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PREFACE

A national conference on 'Education, the Education Reform Act (1988) and Racia
Equality', jointly organised by the Centre for Research in Ethnic Relations
(CRER) and the National Association of Race Equality Advisors (NAREA), was held
at the University of Warwi ck on 22 and 23 Septenber 1990.

The general ains of the conference were to provide a platformfor analysis,
debate and information on the inplications of the Act as well as on w der issues
surroundi ng the education of ethnic mnority children and the struggle for

racial equality in this area of their lives. The conference strove to bring

t oget her people froma diverse range of backgrounds and perspectives in order to
facilitate a positive exchange of views and experiences between those who are
actively associ ated and/or especially concerned with issues relating to
education and race. As the list of participants shows, we were successful in
attracting academics, practitioners and policy makers, and the papers sel ected
for this report therefore reflect this varied conposition.

I ndeed, the conference's ains and one of its outcones (i.e. this report) are
also closely related to CRER s national and international role in the field of
race and ethnic relations. In addition to conducting research, CRER helps to
stimul ate discussion and debate in this field by organising (sonmetines jointly)
sem nars, conferences and workshops, and by di ssemnmi nating information through
its publications.

On behal f of CRER and NAREA, | should |ike to thank everyone who attended the
conference and nade it a success. |In particular, thanks are due to Dr C. L.
Brundi n, Vice-Chancellor, The University of Warwi ck, for opening the conference.
| should also like to thank M M chael Day, M Carlton Duncan, Professor John
Rex and Professor Sally Tomlinson for chairing the main sessions and all those
who were kind enough to chair the workshops. Thanks are also due to all the
speakers for their valuable contributions and | should particularly like to

t hank those who have allowed me to include their papers in this report.

| should like to thank my co-organisers from NAREA, especially Tejpal Sanrai

Ji m Thakoordi n, Al exandra Seale and Ansley Rice. Penultinmately, thanks are due
to ny coll eagues at CRER, especially to Muhammed Anwar and Harry Goul bourne for
their support and, finally, | should like to thank the secretaries - Rose
Goodwi n, Liz Doyl e-Saul and Cl audette Brennan - for typing this report.

Beatrice Drury, July 1991



CONTRI BUTORS TO CONFERENCE REPORT

Carlton Duncan is the Headmaster of George Di xon Conprehensive School in
Bi r M ngham

Beatrice Drury is a Research Fellow at the Centre for Research in Ethnic
Rel ati ons, The University of Warw ck.

John Eggl eston is Professor of Education at the Department of Education, The
Uni versity of Warwi ck.

Derek Fatchett (MP) is the Labour spokesperson on education.

John Field is a Lecturer and Researcher in the Departnent of Continuing
Educati on, The University of Warw ck.

Gus John is the Director of Education, London Borough of Hackney.
G na Ogden is the Chairman of the Northanptonshire Education Committee.

Jorge Sal gado Rocha is the Deputy Race Equality Co-ordinator at Sout hwark
Counci |, London.

David Smith is an Adult Education Oficer at Northanptonshire Local Education
Aut hority.

Kri shna Shukla is the Multi-ethnic Educati on Co-ordi nator at South London
Col | ege.

Gajendra K Verma i s Professor of Education and Director of the Centre for Ethnic
Studies in Education in the School of Education, the University of Manchester.

Jacques Wllians is a Race Rel ations Advi ser, Northanptonshire County Council.



| NTRODUCTI ON
Beatrice Drury

The Education Reform Act (1988) represents a radical change in the provision of
education and a nmajor challenge to the educational system |In a speech at the
Conservative Party conference in 1987, Kenneth Baker, the then Secretary of
State for Education, clained that the Act would 'open the doors of opportunity’
to our children and a year later, in the Guardian, he declared that the Nationa
Curriculumwas likely to be '"very useful in holding together a multi-racial and
multi-cultural society' (Baker, the Guardian, 17 August 1988). References to
multi-culturalismin subsequent policy docunents issued by the Departnent of
Educati on and Sci ence seermed to confirma conmitment to rmulti-cultural education
(DES 1989).

The i npl enentati on of the Education Reform Act (1988) raises several nmjor
guestions relating to racial equality within education and has inportant
implications for the education of ethnic mnority children

One nmjor area of concern relates to the role and future of multi-cultural and
anti-raci st education. There is a continuing debate as to whether these
approaches to education are being eroded, extended or neglected within the

Nati onal Curriculum Some educationalists have expressed optimsm For
exanpl e, Beverl ey Anderson, a nenber of the National Curriculum Council in 1989,
argued that the new curriculumwoul d offer a means of spreadi ng good nulti-
cultural practice in all schools because nulti-cultural education has been
officially awarded cross-curricul ar status (Anderson, 1989).

O her acadeni cs, however, have been much nore critical of the Act and | ess
optimstic about the future of multi-cultural and anti-racist education (e.g.
Arnot, 1989; Hatcher, 1989; Troyna, 1990). Indeed, in this conference report,
Verma and Eggl eston largely support the latter view, that is, that the

i mpl enentati on of the Education Reform Act and the National Curriculumis likely
to have a detrinmental effect on multi-cultural and anti-raci st education

One of the main criticisns made against the National Curriculumis that it is
predom nantly Eurocentric, Anglocentric and nonocultural and is consequently
largely unrepresentative of a multi-cultural and nulti-racial society. There
are several exanples of this bias. For instance, European |anguages such as
French and Gernman are now gi ven precedence over |ndic and ot her non-European
ethnic mnority |Ianguages within the National Curriculum The Education Reform
Act, noreover, requires that 'religious acts of worship' be 'predom nantly
Christian', a requirement which chall enges established practices such as nmulti-
faith assenblies in schools and is a regressive step towards a nonocul tura
out | ook.

Yet anot her exanple involves the teaching of nusic. The National Curriculum
Council's report on nusic scarcely mentions Asian and Afro-Cari bbean forns of
musi c. Instead, it gives prom nence to Western cl assi cal conposers and has a
few references to popular nmusic. The alnopst total exclusion of ethnic and world
nmusic in the National Curriculum Council's report suggests a bleak future for
multi-culturalismin this subject.

O her exanples of a Eurocentric and Angl ocentric bias, can be found in the
syl | abi of npbst subjects, including history, geography, nmathematics and English
In this report, Verna exani nes sone of these subject areas and provi des exanpl es
of a return to nonoculturalismand an Angl ocentric enphasis in the Nationa
Curricul um

Anot her nmaj or question relating to the education of Asian and Afro-Cari bbean
children concerns the extent to which the Standardi sed Attai nment Tests (SATS)



and proposed ethnic nonitoring procedures are likely to raise or further inpede
t he achi evenents of these children. While there are undoubtedly certain
reservations regarding the 'culture blindness' of such tests, it would be unw se
totally to condemm them wi thout giving thema fair chance to prove their worth.
In this conference report, Eggleston, for exanple, specul ates that SATS, as
'objective' tests, could help Afro-Caribbean and Asian children to challenge the
subj ective evaluations of their teachers. 1ssues concerning the inplenmentation
of such tests are currently being exam ned by Kamal a Hyder, a researcher at

CRER, in a study on the effects of the Education Reform Act on the education of
Afro-Cari bbean children. W await her results with interest.

QO her maj or areas of concern with regard to ERA, racial equality and the
education of ethnic mnority children relate to the inplenentation of Loca
Management of Schools (LMS), the increased powers of governing bodies, the
qguestion of parental choice and the opportunity for schools to 'opt-out'.

Al of these features of ERA have significant inplications for ethnic
mnorities. For exanple, because the 1988 Act has greatly increased the powers
and duties of governors with regard to financial matters and curricul um
assessnment, it is inperative that Asian and Afro-Cari bbean parents have an
opportunity to beconme school governors. However, there are very few governors
fromthese comunities and, indeed, Asian and Afro-Cari bbean parents face

t remendous obstacles in becom ng parent-governors.

Exanpl es of sone of these difficulties include: |lack of confidence regarding
their standards of spoken English; feelings of intinmdation and alienation of
t he educational system lack of ethnic minority role nodels and the probl ens

involved in taking tinme off fromwork and child care in order to attend

neeti ngs.

The question of parental choice has inportant inplications for ethnic
mnorities. Nowhere is this nmore evident than in the recent test cases in
Dewsbury and Cl evel and, in which white parents were supported by the Hi gh Court
intheir bid to exercise their right to renove their children fromracially

m xed schools and place themin schools of their choice. Parental choice, if
exerted in this manner by white parents, could therefore result in racially
segregat ed educati on.

Sone ethnic mnority parents, noreover, also wish to exercise their rights to
choose by seeking to establish 'separate' schools. However, attenpts by sone
Muslins, for exanple, to set up voluntary-aided Miuslimschools have not nmet with
much success. It is yet to be seen whether the 'opt-out' option available to
school s and their governing bodies will be taken up by some schools and sone
ethnic mnority parents as a way of setting up 'separate' religious schools in,
for exanple, areas which have over 90 per cent Mislim pupil popul ation.

In addition to the above di nensions of the Education Reform Act (1988), the
conference focused on two wider issues relating to racial equality within
education. The first involved questions about the recruitment and training of
Af ro- Cari bbean and Asi an teachers, and the second was concerned with racia
harassment in educational establishnents.

Many non-white teachers face tremendous obstacl es gaining pronotion and training
and are, noreover, often marginalised in ternms of funding, grading and numbers.
Sone also find that they are alnpbst totally excluded from nai nstream provi si on
since they are usually funded under Section 11. The recruitment of ethnic
mnority teachers within an equal opportunities policy should be a mjor
priority if Afro-Caribbean and Asian children are to benefit from having
positive own-race role nodels. This is a challenge for the educational system
which has so far largely failed to reflect a nulti-racial and multi-ethnic
society inits overall staffing arrangenents in its schools.



The issue of racial harassment in schools is one which continues to be of nmjor
concern to everyone involved with race and education (CRE, 1988). The
horrifyi ng consequences of racial violence were once nmore brought to our
attention by the Burnage nurder. Racial harassment in its various forns, from
physi cal violence to verbal insults, continues to exist in our schools and has
depl orabl e consequences for its victims.

In a recent study on Bangl adeshi school children in Tower Hanm ets, East London,
sone parents whose children were denied their choice of a local school, decided
to keep their children at honme instead of sending themto schools outside their

i medi ate area, mminly because they feared that they and their children would be
exposed to racial harassment (Tom inson and Hutchi son, 1991).

The conference on ' Education, the Education Reform Act (1988) and Racia
Equality' attenpted to exanmi ne and debate all the above di nensions of ERA, race
and education. In this report, Verma focuses on the future of religious and
cultural diversity within the National Curriculum Eggleston exam nes the

i mplications of Local Managenent of Schools, opting out and parental choice, and
Duncan argues a case for 'separate' religious and ethnic mnority schools.
Qgden gives us a relatively detailed account of Northanptonshire County
Council's approach to racial equality within education and pays particul ar
attention to her county's attenpts at encouraging the recruitment and training
of Asian and Afro-Cari bbean parent-governors. She also discusses her county's
multi-cultural practices and its attenpt at nonitoring the GCSE exam nation
performance of its ethnic mnority children

The effects of ERA on post-16 education are considered by Field, while John

di scusses the possible inplications of the Education Reform Act (1988) for the
future of local education authorities. The Labour Party's plans for nulti-
cultural education and racial equality within education are sumrari sed by
Fatchett and, finally, three workshop summaries are included.

The first, by Shukla and Rocha, focuses on the problens involved in the
recruitnment and training of Asian and Afro-Caribbean teachers, and a number of
recomendati ons for inprovenent are nmade. The second, by Smith, exam nes the
qguestion of ethnic mnority governors and of fers sone wort hwhil e suggestions for
action, and the third, by Wllianms, attenpts to identify the different forns of
raci al harassnent and considers the responses of educational establishnents in
dealing with this serious problem

The contributors to this report come froma diverse range of backgrounds and
experiences. This diversity is therefore reflected in the different

per spectives, styles, contents and conclusions in the report. This, does not,
however, detract fromthe inportance of the conference or this report. |I|ndeed,
we strove to include such diversity in order to stinulate debate on the issues
surroundi ng the Education Reform Act (1988) and racial equality. It is hoped
that the conference and this publication have set the scene for continuing a
constructive debate anmong all who are concerned about the future of multi-
culturalismand racial equality within our educational system



CULTURAL AND RELI G QUS DI VERSI TY W THI N THE NATI ONAL CURRI CULUM
Gaj endra K Verma

I nt roduction

It is now over twenty-five years since substantial nunbers of children whose
parents were born in the New Cormobnweal th and Paki stan began to enter British
schools. Post-war popul ation nobility suppl enented the nunbers of these
children with others fromthe continent of Europe - notably fromltaly, Cyprus
and Greece - as well as fromother territories and dependencies, particularly
Hong Kong.

The Backgr ound

Early assunptions by the Departnent of Education and Science were that these
chil dren needed and should receive identical treatnment to that received by

i ndi genous white children. Local Education Authorities were encouraged, |argely
t hrough section 11 funding, to nmake special provision to nake these children
conpetent in English and, once this was acconplished, to place themin

mai nst ream school s as qui ckly as possi bl e.

The unwitten objective of the Departnent of Education and Sci ence appeared to
be that they woul d then becone indistinguishable fromtheir white peers in al
respects except that of the colour of their skins. The education of white
children and the nature of English society was to remain unchanged. Socia
class was to renain the uniquely dom nant force which shaped that society, and
i ssues of race and ethnicity were to be subnmerged - one mght al nbst say
destroyed - to naintain the status quo. They were, in a word, to becone
integrated into British society, and the prine agent for achieving this aimwas
to be the country's schools.

It was assuned that syllabuses, the overt and hidden curricula, would renain
unal tered and that the general process of social engineering would ensure that
the children would grow to conformto the norms of British society in which they
woul d take their places and, as it were, disappear

There were various reasons why this did not occur. Not |east was the growh of
the civil rights noverment in the United States - a novenent that created a role
for ethnic mnorities across the world. Social statistics increasingly
propounded vi ews whi ch suggested that integration was not only undesirable
because it was norally indefensible, but stupid because it was unachi evabl e.
They devel oped alternative nodels of society which increasingly recognised the
rights of mnorities to have a distinctive place within society at |arge: one
whi ch gave themrights to enjoy their culture, intellectual, religious and
social variations fromwhite British norns. One anong the nore recent of these,
cultural pluralism inplies, theoretically at |east, a continuously negoti ated
settl enent between dom nant and minority groups which would protect the rights
of all citizens of whatever ethnic descent to achieve their life anbitions
according to their own cultural priorities.

