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I ntroduction

Over the last thirty years, there has been a growing realisation that schools
are failing to neet the legitimte needs of many different groups, including
girls, working class children and, nore recently, pupils fromethnic mnority
conmunities. For some tinme, it was assunmed that the nature and provision of
education was sacrosanct and that any differences in educational performance
were attributable to deficiencies in the group in question. Wiile it would be
nai ve to suggest that this 'blam ng the victim perspective has been totally
abandoned, an increasi ng nunber of educationists are now actively seeking causes
for the persistent 'underachi evenent' of pupils within the routine processes of
schooling and t he enbedded assunptions of teachers.

Qur present focus is on the educational experiences and outcomes of children
fromethnic mnority backgrounds. The rel atively poorer educational perfornmance
of pupils fromcertain ethnic mnority backgrounds, conpared to their white
counterparts, attracted increasing attention fromthe late 1960s and throughout
the 1970s. It was against this background that, in 1979, the then Secretary of
State for Education, Shirley WIlianms, established a conmttee of inquiry to
ook into the role of education in a multicultural society. The committee's
interimreport focused on the educational experiences and outcomes of pupils of
Afro-Cari bbean origin (DES 1981). The final report, Education for all (DES
1985), assumed a much wider brief. Extending to over 800 pages, the report
specified that all schools, irrespective of their geographical |ocation or the
ethnic mx of their pupil population, had a responsibility to ensure that 'al
children, both ethnic mnority and majority,' are prepared 'for life in today's
soci ety' through a 'conmon educati onal experience' (DES 1985: 317). Central to
the principles of Education for all was a concern that all LEAs and their

i ndi vi dual school s should ' produce clear policy statements' on this issue (DES
1985, pp. 364-365). What continued to tantalise educational policy-makers and
teachers, however, were two fundamental questions: what form should this 'comobn
educational experience' assune; and what strategies were necessary to put it
into practice?

Clearly, research had a significant role to play in shedding light on these
qguestions, and in 1988 the ESRC | aunched a research initiative in the area of

mul ticultural education. It funded seven projects, sone of which centred on the
significance of cultural and perceived racial difference in the |earning

experi ences of children, while others | ooked nore closely at |anguage-rel ated
topics. In this report we take the opportunity to discuss the devel opnents which
led up to the initiative. In particular, we |ook at the phil osophical debate on
cultural diversity which has shaped practices and procedures in schools in the
post-war period. W also look at the ways in which this debate has influenced
the formul ati on of | anguage policy.

Shifting philosophical perspectives have al so shaped the choice of research
inquiry; these, in turn, have generated different methodol ogies. W | ook at both
t he range of issues around which research has crystallised and the met hodol ogi es
whi ch have been used. The changes whi ch have taken place are, of course, of
interest in thenselves and allow us to | ocate the ESRC projects on a continuum
of change.

Finally, we attenpt to | ook outwards fromthe initiative to consider the

i mplications for theory, methodol ogy and educational policy. In particular, we
consi der some potential pathways for future research.

Education and Cultural Diversity

"There is usually agreenent, at the level of public rhetoric at any rate', argue
Crispin Jones and Keith Kinberley, 'that racist practices are evil and should be
chal | enged. However, where pluralismis perceived as potentially threatening to
the state, policy and practice nmay be specifically constructed to sustain
singularity and reject pluralism with direct racist consequences' (1991: 8).



This apprai sal of the state's response to the presence of diverse ethnic and
cultural groups within its national boundaries captures many of the enduri ng,
some m ght say defining, characteristics of the nulticultural debate. If we
accept Maurice Kogan's characterisation of policies as 'statenents of intent’
(1975: 65) then the tension inherent in the state's response becones clear. A
few exanples fromBritain should be sufficient to sustain this argunment.

First, the |l ast few decades have witnessed the introduction of progressively
nore stringent and racially selective inmgration aws at the sane tine as the
evol ution of increasingly protective race relations |egislation



Second, while cultural pluralismhas been regarded as legitimate in the private
domain, it has been allowed only differential incorporation into the public
sphere. In Britain, the recent controversies over the status of nulticultura
education in Bradford, C eveland and Dewsbury testify to this contrasting
picture. As we will now see, in each of these educational settings doubts were
expressed about the appropriateness of nmulticultural education. In Bradford, in
the m d-1980s, Raynond Honeyford, headteacher of a nultiracial, mddle school
refused to inplement the LEA's policy on nulticultural education. This was part
of his canpaign to challenge, what he called in the title of one of his many
articles, "multiracial nyths'. In both Dewsbury and Cl evel and the controversy
centred on the refusal of white parents to allowtheir children to be educated
in multicultural schools precisely because of the culturally diverse curricul um
whi ch these schools offer.

The third of these ongoing tensions arises fromthe state's endorsenment of the
"legitinacy of difference' at the sane tine as it supports notions of

conditional citizenship. A clear exanple of this arose in the controversy around
the Sal man Rushdie affair, where the state refused to extend the bl asphemny |aws
to tackle the alleged violation of fundanental Islanic tenets. O her exanples
are to be found in education. These include the progressive constraints on the
teaching of community | anguages in schools and the reluctance of the
Conservati ve government to ascribe voluntary aided status to Miuslim school s
whil st permitting Church of England, Catholic and Jew sh schools to enjoy this
privil ege.

The final tension can be found in the Iimted understanding of 'nationa
culture,' exenplified in the National Curriculum especially the prescribed
programes of study for English and H story. Many aspects of these documents
endorse the notion of 'Little Englandism' They are 'a recognition and
celebration of "us" and "our" national identity; a consolidation of "our" shared
val ues' (Troyna and Hatcher 1991: 283). This is out of step with the celebration
of cultural diversity, Europeanismand internationalismfound within these sane
docunent s.

The interlocking and mutually contradictory thenmes which run through these
exanpl es help define the frane of reference in which questions about the role of
education in a denocratic, multicultural society are structured. It is a

di scourse in which multiculturalismoperates both as a social prescription for
reformand as a social description of the way things are in culturally diverse
soci eties. Responsibility for the resolution of the inplicit tension within and
bet ween these two conceptions of nmulticulturalismis often devolved to the
education system The dilemma can be sinply stated: too rmuch all owance for
diversity can lead to fragmentation; too little, to alienation and unrest.

In Britain, this tension is thrown into sharp relief with the introduction of
the National Curriculum While official documentation on the 1988 Education

Ref orm Act (including the National Curriculun) includes the nuted playing of the
cultural pluralismrefrain, the substantive detail and orientation of the

| egislation represents a denial of the value of multiculturalism As we have

al ready hinted, the curricul um docunents are underpinned by a reassertion of
assim |l ationist inperatives in which adaptation to the "British way of life' is
seen as the only way forward to integration. It is difficult to dissent fromthe
vi ew that the Education Reform Act has turned the clock back to the 1960s when a
perception of ethnic mnority pupils as 'trainee whites' perneated policy and
practice. Let us el aborate.

