2 and 3 is one of degree; the degree to which institutional and societal racism are made explicit, and the degree of attention paid to them.
Multi-culturalism, even of the 'weak' variety in perspective 1, is under assault from not only some hardline anti-racists on the Hard Left but also the Radical Right, the ‘anti-anti-racists' such as Tony Flew, Ray Honeyford, John Marks, Anthony O'Hear, Dennis O'Keefe, Frank Palmer, Roger Scruton, and Alfred Sherman.
The views of the Radical Right are typically set out by Ray Honeyford in a letter to The Times Educational Supplement in July 1988:

Britain is not a 'racist society', there is no colour bar in English schools; there is no uniformly depressed and exploited 'black' underclass in this country; and you do not reduce bullying of any kind by setting up committees and appointing anti-racist ‘experts'.

In my view, the problem of inter-group conflict in multi-​racial schools - which is what most so-called racism actually is - is best tackled in three ways: the establishment of a proper moral education and atmosphere in the school; the exposure of all our children, whatever their background, to that great British cultural tradition which binds us all together; and the rejection of 'anti-racist education' (and the dismantling of the bureaucratic apparatus which supports it).

Steward Sexton's GCSE: A Critical Analysis, the 'nagging anti-racism' of GCSE is attacked. Sherman's chapter attacks GCSE as outlawing national pride and describes its anti-racism as anti-patriotism and an assault on Western Civilization.
Frank Palmer's book, Anti-Racism: An Assault on Education and Value, and the chapters by Anthony Flew and John Marks in Dennis O'Keefe's The Wayward Curriculum, develop such arguments, which are an attack not only on anti-racism but also on multi-culturalism.
Palmer's book, written from the late 1980s 'radical right' perspective has chapters by Honeyford, Marks, Scruton, and Flew. It is criticized analytically by Julia Neuberger in her 'Hatred as a Moral Virtue: on the latest group diatribe from the anti-anti-racists' in The Times Educational Supplement, December 1986. From a liberal, multi-cultural perspective, she attacks both the Radical Right and some aspects of the anti-racists' views. In this she is not alone.
Perspectives 3 and 4 are also under attack from some liberal writers such as Jeffcoate, who, for example in Ethnic Minorities and Education, attacks ILEA as illiberal in its anti-racist policies. Jeffcoate is described by Chris Gaine, in No Problem Here, as ‘part of a backlash against the kind of anti-racism supported in this [Chris Gaine's] book'.
This liberal critique is apparent also in books such as Maurice Craft's Education and Cultural Pluralism, which is rooted in a cultural diversity/'weak multi-cultural' tradition.
It must be added that a number of highly useful books deliberately avoid offering a particular perspective; for exam​ple, Twitchin and Demuth's Multi-Cultural Education: Views from the Classroom, which is very practical and is based firmly on what happens in schools, and Nixon's A Teacher's Guide to Multicultural Education.
While we accept that some of the anti-racists' criticisms are valid for some of the practice carried out in schools, their view is not our view as it is expressed here and in Chapter 1. Unlike some anti-racists, we do not criticize multi-culturalism as being inherently tokenist and incapable of leading towards anti​racism. While not totally dismissing 'vanguardism' (the setting out and extending of analyses and programmes which are in advance of those views held in common contemporary con​sciousness), it seems to us that such a purist view, which demands a great leap in development for many teachers and students, serves to exclude many teaching professionals from participating in the attack on racism. (A parallel might be the manner in which some socialist sects exclude potential recruits to socialism by their insistence on ideological, political, and organizational purity and on separatism from more main​stream, and more numerous, allies.) This is not to deny that today's 'vanguardism' or avant-garde may become tomorrow's common sense.
It is also obvious that we reject the views of the Radical Right ‘anti-anti-racists'. Similarly, we have no time for the standpoint of those liberal critics who oppose any anti-racism. ​We agree that some anti-racist LEA behaviour and Racism Awareness Training has been crude, authoritarian, and grossly mismanaged. The Macdonald Inquiry into Racial Violence in Manchester Schools, which followed the racist murder of 13-year old Ahmed Iqbal Ullah at Burnage High School for Boys, attacks the crudeness of what it calls ‘moral anti-racism' which stigmatizes all whites, and sets out its support for more sensitive anti-racism, with examples of good practice. The perspective in this book is that anti-racism must include (and supplement) multi-culturalism and that multi-culturalism should lead on to an anti-racist understanding and action.