Local education authorities, particularly those with increasing nunbers of
ethnic minority children, with little help or guidance fromthe DES, struggled
with the increasingly obvious needs to nake changes which took into account the
changi ng nature of society and the children in their schools. The history of
their efforts is well-known and it is needless to recite them here. However,
the process of change is a continuous one and it seens unlikely that the day
will ever cone when the need for change w || di sappear.

One of the nost significant changes in the field of education since the
Educati on Act of 1944 is the Educati on Reform Act (1988). This Act took away
many of the powers hitherto exercised by LEAs and relocated themin school s.
Anmong these was that of developing policies relating to multi-cultural and anti-



raci st education. Wuereas LEAs have, in the past, often taken the lead in
devel opi ng policies for their schools and, through the |ocal inspectorate,
encouraged their effective adoption, schools are now expected to take that
responsibility thensel ves.

In the last two decades or so, concern about the education of children and

adol escents of Asian and West Indian origins has pronpted debates and

di scussions as to how they have been integrated into the prevailing system and
its expectations, and how t he education system and the curricul umcan best be
nodi fied to neet the particular needs of a changing nulticultural, nmulti-ethnic
soci ety. Such debates have been wide in scope and have covered not only
educational issues but other rel evant areas, such as racial prejudice and
discrimnation in society at |arge.

It is nowless than ten years to the twenty-first century and there is as yet no
consensus within the British education systemor the w der society as to how
best to educate all children and young people growing up in a culturally plural,
multi-racial Britain. The 'Select Comrmittee on Race Relations' in 1977, the
Ranpt on and Swann Committees (1981, 1985), several governnent and EEC reports
over the last fifteen years acknowl edge, by their very existence, that sonething
is wong between the attitudes of ethnic majority and mnority groups in our

soci ety.

The political climte over the past quarter of a century has not been conducive
to the devel opnent of changed educati onal policies and practices which will
provi de equal opportunities for mnorities and create a climate of cultura

t ol erance anobng young people. To be sure, a political commtnent is a pre-
requisite for any change in society and there is little evidence of such a
conmi t ment now.

However, conpared to the 1960s and 1970s, there have been sone positive

devel opnents in the 1980s. For exanple, the Swann Report, published in 1985,
has nmoved the main thrust of the debate on cultural diversity and equa
opportunity away from a debate which focused exclusively on ethnic mnority
pupils to one which is concerned with the education of all pupils in a plura
society. It asserts that issues facing ethnic mnority pupils are tied up
closely with those of the mpjority group and therefore cannot be solved without
changi ng the basic character of mainstream education

The Swann Report recogni ses that biases in the educational system have
contributed to the failure of ethnic mnority pupils to achieve their ful
potential. It explicitly advocates that the educational system can best perform
its task (initially) by replacing the present nonocultural with multicultura

and anti-racist education which ainms to cultivate equal respect for, and a
sensitive understanding of, all cultures.

It further argues that the danger of failing to address adequately the question
of education for all would be a stinmulus for certain ethnic groups to set up
separate schools. In ny view, such a radical analysis of the nature and role of
t he school cannot be dismssed, if British society is sincere about its core

val ues. Unfortunately, the National Curriculumfails to take proper account of
the needs of all children

Turning to the political stance with regard to the education of ethnic

m norities, governnent education policy docunents since the publication of the
Swann Report seemat |east rhetorically commtted to renoving those obstacles
whi ch prevent ethnic mnority children fromachieving their full educationa
potential. These docunents al so advocate the elimnation of racial prejudice
both inside schools and in the wi der society. In response to such policies, the
Council for the Accreditation of Teacher Education - popularly known as CATE -



now requires that all student teachers should be adequately prepared to teach
pupi | s whatever their social, ethnic and cultural backgrounds.

VWile this strategy may seem pedagogi cally sound, it has a serious flaw It
does not take account of the fact that its inplenmentation is constantly
frustrated by the social context in which any educational system exists and
functions. Furthernore, education is not culturally neutral. |Its intellectua
content and orientation are perneated by the world-view characteristics of the
donmi nant ideol ogi es and val ues.

The British education system has a deep nonocultural orientation. This is
evident in the kind of curriculumwe teach, the methods of assessment we use,

t he books we utilise and the way we present other societies in classroons.
Consequently, the education systemover the past thirty years has failed to

of fer children and young people of forner colonial immigrants (the majority of
whom arrived in Britain during the 1950s and 1960s) a fair and equal education
al ongside their white peers. It has also failed to provide an appropriate
education to white pupils which would equip themto understand Britain's changed
post-inmperial position in the world and would enable themto function
effectively in a nmulticultural society.

There is evidence to show that Asian and West Indian children and adol escents
suffer frommultiple di sadvantage and encounter prejudice and discrimnation
Spencer (1987), reporting on a survey of 500 pupils in the London Borough of
Barnet, found that racist nane-calling was common, increased with the age of the
pupils, and was nore frequent than abuse on the basis of the sex or other
attributes. The study found that sonme pupils saw teachers as 'condoning the
raci smwhi ch many of them experience daily' (Spencer, 1987).

The C.R E. (1988) undertook a survey of racial harassnent in schools and
col | eges, which provided copious evidence for poor inter-ethnic relationships in
inner-city multi-racial schools and colleges - ranging fromrelatively mld
expression of prejudice to physical violence. Its report criticises the failure
of the appropriate agencies to respond adequately to the problem The report
notes that out of 108 LEAs, only 13 had published clear and detail ed guidelines
on dealing with cases of racial harassnent in schools. Wll over half had not

gi ven systematic consideration to the issue.

Cultural Diversity and the National Curricul um

Ethnic minority learners are alnost entirely overlooked in the process of the
1988 Educati on Reform Act. The question is not one of access to the curricul um
but of the responses of the school as a whole to the cultural, |inguistic and
religious diversity of its pupils. The advent of the National Curricul um may
have reduced the freedomon the part of schools to determine the content of

| essons, but assunptions renmmin unchanged as to their duty to inculcate

st andards of behavi our based on justice and nutual respect. O course, such

| essons are learnt, not only through formal studies, but are inplicit in the way
t he schools are organi sed and conduct their affairs, and explicit in the
policies and priorities which each school adopts.

One of the controversial aspects of the National Curriculumis the |egislative

i mposition of testing and assessnent for all pupils in maintained schools at the
ages of 7, 11, 14 and 16. At the heart of this process will be nationally
prescribed tests to be taken by all pupils. These will be administered and

noni tored by teachers, but noderated externally.

Many argurments have been put forward in support of testing and the fact that the
bul k of the testing will be conducted with what are known as 'criterion-
referenced' tests. Such a strategy is based on the nyth of 'objectivity'. As
we all know, there is no such thing as 'objectivity' or 'objective know edge',
and any delusion that there is beconmes nore and nore pronounced as the know edge



and skills being tested becone nore sophisticated. Moreover, since the results
of the tests are to be one of the bases on which parents are to judge the

ef fecti veness of the schools in selecting one for their children, it appears
that we shall have the results of criterion-referenced tests used nornmatively.

Sonme woul d argue that this is scarcely an inprovenent on previous practice. It
is al so understood that the efficiency of LEAs in discharging their
responsibilities will be simlarly graded and judged.

G ven the history of testing, few would disagree that testing is elitist,

nonocul tural, classist and sexist. It is disappointing that SEAC (Schoo

Exam nati on and Assessnent Council) specifications on assessnent do not make any
reference to the needs of ethnic, cultural and |inguistic groups. Tests and
assessment techni ques often contain culturally enbedded assunptions which
unreliably estimte or discrimnate against cultural and ethnic mnorities. |If
educational policies are to be inforned by test results, then in a denocratic
society, it must be denbnstrated that the instrunents and techniques are fair to
all those being assessed. On the basis of research evidence, it seens likely
that ethnic mnority children, particularly bilingual ones, will be further

di sadvant aged.

The National Curriculum does not seemto be truly national. The culture and
ethos reflected init is that of the white m ddl e-class Angl o- Saxon. It
contains a Eurocentric concept of a static Angl o-Saxon culture which no | onger
exi sts and ignores the contributions by non-Wstern countries to Maths, History,
Geogr aphy, Science, Miusic, Art and Literature that have hel ped to shape today's
wor | d.

The National Curriculum appears to nbst comentators as a product of a renote,
manageri al |l y-inclined bureaucracy w thout any understandi ng of what 'education'
neans. Education should be concerned with the devel opnent of human abilities
and skills and, thereby, the acquisition of know edge - not nerely absorption of
"facts' as required in various subjects (e.g. Hstory) in the Nationa
Curriculum It is unfortunate that the terms such as 'motivation', 'identity',
"self-concept', '"culture' and 'ethnicity' are absent fromthe Nationa
Curricul um docunent.

Education in an ethnically conplex society should attenpt to neet the cul tural
cognitive and self-concept needs of groups and individuals fromdiverse ethnic
backgrounds. |In addition, education should aimto pronote equality of

educati onal achi everrent between groups and between individuals, nutuality of
respect and tol erance between different ethnic groups and, ultimately, equality
of status, resource access and econom c power between different ethnic groups of
society. But the National Curriculumseens to adopt an assimlationalist
approach

Al pupils, regardl ess of sex, ethnic origin and geographical |ocation
wi || have access to broadly the sane good and rel evant curricul um

The question arises as to who determ nes what is the 'good and rel evant
curriculum. A close analysis of the National Curriculumand its associated
testing system suggests that the dom nant ideologies (i.e. white mddle-class
Angl o- Saxon) have succeeded in securing divisions, hierarchies and inequalities
within the education system For many ethnic minority children and young
peopl e, this neans access to a curriculumwhich is not only alien and excl usive
but obliterates the reality of their cultural identity and |ife experience.

It is also clear that the aims, the content and the evaluation in the Nationa
Curriculumare not only nonocul tural and Anglocentric but assimlationalist in
orientation. Furthernore, there is as yet no formal mechanismfor cross-

curricular perneation of subjects with multicultural, anti-racist or pluralist
orientation. So far, reports fromvarious subject working parties confirm our



analysis that very little, if any, account has been taken of ethnic and cultura
diversity and the inmportance of the curriculumin pronoting equal opportunity
for all pupils regardless of their backgrounds.

A recent report published by Wall en and Dowd (1990) shows that Asian and West
Indian authors are largely ignored by A-level exam boards when they sel ect
witers for English syllabuses. According to this study, five boards offered no
texts by Asian, West Indian and other non-white authors, while the other four
offered a total of 18. This was based on an analysis of 378 literary choices
offered in 1990 to all students in England, Wales and Northern Irel and.

Anal ysi s of choices offered over four decades revealed that little has changed
despite efforts to pronote equal opportunity.

Many Geography teachers have expressed their concern that the syllabus will make
it difficult to relate class work to fast-changing world events. The curricul um
heavily concentrates on Britain and ignores the rest of the world. Concern has
al so been expressed that requirenments to teach the nanmes of specific places in

t he Geography syllabus would reinforce stereotypes, particularly about the so-
called Third World countries. It is quite disturbing that the working party
report puts forward a world which is white, mddle-class and European. Yet
teachers are expected to teach pupils of varying ethnic and cultura

backgrounds. Such a narrow, Eurocentric viewwll not reflect the reality of a
multi-racial, multi-ethnic Britain.

The new History curriculumstarts with five to seven-year-olds, but there is no
mention of historical personalities outside Britain. In secondary schools,
history topics cover primarily Britain and, to sone extent, parts of Europe. It
is only in the final years of compul sory schooling (i.e. 14 to 16 years) that
some attention is given to the Indian subcontinent between 1930 and 1964. The
history syllabus is designed to proclaimthe glory of Britain and i gnores the
great non-western civilizations. |t does not encourage cultural diversity.

Rel i gious Diversity and the National Curricul um

Rel i gi ous Education is a contentious issue within the educational system In
the National Curriculum nost schools in England and Wal es are required to nmake
Christianity the basis of religious education and give pupils a 'broadly
Christian' act of daily worship. It is unfortunate that the Act has set
teachers and minority religious comunities on a collision course.

In June, 1989, The Tines Educational Supplenment carried out a survey of
secondary head teachers to find out their views on the new religious
requirenents. The result showed that 'hundreds of secondary schools are likely
to disobey or turn a blind eye to the law on the daily act of collective

wor shi p' (Lodge, 1989). The survey did provide evidence that many headteachers
are already working out their own ways of 'nodifying' this particular

requi rement of the Act.

The Education Acts of 1980 and 1988 incorporate clauses on parental choice of
schools. No one woul d deny the inportance of such provision. However, recent
test cases in Dewsbury and C evel and have uphel d parental rights of choice in a
manner contrary to the spirit of the Race Relations Act (1976). Under the Act,
it is unlawful for local authorities to act in any way that constitutes racia
di scrim nation.

The Dewsbury dispute, which resulted in a High Court ruling that white parents
were entitled to send their children to a school of their choice rather than a
school attended predom nantly by Asian children, set a precedent for parents in
ot her areas wi shing to renove their children fromracially-m xed schools. The
Dewsbury case gave wi de publicity to white parental clainms that school standards
were | owered by a focus on the needs of Asian pupils, although no evidence was
ever produced to support this claim



In Ceveland in 1988, however, a parent conplained that the curricul umwas
unsui tabl e and the daughter was 'l earning Pakistani'. After taking |ega

advi ce, Ceveland Council decided that it had a statutory duty under the 1980
and 1988 Education Acts to conply with the parental request for transfer

A subsequent investigation by the Commi ssion for Racial Equality highlighted a
potential clash between the 1976 Race Rel ations Act and the Education Acts. The
| aw shoul d be changed to ensure that a parent's right to choose a child's schoo
cannot be made on explicitly racial grounds.

Ironically, if a case |like C eveland had happened in the private sector, the CRE
woul d have had the power to issue a non-discrimnation notice which would be
binding for five years. In the maintained sector, the Education Secretary has
the final say on the issuing of such notices. The CRE has asked the Education
Secretary to renove the conflict by amendi ng educational |egislation to allow
LEAs to fulfil their duties under the Race Rel ations Act, 1976. It is clear
froma recent statenent by the Education Secretary that he has no intention of
doi ng so.