The initial educational policy response in Britain was fornulated on the
host/i mm grant nodel of race relations. The inperative was to ensure that 'they'
became, to all intents and purposes, like "us'. Mpnocultural education, as this
i deol ogi cal stance cane to be called, enbraced two distinctive and all egedly
conpl ementary conponents. The first was the teaching of English as a Second



Language, prinmarily to pupils of South Asian origin. The assunption here was
that once these pupils were functionally conpetent in English they would be able
to conpete on an equal footing with white indigenous children in the
meritocratic educational system (This is a thene to which we will return
later).

The second major policy was based on what is known as the 'contact hypothesis';
nanely, that everyday interaction between pupils fromethnic mnority and

maj ority backgrounds woul d attenuate racial prejudice and discrimination and
contribute to the devel opnent of a harnonious nultiracial society. Under this
educational reginme, the distinctive values, traditions and histories of ethnic
mnority pupils were, at best, ignored, at worse, suppressed. Inplicit in this
i dea was that any residual racial conflict could be attributed to the ethnic
mnority communities.



Faith in the credo of monocultural education began to wane in the |late 1960s.

For sonme witers, such as John Rex (1986), this was the |ogical outconme fromthe
then Home Secretary, Roy Jenkins', insistence in 1966 that integration should be
given priority as a social and political goal in the fornulation of the state's
race relations policy. Integration, according to Jenkins, was not 'a flattening
process of assimlation' but 'equal opportunity acconpani ed by cultura

diversity in an atnosphere of nutual tolerance' (cited in Carter 1986: 78-9). On
its own, however, Jenkins' declaration had little strategic or pedagogi c val ue
to coormend it to educationists and it was left to others to translate the
political rhetoric into substantive educational policy and practice.

Two devel opnents were particularly inportant in this respect, one in research,
the other in policy making. First, the research of David M I ner (1975), pointed
to the allegedly causal |ink between the negative self-inmage of children of
Afro-Cari bbean origin and their relative 'underachi evemrent' in educationa
performance. This pronpted educationists to reflect on the efficacy of

nonocul turalismas an educational ideology. Second, the recommendation in Lord
Bul | ock's report, A Language for Life (1975), that the curriculumshould take
into account the ethnic, cultural and linguistic backgrounds of pupils. This
provided institutional backing for the pronotion of nulticultural education.

Inits initial carnation, nulticultural education assumed a particularistic
stance: an educational response to the perceived needs of pupils fromethnic

m nority backgrounds. But the exclusivity of this approach was chal |l enged by
Lord Swann and his conmittee. Education for all (1985) shifted the ground and
proposed a universalistic conception of nulticulturalism that is, the provision
of educational experiences based on cultural pluralist ideals to all schools and
pupils. As we will soon see, however, there remains an unresol ved tension

bet ween the particularistic and universalistic understandings of nulticultura
educati on.

The Conceptual Muddl e

St udi es of the educational response to cultural diversity have explored a nunber
of substantive themes against a bew | dering backcloth of contradictory
under st andi ngs of key conceptual and theoretical ideas. |If researchers tend to
be out on a definitional linb in their attenpts to cone to terns with the
protean concept, multicultural education (and cognate |abels such as nultiracia
education, multiethnic education, intercultural education, polytechnic
education, antiracist education and education for prejudice reduction), this is
not surprising. After all, they derive from concepts which, burdened with the
wei ght of ideol ogi cal baggage in the disciplines of sociology, anthropol ogy,

phi |l osophy and politics, fail to travel well either within or between these

di sciplines. 'Keywrds' they may be (Cashnore, 1989; WIlians, 1986) in the

| exi con of 'race relations', nonetheless, they remain diffuse, highly conplex
and contested terns.

Sone educational researchers have adnoni shed their peers for failing to
explicate the denotative and connotative neanings of multicultural education
(and its variants) when used as explanatory or analytical tools. It is easy to
see why. On sone occasions, terms such as multicultural, multiethnic and

mul tiracial education are used interchangeably and synonynously. On others,
particul ar concepts are assigned privileged status in the definition, execution
and di ssem nation of research, but remain ill-defined. Social theorists such as
Stuart Hall insist that theoretical formulations are inportant because they
"enabl e us to grasp, understand and explain - to produce a nore adequate

know edge of the historical world and its processes; and thereby to inform our
practice so that we might transformit' (1989: 36).

But ot her educational researchers are inpatient with efforts to consolidate
conceptual clarity. This particul ar exercise, according to the American
educationist, Judy Katz, is sinply one of the 'ganes educators play'. In this
scenario, the participants 'go around and around' in their attenpt to define



terns but never arrive at a 'consensus definition' with the result that 'there
is much discussion and little visible action' (Katz 1982: 12).

One of the coping strategies which has emerged in the literature is for
researchers to rely on pithily expressed slogans. This is typified in the
operational definitions found in the witings of Janes Banks in the United
States and Carlton Duncan, in Britain. For the former, nulticultural education
constitutes 'a generic termwhich inplies systematic school reform (Banks,

1981: 55). Duncan's resolution of this conplex issue treads an even sinpler
path. "Milticultural education', he asserts, 'is synonynmous w th good education
(1986: 39). In our view, these propositions obscure rather than clarify meanings
and provi de nore questions than answers.

There is a further conplication, especially for those researchers and
practitioners involved in conparative studies. This relates to the linmted
exportability of terns across national and cultural boundaries. In Britain, for
exanpl e, concepts such as 'black', 'racismi and 'antiracisni have becone
naturalised in the discourse of 'race' and education. The term nol ogy, in other
words, is heavily racialised, in contrast to the discourse operating in other
West ern European contexts (Neveu 1992). Wat is nore, 'inmmgration' and
"integration', anongst other terms, have assunmed a specific denotative (and
connotative) status in British race relations, which is not necessarily shared
by others in Western Europe or beyond (LI oyd 1992).

This conceptual nuddle is paralleled in the literature on nmultilingualism
There, terns such as nmother tongues, comunity | anguages and hone | anguages are
of ten used interchangeably without explanation or precision.

In spite of this term nol ogical and conceptual confusion, there is some conmon
ground. Undoubtedly, nulticultural education assunmes a view of an ethnically and
culturally diverse society to which the education system should respond in a
positive manner. In this sense, it may be distinguished fromthe notion of
nmonocul tural education and its attendant ideol ogy of assinmilation. Furthernore,
as we have already indicated, it is generally accepted that multicultura
education enmbraces two distinct and conpl enentary inperatives: firstly, neeting
the particul ar educational needs of ethnic mnority children and, secondly, the
broader issue of preparing all pupils for Iife in a nulti-racial society
(Departnent of Education and Science, 1985: 199).

O particular interest to researchers, policymakers and teachers is the |evel of
articulation between these particularistic and universalistic conponents of

mul ticul tural education, and their relative contribution to the realisation of
equal ity of opportunity in education. If the "nultiracial society' is
interpreted as social description then it could be argued that de facto
structural assimlation offers the nore expeditious road to equality of
opportunity. It assunes an educational experience which is concerned primarily
wi th conserving the organi sation of the school, pedagogy, assessnment and
curriculumcontent. In short, this is transm ssionist education, nore conpatible
wi th the endorsenent of cultural hegenony than with the legitimtion of cultura
pluralism (Troyna and Hatcher 1991). This ideol ogy perneated the state response
to linguistic and cultural diversity in the early years of post-war inmgration
fromthe New Commonweal th and, after a period of relative decline, would now
appear to be once nmore in the ascendancy through the influence of the 1988
Educati on Reform Act in England and WAl es.