Anti-racism, anti-sexism, anti-classism

In this book we do not set out to present a critique of the theoretical analysis of society, schooling, and race that is necessary for understanding why we should encourage multi​cultural learning and teaching. However, the following books, policies, and writings should help to develop such an understanding, and also a greater understanding of the inter​relationship between anti-sexism, anti-classism, and anti​-racism and multi-culturalism.
A concern for and commitment to anti-racism is linked in the minds of some teachers and students with critiques that designate society and schools as sexist and classist as well as racist. Such a Marxist perspective suggests that schools reproduce the existing social class pattern and thus reproduce and amplify existing social inequalities: most working-class children go into working-class jobs and relative powerlessness, most middle-class children go into middle-class jobs, and most upper-class children go, via private schools, into the upper-cl​ass power elite. Most ‘A' level and undergraduate Sociology textbooks summarize such arguments. For example, those by Michael Haralambos, Steven Ball, and Karen Chapman very clearly summarize and explain Marxist, liberal democratic, and conservative structural-functionalist concepts of the linkages between schooling and society and between schooling and race.
Chris Gaine's book, No Problem Here: A Practical Approach to Education and 'Race' in White Schools, contains an easily read, 12-page final chapter linking 'race' inequality with inequalities of class, sex, and also disability.
Another book, which is easy to read but more detailed, is Madan Sarup's, The Politics of Multiracial Education. This book discusses and critiques multi-racial education, racism, and education. It also discusses the relationships between hegemony (the way in which the views, attitudes, and values of one class dominate in a society and become that society's 'common sense') and race, class, and gender, and criticizes a number of approaches that stress cultural pluralism. Sarup's ideas are also developed in his earlier, more general book, Education, State and Crisis: A Marxist Perspective.
A seminal book, which is, however, far more difficult to read but which is at the forefront of contemporary updating of radical and Marxist analyses of education, is Henry Giroux's Theory and Resistance in Education: A Pedagogy for the Opposition. This compelling book applies Gramscian concepts to radical pedagogy (pedagogy being the pattern of pupil-teacher inter​action, learning, and teaching). Some of these concepts are more simply and more generally set out in Roger Simon's Gramsci's Political Thought: An Introduction. Giroux's critique is further developed in his Education Under Seige.
One radical local education authority, ILEA, has investigated and published evidence on and policies concerning this trilogy of interconnected inequalities. Possibly alone of the 104 LEAs in England and Wales, ILEA has published major reports on all three aspects, focusing on the need to value major aspects of all cultures, not just the dominant white, male, middle-class culture. Of course, tens of thousands of teachers and thousands of schools try to do the same. The ILEA booklet Race, Sex and Class 1: Achievement in Schools, already referred to, sets out extremely clearly data on social class, sex, and ethnic differences in educational attainment and, for each type of inequality, summarizes very briefly theories about why these differences exist and what has been done, evaluates how successful these initiatives have been, and suggests what else could be done - all in 23 pages, with 158 references!
Both of Mike Cole's 1989 books, The Social Contexts of School​ing and Education for Equality: Some Guidelines for Good Practice, set out relationships between anti-racism, anti-sexism, and anti-classism. The first is more theoretical and has a comparative international dimension. The second, while rooted in theory, includes chapters on nursery education, infant schooling, and junior schooling. There are also some schools which have developed or are in the process of deve​loping school policies on race, gender, and class.
We believe that anti-racism and multi-culturalism can lead to and be informed by anti-classism and anti-sexism. Many teachers substitute the word and concept 'class' (or 'sex') for 'race' in check-lists for stereotyping, policies concerning equal opportunities, appointments policies, classroom activity choices or subject option choices in secondary schools.
It is an enlightening experience to look, for example, at an anti-racist or multi-cultural check-list for stereotyping in books and to replace the word 'race', wherever it occurs, with the word 'class'. Similarly, just as it is possible to look at the different amount of time and types of response given by teachers to boys and girls in the same class, it is interesting to look at how working-class and middle-class children are treated differently. Carol Adams' Implementing the ILEA's anti-sexist policy: a guide for schools could very profitably be used with reference to race and class as well as to sex discrimination, as could many LEA anti-sexist policies, such as Devon's.
Again, while there is considerable literature on and research into British Asian children being steered towards maths and sciences, and British Afro-Caribbean children being channelled into music and sports activities in secondary school option choice and in primary classroom activities, there is a difference in policy reaction between ethnic group stereotyping and teacher expectation on the one hand, and social class stereotyping and teacher expectation on the other. That is to say, the dangers of 'race' stereotyping are clearly spelt out in hundreds of policies but there are very few such policies regarding social class stereotyping.
It is true that there is a whole body of literature on social class stereotyping and social class reproduction. (For example, books by Willis, Corrigan, Bowles and Gintis, and Giroux are all usually referred to in standard up-to-date sociology of education readers.) However, while research is translated into some national, LEA, and school policies concerning 'race', research has steadfastly not been turned into policy as far as class is concerned, beyond a small handful of 'Radical Left' city areas. Both the ILEA Thomas and Hargreaves Reports stand virtually in isolation in trying to do for 'class' what very many LEAs are trying to do for race. These two reports, Improving Primary Schools (the 'Thomas Report' of 1985) and Improving Secondary Schools (the 'Hargreaves Report' of 1984) were both explicitly addressing the underachievement of working-class pupils and developing policies to raise the achievement levels (defined in a number of ways) of such pupils.
Many teachers (and indeed the Thomas and Hargreaves Reports) see the connections between the ways in which the formal curriculum and the hidden curriculum and pedagogy can be used to empower children and all types of communities instead of (however unintentionally) systematically degrading and demeaning them. However, the day is not yet near when a government will set up a Commission for Class Equality or will empower the Equal Opportunities Commission to deal with cases of social class discrimination. Other than the two ILEA reports into improving the educational and life chances of working-class pupils, there has been little in the way of practical policy proposals, applying the gamut of egalitarian theory, beyond 'comprehensivizing' and 'spending more on'. The Labour Party, throughout its local government conferences in the eighties and the setting out of its national policies, seems to have become stuck in the groove of arguing for more resources, more comprehensivizing, and more equal opportunities for ethnic minorities and for females, and of reacting to the divisive, elitist, and anti-egalitarian thrust of Conservative education legislation.
One notable exception is the article, 'A Socialist Education Policy', by Caroline Benn and the STA (Socialist Teachers Alliance), in which a number of detailed proposals are set out. (This can be found as an appendix in Cole's book, The Social Contexts of Schooling.) Other exceptions are to be found in the practice of probably hundreds of schools - in their curricular materials, pedagogies, and hidden curricula, and in their rela​tionships between pupils and teachers, and between teachers, schools, and local communities. It remains true, however, that developments in anti-sexism, anti-racism, and ‘anti-classism' are treated and disseminated very differently by national and local government and in schools, yet they can, and should, learn from each other.