There is no doubt that it would be a good thing for education and for society if
the final outcone of the Cleveland affair were to be a judicial review backing
the Race Relations Act. It would do nothing to prevent racist decisions by
parents, but it would mean that such behavi our coul d not be publicly proclainmed
with the full backing of the | aw.

Concl usi on

It is clear fromthe analysis of the National Curriculumwi thin the context of
cultural and religious diversity that its nature, process and the associated
assessment systemare inappropriate to the diverse ethnic nmake-up of British
society. More than that: the conbination of a prescribed comopn curricul um
allied to universally applied testing procedures seens |likely to further reduce
the self-esteem of children fromethnic mnority backgrounds and thus to depress
their level of educational achievenent.

It is nowtinme for governnent policies on equal opportunity to be clearly
defined and nachinery, including nainstreaml|egislation, to be put in place

whi ch attacks prejudice and racial discrimnation, not just in schools and other
educational institutions, they do not exist in a vacuum- but in society at

| arge. Asian and Afro-Cari bbean children and young people live nost of their
lives in the w der society, and when they | eave educational institutions they
shoul d be able to I ook confidently for jobs appropriate to their abilities and
aptitudes; they should be able to | ook for pronotion by right of achievenent;
for mutual respect with their white peers that derives fromcomopn humanity.



CAN ANTI - RACI ST EDUCATI ON SURVI VE THE 1988 EDUCATI ON ACT?
John Eggl eston

I nt roduction

My position is sinple, familiar and positive. Good anti-racist teaching is the
key to good education. Every report confirnms this. Most recently, Smth and
Tom i nson's report for the Policy Studies Institute (1989) denobnstrated the
cruci al nature of good anti-racist teaching which, with a real belief inits

ef ficacy, can ensure that so-called under-achieving groups can achieve. Such
work shows that there is no necessary correl ati on between race and achi evenent.
I ndeed, a recent study conducted by us at Warwi ck University on the education of
unenpl oyed bl ack adults confirms this view (Eggleston et al, 1990). |In a range
of self-help black-1ed groups that we worked with, hundreds of black young
peopl e who had failed at school were achieving highly in professional and
vocational qualifications, enploynent, degree and di pl ona programmes.

Al'l the progress being made coul d be slowed by the inplementation of the
Educati on Reform Act. The Prime Mnister seemed to have realised this, albeit
i ncompl etely, in her Sunday Tel egraph interview on 15 March 1990 - at a stroke,
she abolished testing at 7 and 11 in all seven of the non-core foundation

subj ects of the National Curriculum having recognised the difficulty and
potential injustice which were likely to occur

The National Uni on of Teachers has conme out clearly about the near inpossibility
of inplenenting the testing arrangenents nade |aw by the Act, and Education
Oficers up and down the country are denponstrating the virtual inpossibility of
maki ng Local Management of Schools work effectively and yet still retaining the
cruci al services provided centrally by the local authorities. |In Avon, even the
school secretaries are up in arns about the inpossibility of inplenenting the
Educati on Reform Act effectively within their schools with dimnished LEA

f undi ng.

Local Managerent of Schools

Let me nention a few of the major areas of difficulty. Not surprisingly, | wll
start with Local Managenent of Schools. The sharp reduction in funding that
this is bringing about in virtually all schools, regardl ess of the communities
they serve, is public knowl edge. The problemis, of course, particularly acute
in schools with substantial ethnic minority popul ations; the classic case of
Cabot School in Bristol is but one of the many exanpl es where a schoo

previously supported by substantial LEA enhancenent is facing severe cuts inits
budget. Added to the new constraints on Section 11 funding, the effects are
dramati c.

But why do schools, wishing to provide generously for the needs of bl ack
children, not use their new freedomto nmake appropriate provision? Alas, it is
not that sinple. Not only are those funds reduced, but the pressure on al
schools to ensure high recruitnent and retention of pupils is likely to push

themin a different direction. Every school, if it is to ensure that it is able
to obtain even a reasonable funding basis, has to fight to keep its nunbers at a
high I evel. The sovereign parents will now control the nunbers of pupils who

wal k through the school gates each norning and thereby determ ne the size of the
school budget. The way to win these parents' nminds is, increasingly, to show
not only high levels of achievenent (as measured by the results of the

St andardi sed Attai nment Tasks) but also to provide the itens now seen to be the
hal | mark of affluent schools - conputers and other electronic hardware and
software, resources and facilities of all kinds. It is on such things that
schools will have to spend a much higher proportion of their funding if they are
to stay viable.



Qur research in the Wst M dl ands has shown very clearly that black parents,
under standably, will favour the schools that the white parents favour and many
have sound evidence to justify their preferences (Eggl eston and Sadl er, 1988;
Eggl eston and Lashley, 1989). So it is unlikely that schools will be able to
i nvest heavily in the kind of support systems that have previously been so
beneficial for their black pupils.

The remmants of Local Education Authority support for anti-racist education are
likely to be further eroded by the current CGovernnent-l|ed encouragenent to
schools to press for even higher proportions of the Local Education Authority's
budget to be nade available to them Indeed, it would not be too great an
extrapol ati on of John McGregor's recent pronouncenents to predict an end to
Local Education Authorities as we now know themw thin the next four to five
years. It requires little further predictive capability to recognise that the
LEA anti-racist and nulticultural support teans would be sone of the earliest
casualties in the process.

Par ent al Choi ce

Closely associated with Local Managenent of Schools is the parents' new 'freedom
of choice'. There has always been the possibility that parental choice would
covertly create an apartheid situation in schools, with many white parents
electing to send their pupils to the "all-white' schools. Wat has not been
realised until now is that the preference based on this kind of ethnic apartheid
woul d not only be visible but overt. The case whereby Cd evel and Educati on

Aut hority has allowed a parent to exercise choice explicitly for these reasons,
a choice that was subsequently endorsed by the Departnment of Education and

Sci ence, raises a wholly new di mensi on which adds dramatically to the racist

i mplications of the 1988 Act.

Mul ti-ethnic Perspectives within the National Curricul un®

The National Curriculumitself is, as we already know, fraught with probl ens.
There is sone hope for a genuinely nulti-ethnic perspective in the reports of

t he Worki ng Groups on Mathematics, Science, English and Technol ogy. Perhaps the
nost encouragi ng feature is the enphasis on non-standard English in the English
docunent. But overall and in the contexts of the reports as a whole, these
concessions to a nulti-ethnic dinmension are small and narginal. Moreover, it is
difficult to see those elenents in the trial materials currently being produced
in sone of the curriculumareas. Even schools with the best intentions may find
it hard to devote significant attention to the nulti-ethnic dinension in their
curriculumand in this way much of what has been achieved in recent years is

likely to be lost. In time, there will be cross-curricular thenes and one of
themw Il be multicultural, but these are yet to be glinpsed and their
i mpl enentation may be a long tine ahead - if ever. The problens being

experi enced by the national Curriculum Council groups on the multicultura
cross-curriculumthene do not engender optimsm

St andardi sed Attai nment Testing

The Standardi sed Attai nment Tests are, perhaps, one of the mmjor areas of
concern. Study after study has denmpnstrated that children fromethnic
mnorities, particularly those who do not have the majority | anguage as their
not her tongue, are likely to do I ess well than nainstream standard | anguage
speakers. There is here, however, a ray of hope: the tests could effectively
denonstrate the true capability of black as well as white children. There is
much evi dence that teachers, even if '"well intentioned' , often fail to recognise
the true ability of black children and regularly place themin | ower attaining
streans and exam nation courses than they have the capability to occupy (Wight,
C, 1986).

If black children and their parents, as a result of Standardised Attai nnent
Tasks, have convincing, negotiable evidence of their capability, this
di scrimnation should be less likely to occur. However, the statenent by Ms



That cher, focusing the testing on English, Maths and Science only at 7 and 11
may turn out to be di sadvantageous because it is precisely in these areas, often
wedded to traditional teaching and assessment, that black children may do | ess
wel |, whereas in sone of the other foundation areas, they night have had a nore
open chance to denonstrate high achi evement and potential. And, perhaps nobst
fundanmental |y, the enphasis on Standardi sed Attai nment Tasks, particularly in
the basic subjects, is likely to devalue and even mnim se the inpressive non-
assessabl e achi evements in anti-raci st education to which many teachers have
devoted their efforts in recent years. Schools as well as children are likely
to be increasingly assessed and val ued on a narrow curricul um

Underlining all this is the question of ideology. The mnisterial position is
consistent - all that is needed is good teaching of black and white young
peopl e, and obsession with anti-racism wth its 'loony left' connotations, is
sinmply a distraction. Their concern with good teachi ng sounds disconcertingly
like ny owmn. But there is a fundanental difference: for me, good teaching
cannot exist w thout a sound, coherent anti-racist perspective.

The ministerial teamhad a field day over the publication of the Smth and
Tom i nson Report (1989) by the Policy Studies Institute. This report was seen
to indicate that their thesis was sound and nuch play was made of the fact that
achi evenent was low in a number of schools with a strong anti-racist conmtnent.
The ministerial teamwas quick to lay the blanme for such | ow achi evenments on the
school s' preoccupation with this tine-consum ng ideol ogical distraction, i.e. on
anti-racist policies.

The exul tant commentary ignored two basic features which were clearly to be seen
in the report. The first was that a nunber of the high achieving schools al so
had anti-racist policies and a nunber of the | ow achieving schools did not, and,
secondly, that in many inner city schools, black children could and should do
better than the normfor the often |l owaspiring white children who shared their
schools. To suggest that the highest |evel of white attainment in any schoo
nmust al so mark the upper |evel of achievenent for black children is, perhaps,
one of the nost oppressive forns of racismand raci st coiment - but it seems to
have passed unchal | enged.

To ensure real achievenent, it is inperative to develop an anti-racist Nationa
Curriculumto match our enthusiasmfor anti-racist teaching. A nunber of
pressure groups are working to achieve this - NAME, the Greystoke Group in
Manchest er, ARTEN, CARE all recognise that the key to achi evenent is
enpowernent. But this is not enpowernent of some at the expense of others. |If
teacher expectations are not to be discrimnatory, enpowering sone and

di senpoweri ng others, we nust recogni se the fundanental truth that power is not
a scarce comodity but one that can be enjoyed and shared. Power is only in
short supply if we care to nake it so and create artificial shortages. Until we
recogni se this and erase the expectations, or even the fear, of wide

di stribution of power within society, achievenment itself will be in short

suppl y.

Concl usi on

The path we have to tread within the Educational Reform Act is hard, but we can
still win. W must make the Act work for anti-racist education and achi evenment
for all and use every neans to adapt it, nmodify it, exploit it and make it
happen. W nmust not wait for a new Education Act, however attractive this nmay
be. If we do, tens of thousands of children will have missed their chance while
we are negotiating and acting politically. There is a short-termgoal as well
as a nmediumtermone. W nust work towards both if we are to do justice to the
bl ack and white children currently in our schools.



THE CALL FOR ' SEPARATE' SCHOOLS
Car | ton Duncan

I nt roduction

In 1980 sonme nenbers of the Sikh community in Southall, M ddlesex, near London,
nade an attenpt to acquire an existing secondary school. They eventually failed
intheir attenpt. Three years later, in 1983, the Miuslimconmunity in Bradford,
West Yorkshire, showed a simlar interest in seeking to purchase five existing
schools. Later still, Muslins in Kirklees, West Yorkshire, sought to purchase
the prem ses of an existing school in order to establish a voluntary ai ded

Musl im primary school

These are just sone exanples of attenpts, albeit failed attenpts, by the bl ack
conmunities to set up and run their own schools. There is also an increasingly
loud call fromthe Afro-Cari bbean community and fromcertain sections of the
Musl i m Asi an popul ation for this kind of devel oprent.

Both in the London Borough of Brent and in Bradford, small private concerns
have, in fact, taken off and currently operate as 'separate' schools.
"Separate' in the sense that they are not funded and staffed by the state.

In addition, the Seventh Day Adventist Church has been successful in
establ i shing the John Loughborough Secondary School in North London which is
fee-paying and selective. Mre recently, a simlar school, at the primary

| evel , has begun to operate in Birnm ngham These schools are black-Ied and
managed and receive no help fromthe state.

VWhat is significant is that, so far, all attenpts by the black commnities to
foll ow the exanpl es of the Jews, the Anglicans, the Catholics and other
essentially white religious groups in owning and running their own schools wth
assi stance fromand recognition by the state have net with failure. Even nore
curious was the rejection of the Southall Sikhs' application since it was made
at the sane time the Church of England applied successfully to purchase anot her
school in the same area. This is even nore difficult to understand when it is
remenbered that the right of the black communities to establish their own

vol untary aided schools is well rooted in |aw. Under the Education Act 1944,
these comunities, as with other groups of individuals, are entitled to submt
proposal s for the establishment of voluntary-controlled foundation schools in
the interest of their children's educational needs. The final decision on any
such application would rest with the Secretary of State for Education and

Sci ence.

Mention nmust be made, too, of those nobst 'separate' of all schools, the public
school s whi ch have sonmehow nanaged to produce nost of our |eaders in industry,
politics, government and so on, both historically and currently. Yet blacks
still see very little future for progressing to their own 'separate' schools.

It should be nmade clear that nmany of the supporters of 'separate' or 'black’
school s are not necessarily advocating that enrol nent should be restricted to
black children. What is nmore inportant to themis that such schools should be
"black' -1ed and guided. This viewis expressed by the Headteacher of the John
Loughbor ough School at a recent conference:

.. we can see clearly that what is needed in inner city schools are
teachers who have a cultural awareness and an affinity with the pupils they
teach. The staffing, |eadership and ethos of such schools with significant or
predom nantly bl ack enrol ment should reflect that reality. Non-white schools
per se are not a solution to the underachi evement problem but there is a strong
educational argunment for saying that black children are nore effectively taught
by bl ack teachers. The experience of the John Loughborough School denonstrates



quite pointedly that when there is cultural harnony in the teaching process and
particularly in the classroom pupils grow in confidence and self worth, thus
produci ng academ ¢ results commensurate to their abilities. Expectations and
perceptions are nore positive, thus providing an inportant ingredient for pupils
to achi eve success.