The alternative stance is adopted by those who see the 'nultiracial society' as
demandi ng a transfornative education; that is, an education which is
reconstituted to ensure that cultural pluralist and antiracist ideals are
normal i sed in adm ni strative, pedagogi cal, appraisal and curricul ar procedures.
The enphasis here is on the self-enmpowernent of pupils 'to broaden their



under st andi ng of thenselves, the world, and the possibilities for transformng
the taken-for-granted assunpti ons about the way we live' (G roux 1988: 189).

Mul tilingual Education

As we have seen, the debate which has taken place around appropriate educati ona
responses to cultural diversity has been both heated and conpl ex. Language is a
vital element in this cultural diversity to which we have already alluded. It is
a synbol of group identity, as real as differences in skin colour, styles of
dress or dietary preferences. It is also the subject of great polarisation: it
can be perceived as a source of enrichnent or as an obstacle to clear

conmuni cati on between groups.

VWhen the focus is shifted fromculture to | anguage, two main issues perneate the
educational literature of the last thirty years: the teaching of English; and
the status of mnority | anguages. The sane tensions which underlie discussions
of "multicultural education' are to be found in relation to linguistic

di versity. The sane evolution fromtransm ssionist to transformative nodels can
be detected in relation to |language in nultilingual classroons.

The teaching of English

VWi le the inportance of English for life in Britain has never been at issue,
opi ni ons about how fluency shoul d be achi eved have changed a great deal over
time. The various theoretical positions can be related to two main influences:
first, philosophies on education for diversity; second, the w der debate within
| anguage teachi ng about effective pedagogy.



In the 1950s and 1960s, English teaching was pronoted as the key to
assimlation. Linguistic mnority children were seen as having probl enms which
could only be resolved through intensive English teaching in isolation fromthe
mai nstream The nost inportant focus within | anguage | earning during this period
was on the grammatical structures of English and the |earning of sentence
patterns through drilling. There was no place at all for children's first

| anguages in this approach and it was not uncomon for teachers to advise
parents that it was in their children's best interests for the fanmily to speak
only English at home (Alladina and Edwards 1990).

By the early 1970s there had been a nmarked shift from approaches which attenpted
to 'assimlate' ethnic mnority children to a nore pluralist, nmulticultura
stance. The exclusive focus on ESL provision as a neans of mneeting ethnic
mnority needs was gradually replaced by arguments that minority children should
be encouraged to maintain and develop their own linguistic and cultura

resources within the school

Worri es about the divisive nature of withdrawal classes for English teaching
were wi despread. Wen provision was organised in this way, the only native

Engl i sh- speaki ng nodel available to | anguage | earners was the teacher and there
was no ot her opportunity for interaction with fluent speakers of English. Many
witers (Cunmins 1984; Dulay et al. 1982) began to argue that |anguage is

| earned nore effectively when it is used in order to conmunicate.

There was al so gradual realisation of the racist inplications of this form of
delivery (Chatwin 1985; CRE 1986), since children taught in isolation or

wi t hdrawn fromthe nainstreamfor considerable periods did not have access to a
full curriculum Teachers were beginning to suggest that all children -

i mm grant and i ndi genous - should be educated for life in a nulticultura
society. By the early 1980s, the need for an urgent appraisal of the

organi sation and content of ESL was becom ng cl ear

The nove towards nainstream ng received a consi derable boost with the
publication of Education For Al (DES 1985). It recommended that the needs of
bilingual |earners should be net within the mai nstream school as part of a

conpr ehensi ve policy of |anguage education for all children and that all
teachers share responsibility for bilingual pupils. Attenpts to integrate second
| anguage | earners rai sed a nunber of unconfortable questions. The interests of

| anguage | earners would not be well-served by transplanting them unsupported
into the traditional, didactic classroomsetting. Various curricul um devel opnent
projects attenpted to provide materials and a franmework for the nove away from
segregated provision. For the first time, specialist teachers began to work

col l aboratively with class or subject teachers.

The current situation is far fromsatisfactory. There are nany i sl ands of
excel | ence where teachers have adapted their resources and cl assroom nanagenent
strategies to neet the chall enges of mainstream ng. However, the needs of nany
bilingual pupils, particularly at secondary school, are often poorly served
(Edwards & Redfern 1992; Troyna and Siraj-Blatchford, 1993). Far too many
children are being channelled to Special Needs departnments, where teachers have
little or no experience of second | anguage acquisition, or are left to flounder
in classroons where no attenpt is nade to devel op col |l aborative |earning

t echni ques.

The conpl ex interweaving of linguistic and cultural issues to which we have
already referred is further underlined by the new criteria for assigning Section
11 noni es which, since 1966, have been targeted at schools with significant
nunbers of pupils from New Commonweal t h backgrounds. As nore transfornmative

i deol ogi es gai ned ground, the teaching of English as a Second Language expanded
to include a range of other cognate areas, including antiracist teaching for al
children. The new regul ati ons, however, mark a return to the old transm ssioni st
agenda where the sole enphasis is on teaching English.



Conmuni ty | anguage teaching

The second strand in the discussion on multilingualismin education concerns the
status of minority or community | anguages. Community | anguage teachi ng has

al ways been the primary responsibility of the comunities thensel ves. There was
a rapi d burgeoning of classes in the private domain during the late 1960s and
early 1970s, nmde possible by the initiatives of religious groups and enbassies
in Britain. The current |evel of activity remains high

Conmunity provision did not attract interest until the 1980s with the work of
witers |ike Saifullah Khan (1980), LM, (1985), Taylor (1986), Bourne (1989) and
Al |l adi na and Edwards (1990). The debate arising fromthe 1977 Directive on the
Educati on of Children of Mgrant Wirkers issued by the Council of the European
Conmunity (EC) acted as a catalyst for this scholarly attention. The Directive
had called upon nmenber states to offer tuition 'in accordance with their

nati onal circunstances and | egal systenms' and required themto 'pronote’
conmuni ty | anguage teaching. Wile considerable scepticismhas been expressed
about governnent willingness or ability to achieve even these nodest ains, the
flurry of activity surrounding the Directive at |east succeeded in placing
conmuni ty | anguage teaching on the agenda of mai nstream educators. It al so
pronpted LEAs to recognise the legitimcy and rel evance of comunity-run

| anguage cl asses.

Wthin mai nstream educati on, comunity | anguages have achi eved greater

prom nence partly through | anguage awareness activities, which acknow edge the
mul tilingual conposition of present day Britain, and partly by naking them an

el ement of the regular curriculumas subjects in their own right. Support for
these initiatives has cone fromresearch findings which suggest that certain
cognitive skills can be transferred from one | anguage to another and that a good
foundation in the first language is a prerequisite for success in second and
subsequent | anguages.

Vari ous probl ens have energed, however, regarding the status and organi sation of
conmuni ty | anguage teaching in schools (Bourne 1989; Edwards & Redfern 1992).
There has al so been concern about the anmpbunt of control which is exercised over
what is taught. Mdst comunities feel that classes should address the history,
culture and religion of the pupils in question. The position currently taken by
t he government, however, is that the teaching of a (community) |anguage shoul d
not be equated with the pronotion of a particular religious or politica

vi ewpoi nt (DES 1990: 97).