Use of this book

The ideas in this book will be used by readers with a great variety of experiences and view points. Some, from religious or ethical beliefs, will stress liberalism and tolerance. Some will react to first or second-hand racial and/or social injustice. Some will adopt a 'meritocratic' concern when any social group is perceived to be underachieving and disabled in join​ing society's pool of talent. Some will worry about inner city rebellions, the threat to the status quo, and the threat to social and economic stability caused by ethnic minority alienation. Some will accept a Marxist analysis of the relationship between schooling and society, of the relationship between race, gender, and class inequality, of the role of schools as part of the 'ideological state apparatus' in legitimizing and perpetuating this inequality. Last but not least, some will be 'doing multi-culturalism' because they have been told to do so. This book may be used by all of those. The teacher or student teacher who is new to multi-culturalism, who is hesitant and anxious about it, will find this book a very easy and accessible entry point.

We do hope that it will be a take-off point in developing an
individual or (better) a collaborative anti-racist perspective. We hope that anti-racist policies at national, LEA, school, and classroom levels will be more effectively developed, implemented, monitored, and evaluated instead of being, in some cases, merely the rhetorical flavour of the month. With the advent of the National Curriculum in primary schools, we must ensure that anti-racism and multi-culturalism do not become the flavour of last month.
Our perspective is identical to that expressed by Gerry German, Principal Education Officer of the Commission for Racial Equality, in the Times Education Supplement in July 1988:

Multi-cultural policies go part of the way to promote understanding and respect. Anti-racist policies set about countering the combination of individual attitudes and institutional practices that are based on ingrained ideas of black inferiority and white superiority and which exclude ethnic minority children from the full range of opportunities to which they are entitled - and which limit the intellectual and emotional development of white children, too.
Real education is about meeting children's needs and developing their potential.

It is about promoting self-confidence, respect and co​-operation. It is about learning from the wisdom of the whole of humanity rather than confining experience to mono​-lingual, mono-cultural nation frontiers. Multi-culturalism opens the mind to the whole world as do world and development studies. Racism is about discord, inequality and injustice - and anti-racism is about the education strategies that schools need to adopt if all children are to be given a real education and a chance to succeed rather than fail.

In many schools, the development and collaborative implementation of multi-cultural/anti-racist policies has considerably altered not only school policy and pedagogy but also the teachers. We have taught, researched, or observed in schools in East Sussex, West Sussex, Nottinghamshire, and Inner London. Not only in the many multi-ethnic schools but also in the all-white schools, we have seen that teachers' and children's knowledge, attitudes, understanding, and evalua​tion have changed. They must continue to do so: this is the challenge for present and future teachers.
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