Sone may argue that a school |ike the John Loughborough School gives pupils a
false view and isolates themfromthe real world, but this is not the case.
VWhet her we are at work or school, at the end of the day we retreat to our hone
envi ronnents, which are the bastions of cultural exclusiveness. | have not
heard of all white schools, and there are nunerous ones in rural Britain, being
criticised for isolating white pupils and for giving thema distorted view of
society. Neither would it be tolerated for all white schools to have

predom nantly bl ack teacher and bl ack managers. This would be a totally
unacceptabl e situation, yet this is the reverse experience for many bl ack
children in inner city schools. The strengthening of our pluralistic society
wi || be advanced when we can allow black children to devel op self respect and
acquire those basic skills needed to function effectively in a multiracia
society. This is only possible if their teachers share their experience.

(Davi dson, 1989)

Wiy do sone Bl ack peopl e want separate school s?

We turn now to the question 'Wy do some bl acks want their own school s?' Wy is
it necessary for sections of the British society, which are subjected to the
sane taxes and rates obligations as all others, to be seeking to opt out of

exi sting educational provision? To find the answer to this inmportant question,
we need to consider the views and experiences of the black communities

t hensel ves.

The British Educational Systemwas slow in responding to the presence of the

bl ack communities. Were it responded, it did so in rather negative terms, such
as the over-use of suspensions, ESN Schools, renedial education, |ow teacher
expectati ons, negative stereotypes and a Eurocentric curriculum

The inevitable result of all this is reflected in the nunerous reports,
enquiries and research docunments whi ch enphasi sed bl ack under-achi evenent. For
decades, bl acks have been pointing out this difficulty with little effect. It
islittle wonder that 'self-help' in the forns of supplementary schools and a
cry for 'separate' schools has been seen as the only saving grace.

Institutional racismnakes it al nost inpossible for the black child to get a
fair deal in the British school system For exanple, the procedures for

sel ecting and pronoting staff do not favour black candidates. The result is
that black children are consistently denied the benefits of black positive role
nodel s. Role nodels are inportant for a child' s notivation. Even the ethos of
a school (as might be reflected on the walls and in and around cl assroons) in

| argely black catchnment areas - usually inner-city areas - appears to be
affected by institutional racism Text-books, pictures and other inanimte
refl ections of our people seemto recognise only the existence of white people.
In ny view, 'separate' schools are needed to change this practice.

Rel i gi on and Separate School s

The discrimnatory practice of many schools in not recognising the religions of
many bl ack children, in particular |Islam has been a cause for concern for nany
decades. School s have been very slow to nove away froma Christian-doni nated
religious education, even in schools with 98 per cent or nore Mislimchildren
The Educati on Reform Act 1988 is expected to worsen this problem To many bl ack
children and their parents, their religion is a way of life.

In view of the Sal man Rushdi e devel opnents, schools should open their pupils'
mnds to other religious views. It is inportant that our young people should



grow up learning to appreciate that religious tenets and practices differ and
that no religious ideology has a nonopoly on truth or superiority. They should
learn that Islam for exanple, is as inportant to Muslinms as is Christianity to
its followers. In short, learning in tolerance is an essential ingredient of
peaceful religious co-existence.

| believe that only in 'separate' schools could this kind of Iife and openness
be achieved, for it is precisely the recognition of this kind of need, and its
absence frompractice in state schools, which have notivated the call for
'separateness' in this field of life. |Issues of this sort have now given birth
to a new Political Party - 'The Islamc Party of Britain'.

Ethnic Mnority Languages

Many of our black comunities do not speak English as a first |anguage. Wile

t hey woul d never deny the inportance of |learning to speak English as fluently as
possi ble, they realise that it is of equal inportance to be able to conmunicate
effectively in their own | anguages. Regrettably, our schools, despite the |ead
gi ven by the European Economic Conmunity Directive (1971), do not recognise this
need and, therefore, often make no provision for non-European | anguages. Worse
still, many teachers either ridicule or degrade the |anguages of their black
children to the extent that sone black children have beconme ashamed of their own
| anguage. In its report, the Ranpton Inquiry acknow edged the negative
consequences of such practices in schools:

The attitude of schools and teachers towards a West Indian child's
| anguage is of critical inportance. |If a teacher sinply rejects a West Indian
child's |l anguage as 'bad English', the child may see the rejection as neaning
that he is inadequate and that his famly and i ndeed his ethnic group are not
respected by the teacher. (Ranpton 1981)

To deny, reject or degrade the |Ianguages of black children is to denotivate such
children, to cheat them of pride and rob them of the best medi um of

conmuni cati on about their own cultural backgrounds. | believe that the bl ack
conmunities wish to retrieve sone of this through their own schools. In

Bi rmi ngham the Springfield Junior School's appointnment in 1989 of a hone-schoo
Iiaison teacher who did not speak any of the | anguages of the vast majority of
its parents denonstrated why such parents believe that schools shoul d have
regard for |anguage and culture beyond the English Language and English cultura
practi ces.



Di etary Requirenents

Many bl ack parents have brought effective pressures to bear on their |oca
education authorities to reflect their presence in school neals. For exanple,
Bradford in Wst Yorkshire and Birnminghamin the West Mdl ands are two

aut horities which have responded positively to such pressures and are now, for
exanpl e, providing Halal neat and Afro-Cari bbean [unches in sone of their
schools. The large majority of LEAs have ignored such pressures and are not
likely to respond. Some black comunities see 'separate’ schools as the answer.

To many bl ack parents, 'separate' schools are the only guaranteed way of
"keeping their offspring safe fromwhat they see as an i moral and decadent
society...' (Lashley, 1985). This is especially so with regard to the education
of Muslimgirls and it is to this issue that | now turn.

The Question of Single-Sex School s
Sone bl ack parents want 'separate' schools to nean single-sex schools. This was
hi ghlighted in the Swann report:

VWere the concerns of the Miuslim Comrunity about the 'welfare' of their children
inrelation to requirenments of their faith finds particular expression is in the
specific calls which have been nade for the establishnent of single sex Miuslim
schools. Indeed the fact that in the evidence which we have received the terns
'separate' and 'single-sex' have tended to be used inter-changeably and seen as
synonynous, is a neasure of the extent to which concern about the education of
Muslimgirls lies at the heart of much of the debate on Mislim schools. (Swann,
1985)

VWil e many Muslim parents view existing state single-sex schools as considerably
better than co-educational schools in terns of their needs, they do not, by any
nmeans, regard them as anywhere near ideal. Mich of what is wong with state
schools generally also affects state single-sex schools. Consequently,
'separate' schools are badly needed.

Raci al Harassnent

The experience of Burnage Hi gh School in Manchester serves to illustrate very
wel |l a major worry which black parents have with existing state schools. Their
children are frequently the victins of racial taunts and attacks - Burnage takes
us to the extrene of nurder. Black parents cannot feel safe if they feel and
know t hat teachers are likely to dism ss racist name-calling and racial taunts
as child' s play or liken themto other nick-nanes such as 'four eyes' or
"fattie'. This is about their children's lives ultimately. It is, therefore,
not difficult to see why there is support for 'separate' schools anong certain
sections of the black comunities.

Concl usions : The Case for Separate School s

O course, many argunents have been advanced agai nst 'separate' schools. One
such criticismis that the exi stence of 'separate black' schools woul d encourage
the authorities to do nothing to i nmprove state schools to accommpdat e bl ack
pupils equitably. This might be so. However, we must rem nd ourselves that the
call for 'separate' schools has arisen mainly because the authorities have
tended largely to fail black children

Anot her criticismof 'black' schools is that they nay encourage 'black elitism
which, initself, is damaging to the cause of black advancenent. There are two
responses to this point.

First, it would be up to these 'separate' schools to create and nmintain an

et hos and phil osophy designed to mtigate this possible effect. Wat we
certainly do not need is for social nobility or forgetful ness of 'from whence we
cane' to create unhel pful divisions within the black comunities, any nore than
they are already in evidence.



Secondl y, while not necessarily advocating elitism we should not forget that
this is an existing privilege of the white communities through public schools -
the nost 'separate’ of schools.

Yet others take the view that a bl ack school exposes itself to physical attacks
of a racist nature. The pupils and staff would be likely victins of racia
harassment and abuse. So what? This is already a comonpl ace experience for

bl ack peopl e.

Simlarly, the argument that qualifications gained in 'separate' schools woul d
have no currency in the wider job nmarkets introduces nothing new as far as bl ack
peopl e's experiences will show. It is far better to be qualified w thout jobs
than to be without both qualifications and jobs.

The majority of the Swann Conmmittee nenbers advanced the follow ng argunents
agai nst 'separate' schools:

We do not believe that creating an artificially separate situation in which
groups of children are taught exclusively by teachers fromthe sane ethnic group
is desirable fromthe point of view of the children, the mnority conmunity or
society as a whole and we are not therefore convinced that 'separate' schools
can be supported on these grounds. Wthin our philosophy of 'Education for
All', we have stressed the role which we see all teachers having in
under st andi ng and neeting the needs of all pupils.

...In many respects we feel that the establishnent of 'separate' schools could
well fail to tackle many of the underlying concerns of the conmunities and mi ght
al so exacerbate the very feelings of rejection and of not being accepted as ful
nmenbers of our society, which they were seeking to overcone. (Swann, 1985)

These argunents are both racist and weak. To argue that it is not in the
interest of black pupils to be taught exclusively by black teachers is
definitely racist unless the same can be said where white pupils are taught
exclusively by white teachers as is the case in sone of our leafy "white

hi ghl ands' of Britain. Wre this position to be true, we would need to start
worryi ng about what happens in part of America, Africa, India, the Wst Indies,
and so on, where bl acks are taught exclusively by blacks as an everyday
experience. Wuld the majority view on Swann be the same where bl ack pupils are
taught exclusively by white teachers? |In many of our inner city schools whose
pupils are alnost totally black, there are only white teachers to be found.

The inplication that 'separate' schools would nean separat eness and woul d
therefore be contrary to the principles of 'Education for All' as advocated by
Swann seens to forget the separate existence of Catholic, Jew sh, Church of

Engl and public schools. Yet the majority menbers of Swann did not call for the
abolition of these 'separate' schools - perhaps that woul d have been
"politically unacceptable'. Wy then should black pupils not enjoy the sane
privileges as these others? Only racismcan explain this state of affairs.

It was the problem of under-chi evenent anmong bl ack children which pronpted the
Swann Inquiry. W are now told that separate schools would not tackle 'the
under | yi ng concerns' associated with our main problem i.e. under-chievenent at
best, this is a speculation; at worst, it is racist because it inplies that
since white-run establishnents have failed black children, black-run
establishments nust fail too

These arguments, therefore, do not stand up to exam nation and shoul d be
di sregarded in favour of the rather nore sensible views of those six nenbers of
the Swann Committee who dissented fromthe najority view on the issue of
"separate' schools. The six nenbers and their views are presented bel ow.



The foll owi ng nenbers have dissented fromthe Iine taken on this issue: M MA
Khan Cheema, Dr F.S. Hashmi, M T. Carter, Ms Y. Collynore, M C G Duncan and
M D. Wng. They have accordingly prepared the follow ng statemnent:

The right of ethnic mnority comunities to establish voluntary-aided schools is
firmy enshrined in British law. W believe that it is unjust at the present
time not to recommend that positive assistance should be given to ethnic
mnority communities who wish to establish voluntary-aided schools in accordance
with the 1944 Education Act.

We recogni se the argunents agai nst 'separate' schools: that they would not
necessarily address the underlying concerns of ethnic mnority communities, for
exanpl e, and that they might increase the very rejection and marginalisation
whi ch the communities are seeking to overcome. W note at the sanme tinme the
overwhel m ng evidence subnmitted to the conmittee, particularly by Mislinms, that
vol unt ary-ai ded schools for ethnic mnority comunities should be established.

Concl usi on

We acknowl edge that the concerns of ethnic minority comunities would, to an
extent, be met by LEA provisions of nore single-sex schools and, nore
significantly, by vigourous and i medi ate nmeasures, in schools, in LEAs, and at
the DES, to inmplenent 'Education for All', as outlined in the nmain body of this
report. |f and when education for all is a reality, there will be no need for
separate schools. This is no reason, however, for not considering the case for
such schools at the present tine. On the contrary, an enphasis on an idea
future may be an excuse for inaction in the present, and for failure to neet

i mredi at e needs.



POST 16, COVMUNI TY EDUCATI ON AND RACI AL EQUALI TY
John Field

I nt roduction

Wthin an overall context of destabilisation and decline, the 1980s saw a nunber
of new and exciting devel opments within the broad and di sparate post-16 area.
Sone of those devel opments held particul ar significance for black people: for
exanpl e,

- an increased willingness to take the youth and adult offerings away from
the institutions and out into the comunities ('outreach');

- t he devel opnent of new access routes in further and higher education, or
into enmpl oyment (e.g. ethnic mnority access to the police);

- new comunity-oriented qualifications such as those offered through Open
Col | ege Net wor ks;

- a growmh in flexible provision, including open |earning, nodular provision
and credit transfer;

- a broadening of the concept and practice of 'adult basic education';

- t he emergence of an anti-racist curriculum(e.g. in youth work or trade
uni on education); and

- a series of curricular and organisational initiatives designed to attract
and neet the needs of under-represented and 'di sadvantaged' groups (e.g. the
wor k pronoted under the REPLAN progranmme).

These devel oprments were limted. But while the black communities remain
general |y under-represented, both as participants and as a focus of study, the
1980s saw a clear if still nodest w dening of opportunities.

That broadening is now at risk. But it is an open question whether ERA is, in

fact, the primary causal factor, as it may be in the schools sector. Since nost
of the post-16 area has a very vague and inprecise statutory basis, and since it
is by definition non-conpul sory and nmany of the providing bodies are voluntary

groups, legislation is rarely central in the post-16 area. Mst of ERA s inpact
on youth work and conmunity and adult education was incidental to the Act's main
pur poses, which we nust renenber were to do with the restructuring of schooling.



The Educati on Reform Act and Conti nui ng Educati on
ERA's inplications for anti-racist work post-16 can be sketched out fairly
briefly.

1) School s-based strategi es for the devel opment of community education face
great difficulty. This has three di nensions.