The inpl enentati on of a National Curriculumraises further issues. In the
secondary sector, |anguages which can be taught were originally divided into two
schedul es. Al schools were required to offer at | east one of the eight working
| anguages of the European Community which nmade up Schedul e 1 | anguages. After
this obligation had been nmet, schools could offer a Schedul e 2 | anguage which

i ncl uded Arabic, Bengali, Gujarati, H ndi, Japanese, Mandarin or Cantonese

Chi nese, Mddern Hebrew, Panjabi, Russian, Turkish or Urdu. Criticismof the two
list format and its inplied hierarchy has led to the replacenent of Schedules 1
and 2 with a single list of |anguages (DES 1990: para 11.5). However, it is
still the case that |anguages other than EC working | anguages can only be

of fered when the school already provides teaching in an EC working | anguage.

Over the last 30 years we have nmoved away fromthe pronotion of English teaching
as the route to the effective assimlation of inmmgrants, an activity which took
place in isolation fromthe mainstreamand in which mnority |anguages had no
part to play. The current consensus is that English is | earned nost effectively
within the mainstream and that all teachers should share responsibility for the
devel opnent of bilingual |earners. At the sanme tine there has been a grow ng
awar eness of the inportance of maintaining comunity |anguages and according
themrecognition within the school. Against this background it was perhaps



i nevitabl e that schools should start to replace English |anguage with bilingua
cl assroom support.

Bi | i ngual support is found nost frequently in primary schools, though some
initiatives have taken place at the secondary level. It tends to take three
forms, with teachers or 'assistants' undertaking all three at different tines.
These are: hel ping individual pupils; translating notices; and working with the
whol e class. As a newy devel opi ng area, bilingual support teaching is, not
surprisingly, beset with difficulties. On a practical |evel, sonme bilingua
support teachers conplain that they have recei ved no adequate job descriptions
or that they are not sufficiently involved in | esson preparation. There are al so
guestions of status since many bilingual support teachers are actually
unqual i fi ed assistants - a scenario which hardly hel ps to enhance the prestige
of bilingualismin schools.

Clearly, there has been significant noverment throughout the 1980s towards the
notion of 'multilingual education'. The aimof this is to encourage children to
make use of the full range of their linguistic repertoire in communication and
in learning, with the support of multilingual teachers, assistants, parents and
appropriate resources. This approach in no way chall enges the centrality of
English as the main nedium of education and the inportance of providing English
| anguage support for bilingual children across the curriculum

There is, however, a grow ng tension between the official view of what
constitutes appropriate education for bilingual pupils and the view of many
teachers and conmunity organi sations. It has becone increasingly clear that
central governnment considers the use of home | anguages as a bridge to the
acquisition of English, and not as a legitimte educational activity in its own
right. The Swann Report (DES 1985), for instance, considered that bilingua
support was appropriate in prinary education, but it paid no attention to its
possi bl e status or application in secondary schools. As we inplied earlier, this
position has been consolidated by the new criteria for Section 11 funding which
are likely to result in significant cuts in community |anguage and bilingua
provi si on.

Research enquiries on multicultural education

Al t hough not always structured explicitly in these terns, research into the
educational needs of a multicultural society has tended to crystallise around
the contentious matter of whether schools (and tertiary institutions, to a

| esser extent) shoul d adopt a transmissionist or transformative stance in their
functions as sel ection and socialisation agencies. This is why research has
tended to centre on the follow ng enpirical enquiries: curriculum devel opnent;

| anguage; the 'racial' attitudes of teachers and pupils; pupil-teacher

i nteraction; conparative academ c performance along ethnic lines; and, the

rel ati onshi p between espoused ai ns and consequences of institutional policies on
mul ticul tural education.

In each of these enquiries the main aimhas been to assess the nature and
effects of the inplenentation of cultural pluralist and antiracist principles in
the two mai n spheres of education: selection and socialisation. On the one hand,
consi derabl e research energy has been commtted to identifying the principles
which informthe way pupils are allocated into the hierarchy of ability groups.
For this reason, the rel ationship between ethnicity and achi evenment has been a
dom nant feature on the research agenda. On the other hand, research has
attenpted to tease out the role of the school in devel oping (or counteracting)

t he i mages and under st andi ngs which pupils devel op about thenselves and their
social world. O course, the distinction between the selection and socialisation
aspects of education can only be naintained at an anal ytical |evel. Nonethel ess,
it helps to clarify the ains of researchers engaged in this area of enquiry.



The comon priority of the ESRC-funded research teans was to specify ways in

whi ch schools mght re-orient their socialisation functions with regard to
pedagogy, organisation of |earning groups and curriculumcontent. The teans were
al so united by the conviction that research in this area should harness the

"l anguage of possibility' to the 'language of critique', to use Henri Groux's
terns (1988). Each project team then, was guided by the proposition that
teachers, both individually and collectively, have the potential to make
strategic interventions into the experiences of children in ways which would
advance the realisation of a denocratic, nulticultural society. Their policy
recomendati ons derive fromresearch based in the different phases of pre-16
settings, fromnursery schools upwards.

The Strathcl yde proj ect

The project team of Rudol ph Schaffer, WIIiam Cheyne and Gustav Jahoda worked in
eight multi-ethnic nursery schools in Strathclyde, staffed exclusively by white
adults. The researchers contrived a series of 'key' situations to enable themto
observe and anal yse, through quantitative nethods, staff-pupil interactions.

Al t hough the sex of the child and the ethnic nmx of the school were noderating

i nfluences in this process, the analysis pointed to a fairly coherent picture of
differential treatment of children according to their ethnicity. In each of the
situations observed, teachers assumed a nore controlling style with pupils of
South Asian origin conpared to their white counterparts.

In one-to-one conversations with children of South Asian origin, teachers
adopted a nore didactic style. Although the staff menbers tended to ask the
children of South Asian origin nore questions, these constrained rather then
facilitated the pupils' contributions. In short, they were fixed-choice
guestions pronpting yes/no responses. Interactions between white adults and
children from Sout h Asi an backgrounds during the taught task sessions devel oped
al ong the sane lines. They were characterised by relatively greater enphasis on
directives, physical control and negative feedback. In this situation, where
guestions were used to pronpt action responses, white Scottish children were the
favoured recipients.

Finally, in group sessions, teachers tended to be nore responsive to the 'bids
of white Scottish children. The research team concluded that this differentia
node of interaction along ethnic lines is detrinmental to the linguistic,
cognitive and social devel opnent of children of South Asian origin. This pattern
of results, according to the researchers, is partly explicable in terms of the
organi sation of the nursery school systemin which there is little roomfor one-
to-one interaction. However, the main explanation adduced by the teamis that
neither the LEA nor the individual nursery schools had responded to Swann's
exhortation for action. They had not, in other words, devel oped policies or

gui delines for staff on multicultural education. In the context of this
institutional inertia, superficial and stereotypical assunptions about pupils of
South Asian origin prevailed whilst the difficulties which these children
experienced in English | anguage were underesti nated by teachers. As the research
t eam enphasi sed, educationists' commtnent to the 'we treat themall the sane'

i deol ogy reflects an insensitivity to the differential positioning of pupils to
the curriculum It also has the potential to consolidate forms of racial

i nequality in education.

The Birkbeck project

Li ke the Strathclyde project, Netta Biggs and Viv Edwards' research, based at

Bi rkbeck Col | ege, London, explored the effects of ethnicity on classroom

di scourse. The children in this study were slightly ol der, between the ages of
five and six, and in their first year of conpul sory schooling. The focus was on
teacher-pupil interactions and a distinction was nmade between those initiated by
teachers and those by pupils. The prem se underpinning the data collection and
anal ysis was that comunication is a two-way process where all participants



carry responsibility. In this, their study departed from other nodels which
define success in conmunication as conformty to the patterns and expectations
of the dom nant group (Singh et al. 1988).

The anal ysis of teacher-initiated interactions showed that ethnicity was
statistically significant in relationships with three separate explanatory

vari abl es. The total nunber of interactions initiated by teachers with black
pupils was significantly fewer than those initiated with their white peers.
Teachers had fewer extended exchanges with black children than with their white
counterparts. They also spent less tinme with themdiscussing the particular task
whi ch had been set.

In contrast, the analysis of pupil-initiated interactions showed no evi dence of
an ethnic effect. The nodel originally proposed - that communication is a two
way process in which both parties nust take responsibility for the outcomes - is

seriously chall enged by these findings. The Birkbeck researchers argue that the
fact that different anmpbunts of tine and different kinds of interaction are
associated with different groups of children nmust be recognised as the
responsibility of the teacher al one.

Bi ggs and Edwards explored the inplications of this position in greater depth by
drawi ng on observational data which pointed to a negative teacher view of ethnic
mnority children. Like the Strathclyde team the Birkbeck researchers argue for
the need to ook critically and in depth at the effects of our socialisation on
the stereotypes which we may hold and at the wider role of what has cone to be
known as institutional racism They draw attention to the need to sensitise
teachers to the ways in which they interact in subtly different ways with

di fferent groups of pupils and to the inplications of these patterns of

behavi our for different educational outcones.

The Bangor proj ect

The Bangor team consisting of Carl Janmes, Peter Garrett, Marianne Jones and
Yvonne Griffiths, also considered pedagogical issues, though in this case the
focus was on the possible benefits of using the nother tongue in the classroom
They set out to exam ne the effects of using mnority children's nother tongue
as part of witing tasks in the English | anguage classroom The project was both
smal | -scal e and short-terminvol ving two schools in Gwnedd and one in
Lancashire. Children's dom nant | anguage was assessed and, over a period of
twel ve weeks, one group of children in each school did their pre-witing
preparation for one hour a week in English, the other in Wlsh (in the Gwnedd
school s) or Panjabi (in the Lancashire school). At the start and the end of this
period, children were engaged in two witing tasks: one transactional (playing a
gane and then witing about howto play it) and one narrative (discussing a
picture and then basing a story on it). Children were also asked to conplete a
guestionnaire covering sone 15 different attitudes and perceptions.

Few statistically significant differences were found between the nother tongue
and English groups in either the content or the organisation of witing over the
twel ve week period. The picture which energed is difficult to interpret. In a
smal | nunmber of cases, increased scores were noted for the English group and
decreased scores for the nother tongue groups. On other occasions, there was

mar ked variation in the performance of both groups of children in different
school s.



The researchers advanced a nunber of possible explanations for these findings.

It is highly probable that the effects of such limted intervention over so
short a period would be too subtle to detect. They also point to other possible
effects including differences in teacher style and the kind of |anguage to which
the children were exposed. In the Gwnedd schools, for instance, the teachers
tended to use a 'classroomregister' very different fromthe everyday | anguage
of the children. In Lancashire, the teacher did not share the same dial ect of
Panj abi . Some children al so nentioned the fact that they would have preferred
preparing in English if they were going to wite in English.

Interestingly, however, although the intervention had few discernible effects on
performance, there were statistically significant differences on five of the 15
attitude scales. Attitudes to witing, self, ethnic identity, school and Britain
all became nore favourable over time for the nother tongue groups and were
steady or |ess favourable for the English groups.

The study al so threw sone interesting |ight on the ongoi ng debate as to whether
bilingualismin Wales has inplications for bilingualismin other parts of
Britain. The picture which energes is one of considerable differences between,
on the one hand, the first Wel sh school and the Lancashire school and, on the
ot her hand, the second Wl sh school and the Lancashire school. Wile the Bangor
team agrees with other researchers in this field that it is dangerous to
generalise fromone bilingual situation to another, its findings suggest that
devel opnents in Wal es may have rel evance for other bilingual settings.

One clear implication fromthe findings of this study is the need for nore
anbi ti ous | ongitudi nal studies. The Bangor team al so argues that future research
shoul d consi der the advantages of using a m xture of both | anguages in pre-
witing work. Finally, they point to the need for researchers to pay closer
attention to how policies are interpreted and i nplenented in the classroom

The Lancaster project

There has been a good deal of discussion about the desirability of 'bilingua
support' which will allow bilingual children access to the curriculumin the
early years of primary education (cf. DES 1985). However, there is a dearth of
research on bilingual classroomprocesses in a British context. The Lancaster
team of Marilyn Martyn-Jones, Mkul Saxena, David Barton and Roz |vanic
addressed this lacuna with their project on 'Bilingual resources in primry

cl assroominteraction.'

The main focus of the project was the devel opnent of a bilingual assistant
schene in Lancashire primary schools. In-depth interviews with LEA staff

i mpl enenting the schene, observation of |ocal training programes, questionnaire
data and cl assroom observation made it clear that the role of the bilingua
assistant was defined in different ways by different schools and that there was
an absence of clear guidelines. The anount and content of training and support
for the bilingual assistants also varied considerably.

The Lancaster team was not, however, concerned sinply with job descriptions and
training. They were al so anxious to identify ways in which the use of conmunity
| anguages nakes a difference to both the nature of classroom di scourse and the
nature of children's responses to |earning opportunities. In doing so, they

i ntegrated descriptive franeworks fromrecent research on bilingual code-

swi tching, emergent literacy and cl assroom di scour se.

The data for this part of the project were collected over a two year period of
et hnogr aphi c observati on of teaching and | earning events conducted bilingually.
It emerged that bilingual support was organised in a variety of ways: in some
cl assroons, bilingual assistants |ed the event, either on their own or in the
presence of a nonolingual adult. In other classes, they worked al ongsi de the



cl ass teacher, the | anguage support teacher or the nursery nurse. In sone such
cases, the bilingual assistant woul d make a contribution in the child' s hone

| anguage whi ch was then followed by a contribution fromthe nonolingual adult in
English; in other cases, English would be used first and then the bilingua
teacher would translate and/or refornmulate in the child' s hone | anguage.