Under LMS, governing bodies' interventions will critically damage the
coherence of conmunity provision; heads and governors will be under enornous
pressures to raise incone fromfees etc.; hard-pressed parent-governors cannot
be expected to accept the allocation of new resources to a youth wing; and so
on.

CGoverni ng bodi es, which very rarely represent the black comunities, have
statutory responsibilities which will duplicate or clash with the overseer role
of representative conmunity associ ati ons.

The structure of the National Curriculuminhibits the use of the community
as a curricula focus and therefore underm nes what is comonly seen as a crucia
basis for future lifelong |earning.

2) Further education colleges are probably the nost significant providers of
post-16 opportunities for nenbers of minority ethnic groups. Colleges are now
responsi ble for their own budgets and are being financed on a performance-

rel ated basis. Stretched budgets will not run to expensive strategi es desi gned
to bring in groups which are difficult to recruit. College governing bodies are
wei ghted towards representation from private business - which nmeans that

coll eges are largely governed by the same people who are responsible for racist
recruitnment policies.

3) Hi gher education has been largely renoved fromthe LEA sector. In
particul ar, the polytechnics are now corporate bodies, renoving themfromthe
ki nds of LEA policy-driven, anti-racist practices which some institutions
adopted before 1988. Mre marginally, universities are no |longer directly
funded by the DES to carry out local liberal adult education; under ERA, any
university wanting to carry out |liberal adult education has to tender for it;
this year, four English universities closed their adult education departnents.

Essentially, earlier predictions that ERA woul d make anti-racist practice nore
difficult in post-16 education have been borne out (Leicester and Field 1989).
I ndeed, there is sone case for supposing that the situation is actually worse

than expected. As well as the predictable direct effects on post-16, ERA has

had at |east three contingent inplications.

First, by omssion, it left unresolved the anbi guous statutory status of youth
work and adult education. This has left themeven nore vulnerable to cuts than
before as they are now one of the few 'slack' areas left to LEA s discretion.

Second, by intensifying the funding crisis of inner city schools, ERA has
j eopardi sed comunity education precisely where it is needed nost.

Third, ERA has crucially - perhaps fatally? - weakened the role of the LEA
wi thout, in the case of youth or adult work, substituting alternative
representative structures.

Agai nst this, there are, of course, positive devel opnents. There are coll eges
whi ch have enbraced their freedomfromthe dead hand of the LEA by |aying down
for the first time policy guidelines on anti-racist education. A handful of
col | eges have secured reasonable | evels of representation by black business
interests (and bl ack trade unionists) on governing bodies. Sone inner city
heads, governors and teachers have been able to go out and win resources for



their school without fearing that the LEAwill claw it back. Some pol ytechnics
and universities are cross-subsidising between programes, robbing the
profitable activities to pay for access programmes. These devel opnments are

i mportant ones, but it is doubtful whether, in aggregate, they can conpensate
for the overall negative inpact that | believe ERA has had and is continuing to
have.

Current Trends in Post-lnitial Education

ERA, though, is a relatively mnor influence on the post-16 sector, where
woul d argue that a nunber of other contextual devel opments are far nore
significant. | will take four exanpl es.

The first is the new enpl oyer dom nance which the governnent has created across

the further and even higher education systens. The two npst inportant

mani festations of this devel opment are the Training and Enterprise Councils, and
the National Council for Vocational Qualifications and its subordinate Industry-
| ed Bodies. Both are enployer-dom nated, with sone input fromtrade uni ons and,
in the case of TECs, |ocal government.

Let me take two exanples of the inplications. First, the ILB on Training and
Devel opnent does not have one educationalist in its nenbership (unless you count
the trade union representative). Second, despite the presence of Asian owned
clothing establishments, restaurants and retail shops, Asian representation is
exceedingly low on Training and Enterprise Councils at the |local |evel

It is fairly clear to me that enployer dom nation over the |abour force, with
its structural inequalities, is currently being secured al so over the vocationa
education and qualification process. The first victimmay, ironically, be

enpl oyment training, if the TECs have their way - ironically, since the state is
using ET to create a conmmand 'market' for the National Vocational Qualification

The second i s denography, a word on everybody's |lips. At the younger end,
current denographic changes nay work in the interests of equality in that when
young people are in short supply, black people may be able to gain access to
educational qualifications and occupati ons which woul d ot herwi se have been
closed. But it also has to be said that during | abour shortages, it is the

| east-privil eged young people who end up in lowskill, no-prospect jobs. At the
ol der end of the life cycle, | amworried that the growing interest in 'the
third age' has so far been largely blind to issues of 'race'. The third age is

as riven by structural and institutional inequalities as are the other two;

bl ack ol der adults have the fewest financial resources at their disposal, but
they al so have specific learning needs relating to the anomic situation in which
"elders' find thenselves in our culture.

Just one nore denographic note: the workforce of teachers in adult, further and
hi gher education is not only predoninantly white, it is also likely to be the
wor kf orce of the year 2000, since the typical FE lecturer is in his or her late
30s or early 40s, with twenty years of working |life ahead. There will be
relatively linmted recruitnent in higher education until the late 1990s, while
recruitment in further education and youth work is unlikely to increase
substantially until the early 2000s!

The third contextual devel opment relates to the financial insecurity of the nost
creative and i nnovative post-16 work. Many of the 1980s devel opnents took place
on the back of fixed-termfunding. Many black adult educators, youth workers
and college lecturers earn a living from'funny noney'. Such insecurities are
only partly financial. |Indeed, they can certainly foster an inpression that the
work is tenmporary, possibly of second-level significance conpared with the nore
secure 'mainstream positions.



Fourth is the place of black people within the w dening, European educationa
system of the comi ng decade. As nobility, overseas experience and (certain)
linguistic abilities cone to be criteria for higher |evel occupations, where
wi Il black people be? One indicator is their current position in such exchange
schenmes as YES, ERASMJS and TEMPUS: al though the evidence is solely

i npressionistic, it seens to me that these offer access for and to a Europe that
is largely white and m ddl e-cl ass.

Such contextual and institutional factors are, in nmy view, of greater
significance than ERA in shaping the future of continuing education and the
prospects for greater racial equality withinit. Ildeally, we should also

expl ore the inmpact of environnentalist novenents and the ecol ogical crisis on
post-initial education. Remarkably, they have had very little inpact to date,
and al t hough environnental i st groups have been very successful at educating and
devel opi ng their own nenbership, the agenda and support of these groups are
regrettably narrow - i.e. white, mddle-class (Agyeman 1989). To work out an
agenda for action which incorporates much broader perspectives, across such a
di verse field, would take the discussion into some fairly contentious and far-
reachi ng areas.

Prospects: towards an agenda

In di scussing what m ght be done, in this case froma |ocal governnent
perspective, | should like to start by asking: Is the LEA a good starting point?
It is not the case that it has no powers at all after ERA - that day is still to
cone - but does it offer 'an appropriate technol ogy' for change? Like other
traditionally non-participant groups post-16, one of the mmjor barriers to
participation is alienation fromthe entire educational system \Veronica

MG vney speaks of:

Alienation fromthe British education systemarising from schoo
experi ence; conscious or unconscious racism stereotyping; lack of ethnic
mnority individuals in teaching and in other '"authority' positions (MG vney
1990: 105).

If LEAs are to foster greater racial equality post-16, this collective biography
cannot sinply be ignored.

Sone of the tasks which | ocal governnment (not just education departnents)
soneti nmes undertakes are:

- needs analysis and facilitating consultation between providers and
conmuni ty groups;

- supporting broad educational opportunities within the council's workforce,
t hrough such means as paid educational |eave and tuition benefits schemnes;

- devel oping a suitable resource formula to support forns of post-16
provi si ons which actively pronote racial equality;

- supporting forns of resourcing which enpower |earners rather than
institutions;

- encour agi ng vol untary organi sati ons to becone providers as well as
advocat es;

- providing local facilities for accurate advice and gui dance with
appropriate | anguage support;

- requiring providers to nonitor the allocation and use of resources by
appropriate and agreed PIs;

- part nershi p- based approaches between conmunity organi sations and policy
bodi es; and of course

- devel opnent and training for governors, staff and vol unteers.

Local government can and shoul d be comm ssioning nore research into the
connection between policies and practice and racial equality. |In addition, it



shoul d co-operate with external researchers, including community groups,
i nvestigating these issues.

Concl usi on

Post- 16 opportunities are central for people who have not benefited
proportionately fromthe education systemin the past. |In Britain, those groups
i ncl ude black adults but also others who are sinilarly subjected to nassive
structural discrimnation and an invisible apartheid in the schooling system

for exampl e, working class people generally, older adults, wonen with respect to
sci ence and technology. One significant finding froma research project at
Warwi ck University refered to earlier in this volune (p.19), was that self-help
groups were considerably nore effective than formal educational institutions in
enabl i ng young bl ack adults to gain vocational and professional qualifications
(Eggl eston et.al., 1990). Certainly there is evidence enough to justify our
asking how far we shoul d extend our horizons beyond the fornmal educationa
system and devote equal energy and attention to what is going on, perhaps
sonetines informally, in voluntary organisations, citizens' novenents and self-
hel p projects.



Race Equality And The Nort hanptonshire Experience
G na Ogden

I nt roduction

| was delighted to receive your invitation to address this very inportant
conference on the Educational Reform Act and Race Equality and | am pl eased to
have been able to accept. My brief is to share with the conference

Nor t hanmpt onshire County Council's approach to the promotion of Equality of
Qpportunity and good Race Relations. In order to do this, | will briefly
provi de sone information on the patterns of settlenment of black and ethnic
mnority populations in Northamptonshire, | will then focus on the Authority's
Race Rel ations Strategy and finally, through exanples, illustrate sone of the
devel opnents in the area of race equality w thin our educational establishments
and in the departnent. | have had to be selective in the exanples | shall be
usi ng because without that, ny talk would be inordinately |ong.

Ethnic mnority distribution

Nort hanmpt onshire, |ike other shire counties, consists of town and country areas
with the main concentrations of ethnic mnority communities residing in the
towns. The 1981 Census reveal ed that in Northanptonshire there were 15, 367

per sons whose head of household was born in New Commonweal th or Pakistan. This
constituted 2.9 per cent of the total population of the county. However, these
figures are now out of date and can no |longer be relied upon to be accurate.

The size of the ethnic mnority population can only at present be estimated. In
1986, the Leisure and Libraries Departnment of the County Council estinmated the
di stribution of Afro-Caribbean and Asian famlies |ocated in the districts
across the county. This table illustrates our current information on the numnber
and distribution of Asian and Afro-Caribbean famlies in the Authority.



Table 1: Nunbers of Famlies

Cor- Dav- East- Kett- North- Sout h- W - TOTAL
by ent Nor t h- eri ng anpton North boro
ry ants
Afro- 12 3 24 900 746 1685
Car i bbean
Asi an-
| anguage:
Bengal i 25 30 250 10 315
Guj arat i 50 5 10 100 300 10 500 975
H ndi 15 15 15 50 10 105
Punj abi 50 20 125 180 10 385
Udu 15 5 80 120 60 280

Asi an 155 45 10 350 900 10 590 2060
Tot a

The majority of the black and ethnic mnority conmunities live in the

Nor t hanpt on, Wel | i ngborough, Kettering and Corby areas and have been residents
of Northanptonshire for a nunber of years. W know, for exanple, of Afro-

Cari bbean famlies who cane to live in Northanptonshire in the 1940s. There are
now second and third-generation citizens of Northanptonshire who have little or
no contact with the country of origin of their parents or grandparents. The
1960s brought an increased ethnic mnority population to the Authority,
reflecting very much the pattern across the country. These comrunities brought
with themcultures and life styles very different fromthe indi genous
popul ati ons. They have contributed and continue to contribute to the richness
and variety of cultures in Northanptonshire which is highlighted in the many
social and cultural activities which are the normin our town areas in which
both ethnic minority and white comunities participate.

Two groups are nmore recent, the Bangl adeshi and Vi et namese conmunities: they
face, at present, the difficulties and adjustnents that any newconers to any
country in the world would face. The Authority is aware of this and additiona
provi si on has been nade to facilitate their establishnment and to ease their
transition to a very different society fromthe ones which they are famliar.
Thi s has been done through a Community Resource Support Grant, a fund
established in the Authority when urban aid grants cane to an end in 1986.

As well as the ethnic mnority communities in the towns, there are an increasing
nunber of families nmoving out into villages. This highlights the inportance of
not only ensuring that the needs of ethnic minorities are addressed but that al
nmenbers of our comunity and soci ety have an understanding of the ethnically and
culturally diverse society in which we now |ive and that they respond positively
toit. The need for this in relation to education was well|l addressed by the
Swann Committee in 1985 where the conmittee suggested that 'The fundanental
change that is necessary is the recognition that the problemfacing the
education systemis not how to educate children of ethnic mnorities but howto
educate all children' (Swann, 1985). |In response to the Swann Report and to the
Race Rel ations Act, we produced an Aide Menoir on Multicultural Education for
schools which | shall refer to later.



Raci al harassnent and tension in the County are issues which are taken seriously
by us. A policy of nmonitoring racial harassnent and bullying is being
i mpl enented by various departments of the County Council

A mul ti-agency approach has been developed in the Authority to deal with racia
attacks and harassnment. In essence, this approach is an arrangenent whereby a
nunber of agencies conme together and pool their various strengths and expertise
with a view to maxinising the options available to deal with racial attacks and
harassment. Five comrittees have been in existence since 1988 involving Area
Education O ficers, the Police, Race Equality Councils, Social Services
representatives and the Race Rel ations Advisers. Meetings of the comrmittee are
hel d once a termwhere all recorded incidents are discussed and strategies to
deal with them devel oped. Four of the five conmttees are chaired by the police
who play a very inmportant role within these conmmttees in both providing advice,
gui dance and taking | egal action when appropriate.

Nort hanpt onshire's Race Rel ations Strategy

The increased nunber of ethnic minorities within Northanptonshire during the 60s
and 70s, together with the requirements of the Race Rel ations Act of 1976, |ed
our different county council departnents to develop a range of strategies to
neet the needs of ethnic mnorities and, of course, to undertake policy changes
to adhere to their legal obligations. You will recall that the 1976 Race

Rel ati ons Act places a duty on all local education authorities to ensure that
their various functions are carried out with due regard to:

a) the elimnation of unlawful racial discrimnation, and

b) the pronotion of equality of opportunity and good race rel ati ons between
persons of different racial groups.