Anal ysis of a wi de range of bilingual classroomdiscourse pointed to the ways in
whi ch bilingual support teachers act as buffers between the children, their

fam lies and the mainstream school, leading to oscillation between curriculum
oriented and | earner-oriented discourse. The Lancaster researchers argue that
their code-swi tching should be seen as a significant comunicative resource for
managi ng the conflicting demands which they face in their work. They al so point
to the urgent need to exam ne the existing pedagogic practice in classroomns
where bilingual assistants work: if the organisation and assunptions of the

cl assroom are not supportive of the | anguage | earni ng needs of energent
bilingual children, the presence of a bilingual assistant can be no nore than a
palliative. Finally, while the Lancaster teamrecognises the low priority
currently being given to initiatives of this kind, they make a strong case for
devel opi ng bilingual classroom practices which allow children to | earn and

expl ore ideas through talk in the home or community | anguage.

The Sheffield project

Along with the Strathclyde, Birkbeck, Bangor and Lancaster projects, the team
based at Sheffield (Peter Smith, Mchael Boulton and Hel en Cow e) al so expl ored
pedagogi cal questions. At the risk of oversinplification, the Sheffield team saw
potential in 'bottomup' rather than 'top-down' strategies for institutiona
change and innovation. Curiously, the Swann report was silent on the

rel ati onshi p between cl assroom organi sation, teaching styles and nulticultura
education. Yet as other researchers, within and outside the ESRC projects, have
enphasi sed, the role of pedagogy cannot and should not be ignored in this

cont ext .

The Sheffield research mght be characterised as interventionist. The aim to
assess the effectiveness of a curricular progranme designed to enhance inter-
raci al co-operation and encourage positive attitudes towards one's own and ot her
et hnic groups. The team worked with three middl e school teachers who had
attended specific in-service courses on co-operative group work (CGN. The
concern with process rather than content was pre-emnent in assessing how far
CGW approaches facilitated changes al ong desired |ines. The researchers were
cautious in the interpretation of the data fromthis snall-scal e study.
Nonet hel ess, on the basis of results derived froma range of nmeasures tried and
tested by other researchers to elicit children's racial attitudes, they concl ude
that CGWhas the potential to tackle racial prejudice and enhance inter-racia
co-operation. Conpared to their counterparts followi ng the normal curriculumin
the three schools, children who experienced CGNtended to show a greater liking
for classmates irrespective of ethnicity or gender. The researchers al so found
that the teachers of CGW became progressively conmitted to this teaching style.



The Warwi ck project

The Sheffield researchers based their assessment of the CGWNon changes in
children's racial attitudes as derived froma battery of convergent and, on the
whol e, experinental neasures: socionmetry, |iking ratings, photographs, and self-
esteem profiles. The starting point for the Warwi ck research team of Barry
Troyna, Richard Hatcher and David Berridge was that these quantitative
nmeasurenents of racial attitudes are limted, perhaps even inappropriate. At
best they can only provide answers to what is happening in the conplex rel ations
bet ween children. But they are inappropriately framed to elicit data on the
reasons why and how relations in school tend to be circunscribed by ethnicity
(and gender). It was partly for this reason that the Warw ck researchers
eschewed conventional quantitative nmethods for investigating the salience of
‘race' in children's lives. As an alternative, the researchers held di scussions
with 160 nine, ten and 11 year old children in three mainly white primary
schools in England. Their aimwas to uncover the main conditions which pronpt
children to operationalise 'race' as an organising principle and expl anatory
framework for their everyday actions and judgenents. It was the team s
contention that this conplex matter could only be addressed by a series of
penetrative discussions which |ocated the issue of 'race' in the context of
children's cultures. It was fromthis perspective that the research shed sone
light on the range of situations in which children used racist nane-calling.

Primarily, this form of abuse was selected fromwi thin children's interactiona
repertoire in an attenpt to assert dom nance over their schoolmates. It energed
in '"hot' situations where children, often with racially egalitarian views, used
it spontaneously during heated argunments. For sone, it was seen as a legitinate
defence strategy; for others, it led to feelings of renorse and guilt. 'Cold
situations, by contrast, involved children deliberately teasing or harassing
other children, usually as part of a ganme. Watever the context, white and bl ack
children recogni sed racist nane-calling as the nost potent form of abuse
available in their interactional repertoire.

This research project differed fromothers in the ESRC initiative in that it
focused mainly on children rather than adults. But there were areas of

conmmonal ity. For instance, it shared the conviction of the Sheffield teamthat
the efficacy of nmulticultural education policies does not necessarily derive
from'top-down' strategies. As we will now see the Warwi ck project also |inked
with the NFER research in secondary schools in highlighting the significance of
children's friendship groups in understanding the conditional status of racism
in children's lives.

The NFER proj ect

The NFER t eam of Monica Tayl or and Rani Dayaramani was especially interested in
the ways in which LEAs and school s had responded to Swann's call for action. The
researchers enpl oyed an eclectic approach to the collection of their data:

anal ysis of policy docunents, structured and unstructured interviews with
pupils, LEA advisors and school staff; shadowi ng and non-parti ci pant
observation. In general terms, their study ainmed to tease out the relationship,
i f any, between LEA and secondary school policies on multicultural education
(MCE) and pastoral care/personal and social education (PSE) Mre specifically,
they were concerned with identifying problematic and divergent areas in this
rel ationship as well as highlighting good practice in those schools which had
noved sone way towards the integration of MCE and PSE

After conpleting a general survey of LEA policy positions on these issues the
research team focused on four schools (in three LEAs) containing different

proportions of ethnic mnority pupils. This enabled the researchers to take a
closer ook at the extent to which school policies on MCE and PSE had nade a



di scernible inpact on the ethos of the institution, as interpreted by staff and
percei ved by pupils.

The concl usi ons give serious cause for concern. In its national sanple, the
research team found that LEAs were nore likely to have devel oped an MCE than a
PSE policy. But the research also confirmed that MCE nmeans all things to al
people. This was highlighted by the significant variations in the
conceptual i sation, content and status of the policies as well as in their
potential for practical inplementation. The limted inmpact of Swann's orthodoxy
of 'Education for all' on the educational |andscape could, however, be discerned
fromthe LEAs' predilection to endorse and diffuse a particularistic rather than
uni versalistic understanding of MCE. The policies were nore likely to be in
place in LEAs with a significant ethnic mnority popul ati on and were oriented
mainly to the perceived educational needs of these children. Equally disturbing
was the |ack of articulation between MCE and PSE policies. A few LEAs made
gestural acknow edgenents in this direction but, on the whole, the relationship
was i ncoherent and inplicit.

This discontinuity was replicated at school |evel. The research team spent tine
in four secondary schools interview ng teachers and pupils, attendi ng neetings
and observing | essons. Here, it found no direct correspondence either between
LEA and school (or w thin-school) policies on these issues. Nor was any
correspondence perceived by the third year pupils with whomthe researchers made
contact. MCE had sinply failed to suffuse the PSE policies or practices within
the schools and in the absence of a perneating culture of MCE (or, nore
significantly, antiracist education) pupils spoke of their need to develop their
own strategies to cope with the perceived unfairness and raci smthey experienced
wi thin and beyond the school gates. The research team concl uded by enphasi sing
the 'glaring need" for in-service education courses which address and attenpt to
resol ve the conpl ex and controversial issues to be found on the PSE MCE

i nterface.