In 1982, the County Council made a decision to have a nore coherent and
corporate approach to the pronotion of Race Relations in the Authority and a
Race Rel ations Adviser was appointed. The council |ater established a Race

Rel ati ons Advi sory Panel and a Race Rel ation Consultation Goup. These two
groups are at the core of the devel opment of our Race Rel ations policy and
practice in the Authority. The corporate approach assured that each departnent
was abl e systematically to devel op an approach which contributed to and coul d
draw upon the experiences of all County Council departnents. | would add that
another inportant feature of our approach to Race Relations is that it has all-
party support - Race Relations is not the domain of one political party or
another, it is the concern and responsibility of all and requires the conmtnment
of all.

The appoi ntnent of the Race Relations Adviser led to further efforts to inprove
service delivery to black and ethnic mnority communities and the pronotion of
Equal Opportunities and Race Relations in the Authority. 1In 1988 the Authority
felt it appropriate to bring the various initiatives and future proposals
together in the formof an overall strategy. The strategy identified the ngjor
i ssues that concern black and ethnic mnority comunities in Northanptonshire.
Seven primary issues were identified:

- | ow take-up of ethnic minority enployees in the County Counci

- | ow take-up of County Council services

- unenpl oynment

education

- raci al attacks and harassment

- urban aid and support to county organi sations

- enpl oyment of staff under Section |

OTMMOO >

For each issue, the County Council objectives are stated and future actions to
neet the objectives listed. Finally, an action programe of specific goals is
set out together with departmental responsibilities. The action programe is

reviewed yearly. To illustrate this approach, | will focus on the educationa

i ssues identified in the strategy.



Strategies for Education
County Council's objectives are stated as -

The County Council will nake every conscious effort to increase the esteem
and understanding of all pupils, students, teachers and |lecturers for one
another in order to dispel racial prejudice and discrimnation. Racismhas no
place in the Authority's educational institutions and the curriculumw Il be
designed at every stage to pronote harnony between those of different races,
cul tures and creeds.

The County Council will provide training for staff to increase know edge
of local cultures; of race relation policies and | egislation; and to devel op
their capacity to recogni se and conmbat individual and institutional racism The
County Council will act to pronpte equality of opportunity as an enployer and in
the community through the provision of appropriate education and training.

A selection of actions to neet the objectives are |listed bel ow

1. Devel oping a curriculumto reflect the educati onal needs of children from
a nulti-cultural society.

2. Meeting the specific linguistic needs of children who speak English as a
second | anguage (ESL).

3. Trai ning for school headteachers about the extent to which raci st
attitudes and practices can influence teacher expectations relative to ethnic
m nority children.

4, School s headt eachers bei ng encouraged to take action where necessary to
ensure that the ethos of classroons and staff roons are not influenced by raci st
attitudes and practices.

5. Taki ng practical neasures to eradicate racial bias (individually and
institutionally) through anti-racist training; |INSET courses; semnars; and
consul tative neetings between ethnic mnority parents, teachers, governors,
conmuni ty organisations and |ocal authority officers.

6. School governors (ethnic mnority and white) being informed and trained as
to how raci smcan and does affect ethnic mnority children's school perfornmance.

7. Each school carrying out a critical review of its allocation procedures to
ensure that a child's ability (irrespective of his/her colour) is the sole
criterion upon which he/she will be placed into any teachi ng group.

8. Monitoring G C. S.E. and other exam nations results to show

(a) The type and number of subjects taken by children from each ethnic
group, eg

Wi t es

I ndi ans
Paki st ani s
Bangl adeshi s

Vi et nanese

O her Asi ans

Chi nese

Af ro- Cari bbeans

(b) The nunber of passes gai ned and the grades obtained by each child
per subject taken.



(c) The nunber of ethnic minority children conpared with white children
who | eft school in 1989 wi thout qualifications.

9. Using the above statistic to identify under-achievement where it is
rel evant and devise strategies for conbating it.

Action Programres and Equality in Education

| mentioned earlier that fromthe future actions identified, a yearly Action
Programme is formed. The Action Programme for the year 1990-91 identifies the
ni neteen goals for the County Council as a whole. The five specific goals for
t he educati on departnment are -

1. To nonitor GCSE exam nations results and use the statistics to identify
under - achi evenent by groups of children and individual schools and devise
ef fective nmeasures for raising achi evenent.

2. To continue to consult community groups on the devel opnment of the Nationa
Curriculumand its inplications for ethnic mnority children.
3. To continue to consult comrunity groups on the inplications and

devel opnents of the religious education and school assenbly aspects of the
Educati on Reform Act.

4, To continue to support the devel opment of |inks between nother tongue
teaching and the school curriculum and devel op home-school |iaison through
teaching and other staff and suppl enentary school s.

5. To provide school governors with equal opportunities training and identify
and train potential school governors fromthe ethnic comunities and encourage

t hei r appoi nt ment.

The areas of focus in the Race Relations Strategy are the results of a conpl ex
consul tative process between nenbers, officers, various community
representatives and nenbers of the Race Relations Consultation Goup. W fee

t hat genuine consultation with ethnic mnority communities nust be at the heart
of any policies and strategies relating to Race Relations. This enables black
and ethnic mnority communities to have a say in the devel opment of policies and
strategies affecting matters of inportance to their future devel opnent and

prosperity. It also ensures that the Authority takes on and responds to the
real concerns of the ethnic mnority communities as identified by the
conmunities thenselves. In addition, the Action Programre clarifies what is

bei ng done about Race Equality issues and enabl es nenbers, officers and people
within the communities to gauge achi evenents, to see the extent to whi ch good
practices are being devel oped and identify future actions in order to neet the
obj ectives stated.

To nonitor and review progress within the County Council as a whole and to
ensure that effective precise departnmental strategies are devel oped, a nunber of
groups and conmittees have been established. Here |I should point out that it is
our policy that the Deputy Chief Oficers in each of the County Counci
departments have overall responsibility for Race Rel ations and Race Equality in
their departments, therefore giving the issues status and a high profile. The
two groups which have been established by the County Council are the Race

Rel ati on Joint Consultative G oup and Race Rel ations Advisory Panel. The
nmenbershi p of the Consultative group consists of -

African G oups - 1 representative
(Ghana Uni on)

Asi an Groups (7) - 1 representative -
Kettering
(Si kh Conmuni ty)

- 4 representatives -



Nor t hanpt on
- (H ndu Comunity)
- Paki stan Communi ty)
- Bangl adesh
Conmuni ty
- Hi ndu Communi ty)

- 2 representatives -
el | i ngbor ough-
- (H ndu Community
- Mosl em Comuni ty)

Af ro- Cari bbean Community (4) - 2 representatives -
Nor t hanmpt on -
- 2 representatives -
Wl |'i ngbor ough

Chi nese Conmunity - 1 representative -
County
- (Chi nese Soci ety)
Eur opean Soci ety - 1 representative -
County
Vi et nanese Comuni ty - 1 representative -
County
Conmuni ty Rel ati ons Counci | - 2 Comunity Rel ations
Oficers
Co-options - 2 co-opted nenbers

from any of above groups

Counci | Menbers (10) - 7 County Council Memnbers
- 2 nenbers of Northanpton
Bor ough Counci
- 1 nmenber of Wellingborough
Bor ough Counci
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Achi eving Race Equality within Education : Some exanples relating to the 1988
Act

| would now like to focus on two areas of the devel opnent within the Education
Departnent in relation to the strategy.

1. Ethnic Mnority Governors

During our consultations with ethnic minority comunities, an issue that has
been identified for two years now is governor training and the need for

i ncreased nunmbers of ethnic mnority governors in schools. At present,

Nor t hanpt onshire has very few ethnic mnority governors and we therefore aimto
rectify this situation

The powers and responsibilities of school governors within the Educationa
Ref orm Act i ncludes anong others the organi sati on and conduct of the school, the
curriculumand adm ssi on of pupils.

There is a great potential here for school governors to ensure that principles
of race equality are applied to all aspects of school life. Qur strategy

i nvol ves a nunber of different activities, some of which are in operation and
ot hers planned for the future. These include:



1) A specific training nodul e on Equal Opportunities, including Race and
Gender, offered to all governing bodies. The training nodule includes both the
curriculumand | egislative aspects in relation to the Race Relations Act and the
Sex Di scrimnation Act.

2) Meetings with existing ethnic mnority Governors have been held and
further nmeetings are planned to identify specific areas in which training mght
be required and to support the establishnment of an Ethnic Mnority Governor
Support G oup.

3) We have been actively involved in the identification of individuals from
ethnic mnority communities interested in becom ng school governors and
organi si ng pre-governor training based on training needs identified by them

The strategy devel oped to neet these goals illustrates that our commtnent to
equal opportunities is not only in terns of renoving barriers which restrict
ethnic minority pupils fromparticipating in society but also, where there is a
need, to equip ethnic mnority groups with the know edge, skills and
understanding required to participate fully and on equal terns in all aspects of
school life.

2. Et hni ¢ Monitoring

Anot her issue which has been identified within the Action Programre i s concerned
with the nonitoring of GCSE exami nation performance of ethnic mnority pupils.
Action 12 within the 1990/91 Action Programre ains to:

Moni t or GCSE exami nation results and use the statistics to identify under-
achi evenent by groups of children and individual schools and devise effective
neasures for raising achi evenent.

The i nmportance of nonitoring how pupils are perform ng cannot be underesti mated.
However, the purpose of such nonitoring should be clearly related to the
identification of factors which may facilitate or inpede the achi evenent of

pupils. | feel that without this as a clear rationale, nonitoring is a futile
and wasteful activity. The new DES requirenents to collect ethnically-based
statistics will be inmportant in the future in nmonitoring the performance of
ethnic mnority pupils pre-16, particularly at the National Curricul um Key
Stages, and will help schools to identify areas in which additional support may

be required. The nonitoring of GCSE examination results in the Authority has
shown us that, while many ethnic mnority pupils are perforning at a higher

I evel than or on a par with their white peers, two groups (Afro-Caribbeans and
Bangl adeshi s) continue to performpoorly in relation to their peers. There is a
clear need here for further exploration and to develop clear strategies to
redress this situation. As well as guidance for schools on ways of addressing

i ssues of under-achi evenent of these groups concerned, a project has been set up
in the authority which ains to -

a) ot ai n nore conprehensive informati on on the nunbers of Afro-Caribbean and
Bangl adeshi groups in schools

b) Exam ne/i sol ate factors which may contribute to under-achi evenent

c) otain frompupils their perceptions of their performance

d) Identify particular areas of the curricul umwhere under-achi evenent occurs

in order to ensure that the Miulticultural Education service is targeted towards
t hose areas

e) Exam ne in conjunction with the careers service the destination patterns
of the two groups.

| look forward with interest to the findings and outcones of the project.

Wil e the Race Relations Strategy acts as a catal yst for devel opnents in
specific areas based on identified needs, a nunmber of other devel opments and
initiatives, which stemfrom an adherence to sound educational principles and
phi | osophy, can be found in our schools and other educational establishnents.
One of these is our approach to multicultural education



Mul ticultural Education and Racial Equality

To support the work of schools and coll eges, we have within the Education

Department an |Inspector with the responsibility for pronoting Milticultura
Educati on and a team of six advisory teachers for Multicultural Education.

These six have specific curriculumareas as well as their nmulticultura
perspective - very inportant for the teamis their credibility within schools
and the Inspectorate is essential. Qur task this past year has been to ensure
that the work of this teamis integrated into our National Curriculum

i npl enentati on work. There is a support service which neets the specific
linguistic needs of ethnic minority pupils consisting of forty-five teachers and
ancillary staff. The Aide Mermoir for schools on Milticultural Education was
published in 1986 to enable schools to review their practices in relation to
Mul ticultural education and to provide for the LEA a framework which could be
used to review externally the progress in our institutions. Three areas of
policy were identified within the A de Menoir:

1. To develop the curriculumto reflect the needs of a pluralist society.

2. To ensure that education establishments' organisation and ethos are
consistent with the idea of equality of opportunity for children of all races.
3. To neet specific needs of children who speak English as a second | anguage.

There are al so a nunber of other officers in the education departnment with the
responsibility for ensuring that the departnment responds to ethnic mnority
needs. Wthin the adult education service, a teamof teachers is appointed to
devel op and pronote access opportunities for ethnic mnority communities and
provi de English as a second | anguage to ethnic nminority adults.

I would like to share with you sone exanples of practice in our educationa
institutions. There is within our schools a commtnment to the invol venent of
parents in the education of their children. The Education Reform Act gives
parents further and increased powers to require fromschools information on the
curriculum and the educational performance of their children. Parents may al so
choose the schools to which they send their children and LMS provi des parents,

t hrough their governi ng body, an opportunity to define curricular and
expenditure priorities. There is a need for ethnic mnority parents to
participate fully in all aspects of school life.

Conference del egates will be aware of some of the difficulties schools can have
in establishing and maintaining contacts with parents fromethnic mnority
conmunities. This is often due to a |lack of confidence that ethnic mnority
parents and, in fact, parents in general have in, to quote a colleague,
‘crossing the green noat around the school building'. The record of a
particul ar school in Northanpton which has an ethnic minority pupils popul ation
of 60 per cent was poor and until a year or so ago, very few ethnic mnority
parents invol ved thenselves in the life of school. Teachers in the schoo
recogni sed this as a major issue to be addressed by the staff and the governors.
Over the past years, genuine efforts have been nmade to increase ethnic mnority
parental involvement. The school now has five ethnic mnority governors (two
Bengal i, two Afro-Cari bbean, one Chinese) and three classroom assi stants.
Parents' neetings are held in the norning, afternoon and evening, thereby
ensuring that the tinming is convenient to a | arge nunmber of parents.

The Adult Education Service organi ses a range of provisions for ethnic mnority
conmunities to facilitate access to educati onal and vocational opportunities.
These include classes which aimto develop literacy, numeracy, conmunication and
| anguage skills. There is an English Speakers of O her Languages section which
is concerned with enabling menbers of the community to devel op the necessary
| anguage skill to function effectively with society. Special arrangenents have



been nade for women and where their participation in centrally held classes is
poor, tuition is provided within their hones.

The teaching of nother tongue | anguages has al so gai ned support fromthe County
Council. A recent survey carried out by us revealed that there are sone forty-
two | anguages bei ng spoken, ranging fromwell-known ones such as Udu to | esser-
known ones such as Twi. Since 1984, we have supported the teaching of sone of

t hese | anguages and | am pl eased to say that the nunber of pupils taking GCSE
examnations in their nother tongue is gradually increasing. This year, for
exanpl e, twenty-six pupils entered for and passed their GCSEs with grades A-C.

The final exanmple | would like to share with you is that of a rural school wth
no ethnic mnority pupils. In such schools, the need for preparing pupils to
recogni se the nature of British society, to understand and respond positively to
the diversity within our society, is essential

The teachers, governors and parents of this school recognised that the education
being offered may be Iimted and may not be providing opportunities for their
children to experience, understand and have contact with people froma cultura
and ethni ¢ background different fromtheir own. This school has denobnstrated
its commtnent to nulticultural education by carrying out a review of its
curriculumand ensuring that there is active pronotion of nulticultura
education in all areas of the school's curriculum Furthernore, over the past
two years, it has taken a number of additional initiatives. These include:

- Visits to a range of places of worship

- Artists residencies which have included artists fromlIndia

- Resources which reflect a nulticultural society - for exanple, the hone
cor ner

- Exchange and visits to town schools with a multi-ethnic popul ation

Sone of these activities nmay be perceived to be tokenistic, but | feel it is
inevitable that in schools and communities which are all white, experiences have
to be provided if we are to instil in our youngsters positive attitudes towards
conmunities that they have no day-to-day contact with.

I hope | have renmained within nmy brief and have given you a picture of

Nort hanpt onshire's approach to race relations and, in particular, sone of the
wor k of the education department in this area. W are, perhaps, further ahead
than many other authorities in having established an overall corporate approach
i nvol ving all County Council departnents and in having strategies which are
regularly reviewed and nonitored in consultation with ethnic mnority
conmunities. But, of course, there is always roomfor further effort and
refinement. The Education Reform Act brings with it new chal |l enges which
require us to sharpen our focus and review our approach

Concl usi on

| should like to conclude by identifying three aspects in relation to ERA which
need to be considered by ourselves in Northanptonshire and, indeed, other Loca
Educati on Authorities throughout the country.

First, the future role of Local Education Authorities in nonitoring and

eval uating the inplenentation of the National Curriculumw |l be an inportant
one. There are opportunities and statutory requirenents within the Nationa
Curricul umwhi ch pronote good Race Relations and Equality of Opportunity. The
identification of these is essential and Local Education Authorities will need
to exam ne how these aspects are being addressed within the curricul um offered
to all pupils. |Issues of Race Equality and Equality of Opportunity nust be part
and parcel of the broad bal anced educati onal experience of all pupils and not an
addendum or nargi nalised as a separate issue.



Secondl y, under LM, mmnagerent of resources at institutional and Loca
Authority level needs to ensure that the pronotion of race equality continues to
be supported. This aspect is particularly pertinent at present when deci sions

on the future use of Section Il funding are being finalised. It is likely that
many aspects of work in the area of nulticultural education will not in the
future be resourced through Section Il Grants. Governor training focusing on

equal opportunities is an inmportant preparation in ensuring that governors who
are responsi bl e for nmaki ng budgetary deci sions take into account race equality.

Thirdly, we also need to be clear about what constitutes fundanmental social and
noral values in a society which now has many cultures but which may fromtine to
time conflict with each other. Qur young people should be enabl ed to understand
and value their own culture and heritage as well as others. Differences are
part of a denocratic society and where the expression of these differences does
not inpinge on the lifestyles and practices of others and adheres to denocratic
principles, they make an inportant contribution to British society.

I will end by quoting to the conference the opening words of the Education

Ref orm Act of 1988, with which you will all be famliar and which | fully
support. It calls for a curriculumthat -

a) i s bal anced and broadly bal anced,

b) pronotes the spiritual, noral, cultural, nental and physical devel opnent
of pupils and of society,

c) prepares pupils for the opportunities, responsibilities and experiences of

nmodern |ife.

These requirements within the context of a multi-ethnic and nmulticultura
Britain and an increasingly interdependent world place race rel ations, race
equality and multicultural education at the centre of educational provision.



ERA and The Future of Local Education Authorities
An Edited Transcript of a Speech by Gus JOHN

I nt roduction

| have been asked to talk about the ERA and the future of |ocal education
authorities. As soneone who has been involved in education for sone
considerable tine in this country, especially in the context of black struggle,
I find it difficult to approach this task without first stating what | consider
to be the fundanental role of education in this society.

The backgr ound

As an educationalist and a socialist, | amguided by certain basic beliefs that,
for example, education is a fundamental human right. It is not a privilege to
be granted on the basis of social class, racial or ethnic origin, wealth,
religion, age, sex or physical ability. It is for use and as such, it should be
possi ble for individuals to key in and out of education at all ages of their
lives. Education is not just for skilling people for the work-place, it is for

devel oping in people the social skills and conpetences to take control of their
own lives and to function as responsi ble social citizens demandi ng and saf e-
guarding their own rights and having due regard to and respect for the rights of
others. \Whoever effectively denies access to education for individuals and
groups in society denies them fundamental human rights and contributes to their
oppression. Education and schooling should be about, among ot her things,

assi sting di sadvantaged groups in society, and people in general, in

under standi ng the roots and the persistence of racial and social injustice, and
providing themw th the individual and the collective tools with which to conbat
bot h.

The thirty-five years between the 1944 Education Act and the start of this
Conservative Government w tnessed many consultations and policy neetings in
conmunities, within the teaching profession and in board-roons around specific
t hemes. These included debates about priority areas, conprehensive education
the 11-Plus, access to quality schooling and to hi gher education by worKking-

cl ass students, wonmen and bl ack people. The agenda al so included the question
of multicultural education, access to education across all stages for people
wi th special educational needs and, of course, the relationship between
schooling and the economy. All these themes have been maj or preoccupations of
the last thirty-five years. In one way or another then, they have all been
about the purpose and function of education and schooling and about fundanenta
rights and entitlenents.

Thatcherismin the | ast decade has been about chall enging the very principles on
whi ch individuals' rights have been protected and extended up to 1979. The
enact ment of the 1988 education legislation is consistent with the

aut horitariani smof social policy and centralist rule in an era of Thatcheri st
free-market enterprise-ideology. And as such, those nmmjor upheavals in
education policy, content, curriculumfornulation and delivery and, above all
education adm nistration by local authorities nust be subject to the same
rigourous analysis we bring to the Poll Tax, the Housing Act, Social Security
Legi sl ati on, NHS reorgani sation and the rest.

There has al ways has been a link, in ny view, between education, schooling and
t he national econony, a link which has been made much nore explicit by the
present Governnent. A preoccupation with the quality of the British workforce
as conpared with that of certain European Conmunity countries and industria
giants |ike Japan and the United States |eads inevitably to questions, if not
accusing fingers, directed at the British schooling and education system
Labour governnents before Thatcher raised but, significantly, failed to dea
with this issue. In nmany respects, the so-called great Education debate
initiated by Janes Callaghan and Shirley Wllians in the m ddl e-1970s was



al ready noving dangerously in the direction that Sir Keith Joseph and Kenneth
Baker were |ater to go.

Britain under Thatcherism and at the hands of successive Labour governnments
bef ore Thatcher have been pre-occupied with the various nmanifestations of the
nation's economc crisis. And both Labour and Conservative governments have
identified as a root of the problem sonme key issues, and | think they can be
characterised as foll ows.

Firstly, the power of the unions, and let us not forget that the unions had sone
fun and ganes with Harold W1 son, Barbara Castle and Janes Cal |l aghan. They

wor ked out contracts, conpacts and alternative recipes in place of strife. The
uni ons sought to use their power to constrain the power of the executive and
control of the state under capitalismand in the hands of Labour. The
Conservati ves woul d have none of it and certainly not after the dem se of the
Heat h government.

The second key issue relates to the Wlfare State and the Public Sector
Borrowi ng Requirement. |In other words, how to regulate public spending and put
boundari es around the way in which |ocal governnments choose to provide services.
Furthernore, what are the effects of this on the availability of investnent
funds for industry, for national priorities and, particularly, for defence and
for Iaw and order?

The third issue relates to education and, in particular, the 'progressive
tendency in education which appeared to be nore concerned with issues of

equal ity and social justice than with the interest of labour. As far as the
Conservatives are concerned, therefore, the conprehensive nmovenent in education
killed off the conmpetitive spirit and the strong tradition of elitismin British
education, thus reducing the products of education to the level of nediocrity
whi ch was a disservice to the national economic interest. This is, in ny view,
how t he Conservatives basically anal yse what they call 'progressive' novenents
in education. Some industrialists, therefore, are said to have concl uded t hat
t he school has becone an adventure playground for educationists, in which a
nmul ti pl e conpassi on for di sadvantaged pupils nmay have produced a softness which
is markedly in variance with the conpetitive requirenents of industry.

The That cher resolution and education

The Thatcher revolution, consistent with a threat to renove all traces of
socialismw th which the Labour Party tinkered, has been about nurturing a new
consci ousness, a persuasive political culture that is based upon elitism

i ndividual initiative, enterprise and erosion of comunity and conmunal i sm and
the survival of the strongest and wealthiest. It is a political culture that
is, in essence, anti-working-class. The attack on workers' rights in relation
to | abour and the work-place has been extended to and is comrensurate with the
attack on the rights and civil entitlenents of ordinary working people in the
conmunities, including the right to education. Here, education is to becone a
product which nmust be treated |like any other privatised industry. Wthin this
framework, |ocal education authorities are no | onger here to provide a service.
They will, instead, be expected to regulate the availability of a comuodity,
i.e. education.

The Youth Trai ning Scheme was supposed to provide young people with training for
a regenerated econony. Yet a whole range of independent studies concl uded that
YTS was not delivering either the quantity or quality of training that that
generation required. N gel Lawson, no | ess, declared that YTS was designed to
create a workforce that would have the right skills and would be (in his words)
adaptable, reliable, motivated and prepared to work with wages that enployers
can afford to pay. It nmet with massive resistance and had to be inposed as a
condition of drawi ng dole. Young people were aware that it effectively
depressed them their wage |levels and their job expectations.



Equal ity of opportunity in education, for which some |ocal authorities attenpted
to lay the building bl ocks, however falteringly, has been gradually outlawed by
the recent education legislation. Furthernore, the revanping of Section 11
makes it even clearer as to what it is that the Government wants to endorse and
facilitate, and what it does not. W are all very famliar now with the

i ni qui tous consequences of opting-out, open enrolnent, a Eurocentric curricul um
and the rest.

| just want to give one illustration of the extent to which that legislation is
designed to reintroduce the nost obscene plans of elitismover which Loca
Educati on Authorities have no control. According to the Director of Education
in the West M dl ands, some nonths ago, the total annual capital budget avail abl e
to his authority for maintenance on further education establishments was in the
regi on of sonething like «39,000. Yet, in a neighbouring authority (Solihull),
the Governnent is allocating «565,000 to equip a science |laboratory in a City
technol ogy college. This CTC will draw the brightest and nost able students
from the nei ghbouring school s whose parents al ready bempan the fact that the
conpr ehensi ves | ack up-to-date equi pnent for information technol ogy and science
wor k.

Simlarly, the issue of student bursaries is going to becone even nore
contentious. Mst mature students on access and return-to-study courses receive
di scretionary awards. Qurs, in Hackney, ran out sonething |ike two nonths ago.
Most applicants are wonen with dependent children and often wi th unenpl oyed
dependent partners. Leaving aside the fundamental rights of such students to
education, vocational or non-vocational, the fact is that they are becom ng and
will continue to be an essential part of a skilled workforce in this country.

| have two great misgivings; one is that there will be a tendency for coll eges
and hi gher education institutions to define nuch nore narrowy what people can
and cannot study. The second fear | have is rather than concentrating on

training and valuing a | ocal workforce at home, the Government will soon start
considering recruiting a nore skilled workforce fromthe EEC nmenbers states. W
know that there will not be too many bl acks, skilled or otherw se, anbngst them

And for that same reason, we also know that we are likely to have a grow ng pool
of di spossessed unenpl oyed bl acks in the urban centres of Europe with nuch nore
refined systens of internal control to keep themin their place.

It seens to ne, then, that the provisions of the Act around notions of parental
choi ce, open enrol ments, |ocal managenent etc, are considerably nore probl ematic
than they appear to be, and certainly, ordinary parents have not been given the
space or the assistance to fully conprehend their adverse inplications. The
debates that we have had within the black community regardi ng ERA have been
mainly in relation to whether or not it provides roomfor nore denom nationa
school s, Adventists, Church of God, Mdslemand so on

The ains of ERA, | suggest, have much nore to do with regul ating the power of

| ocal authorities to plan and deliver education service, based on notions of
education entitlenents and equality of access to |earning opportunities, than

wi th maki ng the educati on and schooling progress nore denocratic. | believe,
for exanple, as a manager, that you increase choice by inproving quality and not
by the notion that parents can | eave my LEA or others and send their children in
droves in a net outflow of students from Hackney to sone other place which shows
up better in a |l eague table. This concept of parental choice, it seens to ne,
is fundamentally an attack on working people in boroughs |ike the one in which
try to manage education. Even nenbers of Ms Thatcher's own Governnent are
concedi ng that, for exanple, there are not enough teachers generally and not
enough with the requisite specialisms to deliver the national curriculum at
upper primary and secondary | evels.