The underlying assunption shared by this and some of the other ESRC projects is
that institutional policies, at LEA and school l|evel, have the potential to
shape and legitimate multicultural practices as a routine feature of life in
school s. However, these policies are nodified and nediated by school staff in
di fferent ways. Wiat energes fromthis process, then, forns the basis for
teachers' everyday judgenents and acti ons.

Resear ch Met hodol ogy

It is possible to identify two dominant trends in the literature on research
net hodol ogy. The 'classic' text book approach exenplified by Mdser and Kalton
(1957), Cohen and Manion (1980) and Bell (1987) revolves around idealised
versions of 'how to do research' and sanctions, inplicitly or otherw se, the
"nmyth of objectivity' in research (Medawar 1963). The main function of this
paradigmis to specify the various qualitative and quantitative nmethods of
research and to lay bare the allegedly |ogical and sequential phases of its
conception, execution and di sseni nation. The influences of this paradigmcan be
di scerned in the Strathcl yde, Bangor and Sheffield projects.



The alternative genre centres on nore reflexive accounts of the research
process. Fromthis 'postpositivist' perspective, research is not construed as
somet hing pristine but is reported as 'sonmething carried out by flesh and bl ood
figures who are engaged in real life activities. The research field itself is
full of ideology, politics and conflict' (Jacubowi cz 1991: 5). A classic
expression of this genre is to be found in WIliam Foot Wyte's appendix to his
et hnogr aphi cal | y-based study, Street Corner Society (1955). Mre recent

refl exi ve, or autobi ographical accounts of social and educational research are
contained in edited collections by Adel man (1984), Burgess (1985; 1989) Wl ford
(1991) and Bell and Newby (1977). Further, the recent sem nar series funded by
the ESRC and co-ordinated by Barry Troyna and David Hal pin at the University of
Warwi ck is designed to enphasise this perspective in current research on the
1988 ERA. The Sl ough, Lancaster and, to a | esser extent, Warw ck, teans

devel oped research paradi gns which approximate nore or less to the
postpositivist genre while the Birkbeck team used a nore ecl ectic approach,
drawi ng on et hnographic data to help interpret the quantitative findings.

A recurrent interest of those working within the reflexive paradigmis to

hi ghl i ght and di scuss the ways in which researchers grapple with the ethical and
political dilenmmas associated with their enpirical research projects. However,
one of the characteristic weaknesses of at |east sone of the witers in this
genre is the tendency to focus too intently and exclusively on their own
experiences. That is to say, they provide idiosyncratic accounts of their
research experience and pay relatively little regard to the nore genera

net hodol ogi cal inplications of their encounters and dilemmas. Wile there is a
rich seamof critical reflection in the area of fem nist research (including
anti sexi st education), postpositivist accounts of research into nmulticultura
education are few and far between. The refl exive accounts of Ball (1991),
Bhavnani (1988), Essed (1991), Mac an CGhaill (1989) and Troyna and Carrington
(1989), which interrogate their own and others' nethodol ogical practice in this
area, are exceptional in this regard

O the seven ESRC-funded projects, three give sone consideration to the ethica

i ssues linked to the research process. Anongst these, it is the NFER team which
gives the matter greatest thought. A significant element of the teanis fina
report to the ESRC addresses the ethical issues raised in each of the

devel opnent al phases of the project: decisions about staffing, access to
research sites, content of interviews, relationship with intervi ewees and

di ssem nation. In particular the project nenbers reflect on the appointnment of a
bl ack researcher; relationships with respondents and respect for anonymty,
confidentiality and 'off the record remarks. The team al so reflects on the
ethical inplications of putting questions to pupils about fairness, authority
and justice which have the potential to encourage the young people to call into
doubt the normative power of the school. It is unfortunate, however, that these
profoundly interesting questions are treated in an idiosyncratic manner in the
research report and not articulated with the emerging literature on ethics in
soci al and educational research (e.g. Burgess, 1989; Densconbe and Aubrook 1992;
Homan, 1992).

The Birkbeck team of Biggs and Edwards al so draws attention to ethical matters.
The researchers point, for instance, to the very real tension which energed
during the fieldwork between trust and what m ght be perceived as betrayal. On

t he one hand, teachers had been generous enough to open up their classroons and
expose thenmselves to scrutiny. On the other, it was very likely that staff would
not be able to handl e the observations which the researchers mght want to nake
about the way teachers sonetines interacted with children fromethnic mnority
backgr ounds.

The Birkbeck researchers point to a real dilemma. They argue that the obvious
solution to this conundrumis to enbark on research with teachers where
triangulation is nore formally part and parcel of the agreement. But this raises



a host of other problens. Teachers who were prepared to take part under these
conditions would al nost certainly be those who were al ready engaged in 'good
practice'. Those who felt insecure would be nore likely to hold back.

They al so point to certain practical problens, arguing that an action research
project of this kind would need to be a long-termexercise in order to ensure
the mutual trust and support necessary for success. Wiile this solution would
have many research benefits it also raises problens for both teachers and
researchers. Teachers already feel under siege fromthe many demands currently
made on them and the researchers know that they are nore likely to obtain
funding for a short-term | ow budget project than for a nore costly long-term
st udy.

Questions of confidentiality and anonymity and 'informed consent' constituted an
underlying, sonetines overt, concern in the research based at Strathclyde and
Warwi ck. Despite the cautious tenor of the Strathclyde report (and associ ated
publications) subsequent neetings between the teamand the staff in the sanple
nursery schools and LEA resulted in precisely the situation which the Birkbeck
researchers anticipated; namely a critical, even defensive reaction fromthe
teachers and advi sers. |Indeed, the Strathclyde teamhas found it difficult to
negotiate further access to the LEA's schools to follow up sone of the issues
raised in the research.

The Warwi ck team found that the press response to the announcenent of their

proj ect played some part in the decision of one LEAto withdraw its co-operation
prior to the start of fieldwork. Despite finding a replacenent for this LEA the
epi sode raises the crucial ethical question of '"informed consent' - how nuch
researchers reveal about the nature of their proposed study in deliberations
over access to institutions, staff and pupils.

On a related matter the central methodol ogical tools used in the Sheffield
research - sociometry, liking ratings and photographs to elicit attitudes to
children's own and other ethnic groups - have come under fire from both bl ack
and white researchers. O particular inportance here is the ethical matter of
how far researchers who use these nethodol ogical tools are guilty of
mani pul ating the research process in ways which encourage children to naturalise
"race' (and gender) in their choices of favoured i mages (see Troyna, 1993 for
further discussion).

Concl usi ons

By way of conclusion, we would |ike to focus on three main areas of concern
arising fromthis ESRC initiative: promsing avenues for future research on
mul ticultural education, basic and applied; questions of appropriate

nmet hodol ogi es; and the role of black researchers.

Directions for future research

Various thenes energe both fromthe research undertaken as part of the ESRC
initiative and from enquiries which have taken place in parallel, which point to
likely avenues for further exploration. Wichever of these is pursued, it is our
conviction that researchers continue to be guided by what Stuart Hall typifies
as the nain inperative of the social sciences. In his view, social scientists
shoul d focus their attention on 'deconstructing the obvious' and attenpt to show
"people that the things they immediately feel to be "just like that" aren't
quite "just like that"' (1980: 6). In this final section of the report, we want
to give sone flavour of the theoretical and nethodol ogi cal issues which night
shape and influence future research initiatives in this area of enquiry. Let us
begin by pointing to sone of the changes which have taken place since the
 aunching of the ESRC initiative in 1988 and consi der how these m ght inmnpact on
the drafting of a future research agenda.