Despite its preoccupation with a |link between education and Britain's capacity
to boast a skilled and enpl oyabl e workforce, the Government has done nore in the
| ast decade to deval ue the status of teaching as a career and to denoralise

teachers than anyone woul d have thought possible. It has set itself on a
collision course with the teaching profession, while at the sanme tine bonbarding
it with seem ngly unending innovations. It has failed to invest in the physica

environnent in which education and schooling takes place whilst the teachers and
the I ocal education authorities which set the policy franework for the practice
of education get maligned for rapidly declining standards. Wth an estimted
300, 000 qualified teachers not working in classroons and with 1500 teachers

| eaving i nner London schools last term the Governnent is now actively
encour agi ng the recruitment of Dani sh, Dutch, Gernman and a host of European
teachers to deliver the British national curriculum

The right of access to education and equal opportunities which are generally
based on principles of quality and equality are dependent upon a system whose
responsibility it is to provide: an adequate supply of quality teachers; a
partnershi p between providers of and participants in education; and an
environnent that is conducive to | earning and to sharing. Conpare the
Thatcherist conmtnent to |law and order and to the police, judges etc., in terns
of pay, status and an enhanced | egal framework and increased powers in the 1980s
with the Government's record on education, especially in relation to teaching
supply, teachers' pay and conditions of service. The record is abysmal to me,
there is just no conparison

In the face of such fundanental attacks by the state on people's rightful
entitlenents, what responsibilities do individuals and collectivities of people
have towards resisting such attacks? It seens to me that black people are aware
of their rights. There is evidence of an independently organi sed parents
noverrent whi ch, whilst not nationally cohesive, has nade a trenendous difference
to how i ndividuals, schools and particular individual |ocal authorities
interpret what their responsibilities are. The black section of the popul ation,
which is constantly and systematically being di sadvantaged in education in the
wake of the Act, seenms to ne to be mobilising. A novenment such as this and an

i ndependent students' novenent which is nationally organi sed are essential for
the protection of state education and for the struggle for quality and equality
in education. Only thus, it seens to nme, would it be denonstrated that
education is too crucial an issue to be left to the ideol ogi cal whimand caprice

of the state in the hands of any government. | say any governnent because
fear that having waited so long in the wilderness, if the Labour governnent gets
back into power it will be so eager to stay in power, that it will not wish to

forsake it by inplenenting drastic changes to inprove the present situation

The bl ack wor ki ng-cl ass novenment in education and schooling has pointed the way
in the last two decades, although it has failed to prevent its agenda being
defl ected by the pragnmatic concerns of governnments that show thensel ves to be
nore concerned about political expediency than about racial and social justice.

The assunption that the power of the executive can only be regul ated through the
checks and bal ances of the ballot box once every five years, and that
parlianmentary el ections are sinply punctuation nmarks between periods of elective
dictatorship, is one that oppressed groups within this society nust chall enge,

t hrough their own self-organisations and in pursuit of their own interests in
their essential novement as a cl ass.

Concl usi on

I genuinely believe that the very future of this society depends on people's
right to a good education and an assurance that education is not seen as a
product in the manner that | have described before, but as a service that
guar ant ees people's fundanental rights and is essential to the very integrity
and social position of the society. Those |local authorities which decide that
they need to put reason on the backburners and which do not confront the



probl ens encountered by black parents, black governors, black teachers and bl ack
children, are making a very sad mstake in terns of their very ability to manage
and handl e the communities over which they preside.

It seens to be that we need to transformthe struggle to preserve and inprove
state education into a novenent which sets out to protect the very existence of
| ocal education authorities.



School s and Multi-cultural Education: Labour's approach
A Statenment by Derek Fatchett (MP)

The Labour party firmy believes that all children in our schools shoul d devel op
an understandi ng of, and sensitivity towards, the plurality of cultures and
traditions in our multi-racial and nmulti-cultural society. A future Labour
government will expect every LEA to draw up a statenent on its ainms in relation
to multi-cultural education and to produce a progranme outlining the steps it
proposes to take to renove barriers to equality of opportunity. CQur approach
favours central governnent encouragenent but |ocal governnment initiative. This
nmust represent the appropriate balance as it is |ocal governnent and individua
school s whi ch best know the needs of their own communities. This is not to
underplay the role of central governnent: by inmposing a duty upon all LEAs to
devel op a policy statenent, government will play a crucial part in influencing
and changi ng expectati ons.

A future Labour government will ensure that the National Curriculumis free of
cultural bias and will give parity of esteemto European and |Indic | anguages.
The not her tongue can be taught as a separate subject and our approach to a

nati onal curriculumwould encourage this. In our policy review, we stated that
school s nmust provide greater opportunities to study conmunity | anguages such as
Urdu, H ndi, Punjabi, Gujerati and Bengali. Furthernore, LEAs need to consider
the proposition that, for certain children, initial teaching m ght take place in
their nother tongue to build up confidence and an i nproved education

per f or mance.

Labour will seek to encourage greater recruitment into the teachi ng profession
from bl ack and Asian comunities. Mre access courses will be funded for this
purpose. Institutions will be expected to provide adni ssion profiles anal ysing

applications and acceptances by age, sex and ethnic origin in order to identify
i nequalities and nmonitor progress.

Fears have been expressed that ERA has underm ned attenpts by schools to be
responsi ve and sensitive to the religious convictions and practices of non-
Christian pupils and their parents. W will nonitor closely the effects of the
Act .

Turning to the area of resources, we intend to consult wi dely upon the principle
and the possible practice of taking Section 11 educational projects into DES and
LEA budgets so as not to marginalise multi-cultural education

Finally, with regard to the question of voluntary aided/religious schools, we
believe that the right of a school to apply for voluntary status nust be
avai |l abl e to non-Christian denom nati ons, such as Mislins and Orthodox Jews, as
wel | as Anglicans and Ronan Catholics. The exercise of the right nust depend
upon any applicant school neeting clear criteria about their educationa
standards and their ability to nmeet the requirements of the curricul um

In conclusion, a successful education system nust be based upon the principle of
equality and quality. A future Labour government will strive to renove the

i nequalities which exist. There is no valid reason why white, black and Asi an
children shoul d not achi eve hi gher standards.



WORKSHOP  SUMMARI ES
1. RACI SM | N EDUCATI ON: THE RECRUI TMENT AND TRAI NI NG OF BLACK TEACHERS
Kri shna Shukl a and Jorge Sal gado Rocha

The wor kshop was attended by el even partici pants whose backgrounds ranged from
LEA I nspectors/Advisors to teachers with responsibilities for equa
opportunities including Section 11. Also present was a reporter fromthe Voice
newspaper.

There was a brief introduction by the chair, K Shukla, who highlighted what he
considered to be the main issues. The debate was then thrown open and the
foll owi ng broad agenda was agreed for discussion:

1) The present |ocation of black teachers with regard to senior positions,
controlling financial and other resources and decision-nmaking responsibilities;

2) A consi deration of existing good practices and what constitutes 'good
recruitnment, pronotion and personnel practices in educational institutions;

3) That a set of recommendati ons be reached at the end of the workshop which
shoul d be presented to the plenary session.

The general consensus was that the |ocation of black staff was characterised by
margi nal i sation in terns of funding, responsibility, nunmbers and grading. Mbst
bl ack posthol ders found thensel ves funded under Section 11 and were al nost
entirely excluded from mai nstream provi sion. Furthernore, even under Section
11, bl ack candi dates were often di sadvantaged in terns of recruitnent and were
further marginalised within an already narrow provision. In first appointnents
as well as in pronotions, the criteria applied were predom nantly nonocul tura
and ethnocentric, despite an expression of support for a nulti-cultural society.
Concern was expressed especially in the areas of ethnic nonitoring by LEAs and
governing bodies and it was felt that the area of recruitnment, training and
pronotion | acked a coherent approach to race equality and equal opportunities.

Wth regard to existing good practices, the workshop participants agreed that
there were indeed some to be found, given the Iimtations in which they have to
operate. For exanple, one such practice followed by some LEAs is the use of
Section 5 (2)d of the Race Relations Act of 1976 which all ows enpl oyers
exenption fromthe charge of discrimnation if they wish to restrict selection
to a particular racial or ethnic group

There foll owed a w de-rangi ng di scussion on the ways in which the situation
shoul d be rectified and several recommendati ons for good practice were nade.
The following is a sumary of these recomendati ons.

1) Wth regard to recruitnment and pronotion, it was felt that interview ng
panel s shoul d i nclude at |east one senior black teacher who would be able to
ensure that positive action is taken in the selection and appoi nt nent process.

2) The wor kshop participants al so recommended that ethnic nmonitoring of the
wor kf orce should be fully inplenented and taken seriously. Any under-
representation reveal ed by this exercise should be dealt with quickly. A
conpr ehensi ve equal opportunity policy should be adopted by all LEAs in ful
consultation with ethnic mnority conunities.

3) It was felt that equality targeting should play a central role in
redressing inequalities within the workforce. Specific groups should be
targeted and equal opportunity practices and positive action should play a role
in redressing the inbalances in the teachi ng profession



4) The participants felt that nore efforts should be nade via positive action
to attract black students into teacher training courses in view of the fact that
there is a dearth of teachers frommnminority backgrounds.

5) Since discrimnatory practices agai nst overseas teachers continue to be
enployed in so far as their qualifications and manageri al experience are not
fully recogni sed, the workshop reconmends that these attitudes and practices be
repl aced by nore objective and fair criteria based on principles of equality of
treatnent.

6) The provision of in-service training should be a priority to prepare black
staff for management positions. Appointnents should be nade on nerit rather
than on any pre-conceived notions regarding the suitability of black staff for
so-called nmulti-racial institutions only.

In conclusion, the group felt that a real equal opportunities policy should be
coupled with good practices in the personnel field, especially with regard to
recruitnment, promotion, retention and ethnic nmonitoring to ensure that

di scrimnation agai nst black teachers is eradicated. The LEAs need to inpl enent
a pro-active approach as recommended in Section 71 of the Race Rel ati ons Act of
1976. It was felt that such an approach woul d ensure that the educational and
training institutions will produce young people who will be ready to take part
inatruly multi-cultural society, with a better understandi ng and appreciation
of the neaning of such a society.



2. BLACK PARENTS AS GOVERNORS
David Smith
Thi s workshop was chaired by Ms Wal ker and attended by fifteen people.

The general consensus at this workshop was that there were very few bl ack parent
governors and that there was an urgent need to rectify this situation,
especially in view of the increased powers of governing bodies. It was

recogni sed that while there was a need to target ethnic mnorities on their
"honme' ground and to develop their awareness of the inportance of being

i nvol ved, bl ack parents faced trenmendous obstacles within the educationa

system These incl ude:

a) Parents feel intimdated by the 'experts' and m ght not feel confident
enough to express their opinions;

b) Sone parents mght not feel confident about their standard of spoken
Engl i sh

c) The tim ng of governors' neetings are often inconvenient to working
parents and those with very young children

d) Since there are very few bl ack teachers and headteachers, there is a | ack

of role nodels for black parents who mght feel alienated in a totally white
envi ronnent ;

e) Sone bl ack parents have a very narrow vi ew of what constitutes education
and their attitudes might alienate them from beconing invol ved.

Further discussions took place within the group and several recomendati ons were
made for us to 'nmove forward'. Four are listed bel ow

1) The need to work harder at establishing formal and informal networks.

Here, the LEAs shoul d assist the establishment of independent governors support
groups and bl ack governors shoul d be encouraged to neet across LEA boundari es.
In tinme, black governors can thensel ves establish strategies for recruiting nore
gover nors.

2) The wor kshop group considered it crucial for access programmes to be set
up which would recruit and train black governors prior to Autum 1992 when nany
governors places will be comi ng up for renewal .

3) I nformati on should be publicised in mnority | anguages and specific

targeting of black parents could be nade through existing nmulti-cultural staff
in school s.

4) Al'l governors should be given training in equal opportunities procedures
and white governors, in particular, should be trained to be culturally sensitive
to ethnic mnorities.

Finally, while it is inmportant for black parents to be pro-active, black
governors must not be expected to carry the full burden of representing a bl ack
perspective in the struggle for racial equality. |In contrast, ALL governors
nmust take responsibility for inmplenenting equal opportunity policies and
eradicating racial inequality to the best of their ability.



3. RACI AL ATTACKS AND HARASSMENT | N SCHOOLS
Jacques WIlians

The wor kshop was chaired by Barry Troyna who introduced the session by posing
t he question 'Wat form does the problem assune in educational establishnments?

In general, racial harassment has tended to be equated with overt attacks on
bl ack people and their property. This definition does not, however, take into
account nore subtle expressions of harassnent. After nuch discussion, it was
agreed that there are several categories of such behaviour

1) Physi cal attacks and threats of a racialist nature: these include bullying
and fighting which has been highlighted by recent research on bullying in
school s (CRE 1988; Spencer, 1987);

2) Ver bal abuse, including nane-calling, racialist jokes and offensive
mmecry;

3) Threats of violence including racialist graffiti, the wearing of racialist
badges and i nsigni a;

4) Introduction of racialist materials such as leaflets, com cs or mmgazi nes
into school s;

5) Di srespect towards other cultures;

6) Conments of a racialist nature during | essons;

7) Freezing-out, including isolation, starving of information, negative body

| anguage, non-recognition of position held etc.

Di scussion then centred on different forns of response to racial harassment and
attack within educational establishments. Some institutions have a 'There is no
probl em approach and thus ignore racial harassnment. Ohers claimthat they do
not have a problem at the nonent, but when such a problemarises in the future,
they will take action. However, they do not specify what this action entails.
O her establishnents recogni se the existence of racial harassnment and decl are
that it is a problemfor the whole school, i.e. discipline the perpetrator and
support the victim Qhers argue that a strategy of nulti-cultural education
based on a race awareness perspective would eventually lead to a nore
synpathetic attitude and response fromthe white mgjority. At this point, it
was suggested that it would be interesting to see how an anti-racist policy
conpared with this last policy approach

The workshop then turned its attention to practical experiences of the

del egates. Various experiences were shared, e.g. the group heard of nulti-
agency approaches in Southanmpton and Northanptonshire. For instance, staff in
one of the authorities including the Youth Service had hel ped to devel op the
strategy which included guidelines for teachers who were required to accept
responsibility for responding to incidents comrmitted by pupils in and around
school s.

The Burnage report was discussed briefly. One viewwas that it had
significantly damaged the credibility of an anti-racist policy against racia
attacks and harassment. A counter view was that the report had nerely
enphasi sed the crucial need for anti-racist strategies to include the whole
school and the community in devel oping and carrying out a coherent policy.

Finally, it was enphasised that since the very nature of racial attacks and
harassnent is largely a social problem schools by thensel ves would only have
mar gi nal success in finding solutions. Wat is required, therefore, is a
conmuni ty approach to this problem However, participants were of the view that
since power has now |l argely shifted from LEAs to school governing bodies, the
onus now falls on schools to take a lead in involving the comunity.
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