One of the nmost inportant changes since 1988 has been the grow ng understandi ng
that research needs to nove away fromthe traditional enphasis on 'race
(defined in terns of the social significance ascribed to phenotypica

di fferences) to a nore broadly conceived understanding of the role of education
in the production and reproduction of inequality. In the USA particularly, this
under st andi ng has assunmed a specific idiom There, recent theoretical work has
noved away fromthe exclusionist concern with 'racial' inequalities. Taking its
place is a determ nation to enbed the experiences of non-white and white
children in a nmore broadly conceived understandi ng of the role of education in

t he production and reproduction of inequality. Wat now conpels the attention of
an increasing nunber of researchers is whether inequalities of 'race', class and
gender operate increnentally, in parallel, or in a nore conpl ex non-synchronous
manner. So far the research has only scratched the surface of this conpl ex
phenonenon and the tinme is nowripe for further theoretical and enpirica

i nvestigation (Apple and Wis 1983; Crichlow and McCarthy 1993; MCarthy 1990)

The setting up of the single European community in 1992 also pronpts us to
reflect on the current inflection of research on this thene. To begin w th, of
course, the closer links with mainland Europe have thrown into sharp relief what
sone see as the parochial and anachronistic nature of the race relations debate
in Britain. W have already noted that sone of the taken-for-granted ternms of
this discourse do not transfer easily into other European settings (Neveu 1992).
VWhat is nore, the formation of the single European market raises new questions
about the shifting boundaries of identity and their relation to inmmgration and
donestic policies. In this new scenario, it is clear that research framed around
race rel ations and education can no |onger be distilled into the black/white
coupl et which has dom nated the debate in Britain. This reductionist approach to
the study of relations within nulticultural societies goes against the grain of
research taking place on mainland Europe as well as the energent postnoderni st
witings in Britain (e.g. Rattansi 1992; Rutherford 1990).

Anot her inportant change since the |launching of the initiative is the passing of
t he Educati on Reform Act (1988) in England and Wil es, and the proposal s
contained in the 1992 White Paper on education, Choice and Diversity. Set

al ongsi de radi cal changes to the criteria governing Section 11 grants, these
devel opnents help to provide a fresh agenda for researchers. Questions
surrounding the orientation and content of the National Curriculum forns of
assessment; adm ssions, recruitnment and suspensions policies within the
framewor k of school -based managenent; and the inplications of 'parental choice'
and opting-out for issues of equality of opportunity have already attracted the
attention of researchers and will continue to do so.

But changes of this kind need to be closely linked to some of the theoretica
concerns we have highlighted in this report. For instance, research on these
substantive thenmes need also to address the w der question of the relative
status and weighting given to transnissionist and transformative forns of
education under the ERA. It is custonmary for researchers commtted to socia
justice principles to point out that the ERA has the potential, wittingly or
ot herwi se, to encourage a regression back to transmi ssionist principles and
practice, to give legitimacy, in other words, to an educational setting in which
assimlation is once again in the ascendancy. As a corollary, the status of
transformative forns of education (including the celebration of cultura
pluralismand the pursuit of antiracist education) as legitinmate educationa
principl es cones under serious threat.

In broad terns, the ERA and associated initiatives destabilise the role played
by education in culturally diverse societies. The positioning of education as a
public concern, provided for, debated over and controlled in the political arena
will pronpt some menbers of ethnic mnority groups to oppose the orientation of
the ERA. Why? Because they are inplacably hostile to structural assimlation
VWhat is nore, they see their demands as non-negotiable. They mmintain that the



cultural and religious needs of their children should be nmet within nmainstream
schools; if not, they will establish their own separate schools - state funded,
or ot herwi se.



On the other hand, the orientation of the ERA and the 1992 Wite Paper on
education, Choice and Diversity , owe a great deal to the grow ng influence of
cultural restorationists who have canpai gned vi gorously and quite successfully
for transmissionist forms of education (Ball 1990; Troyna and Carrington 1990).
For them equality of opportunity can only derive fromknow edge of, and
conpetence in, a 'conmon culture and a conmon heritage', to use Kenneth Baker's
ternms (cited in Ball and Troyna 1989: 27). It is against this background that
the struggle for the legitimation of a transformative education for a

mul ticultural society is currently being waged.

Each of these two devel opnents - the formation of the single nmarket and the
passing of the ERA and related |egislation - provides fruitful research paths to
follow. But their convergence suggests that another of the priorities for
research in the 1990s should be to explore the role of education in the creation
and consolidation of privileged 'national' identities. The contrived versions of
"insiders' and 'outsiders' which currently prevail and are likely to be
reinforced within and beyond the educational terrain have hegenoni sed comon-
sense understandi ngs of national culture, identity and the sense of

bel ongi ngness.

The need for any research question to be firmy linked to the devel opnent of

t heory goes without saying. There is also a need, however, for applied research
whi ch explores the interface between the findings of nore theoretical research
and their inplenentation at the level of the school and classroom Several of
the projects which nake up the ESRC initiative place consi derabl e enphasis on
the need for in-service education which raises teacher's consciousness of the
conpl ex and controversial issues surrounding nulticultural education. The
Strat hcl yde project, for instance, indicates that when policies and gui delines
for multicultural education are not in place, the inevitable consequence is that
st ereotypi cal assunptions about children from other ethnic backgrounds abound.
The project also highlights the lack of clarity as to ethnic mnority children's
nost pressing | earning needs. The Birkbeck researchers, too, talk of the

i mportance of sensitising teachers to ways in which they interact in subtly
different ways with different groups and to the inplications of these patterns
of behavi our for different educational outcones. By the sane token, the NFER
researchers underline '"the glaring need" for in-service which addresses the ways
in which policies for multicultural education inpinge on PSE

Al t hough the other projects do not discuss the need for in-service as an issue
of particular concern, inmplicit in the nature of their investigations and
findings is the notion that teacher awareness of the issues nust be raised. The
calls for in-service education, however, are seldomlinked - within or outside
the initiative - to discussion of the npbst appropriate nodels for training and
pr of essi onal devel opnment (see Bagley 1992). W would argue that there is an
urgent need for applied research which docunents the process of change (cf.
Massey 1991; Edwards & Redfern 1992), which encourages critical reflection on
the part of all participants in the research process, and which attenpts to
eval uate the effectiveness of different kinds of intervention.

Met hodol ogy

We have drawn attention in this report to some of the strengths and weaknesses
reflected in the ESRC projects. We have two particul ar concerns about the
direction of current research enterprises. First, it is our conviction that
research should nove away fromthe experinental paradi gmwhich has doni nated
this area since the 1960s. This is not the place to rehearse our objections to
this paradigm Suffice it to say that research structured al ong these lines has
the potential to be superficial and exclusionist. Wile we recognise that
policy-makers tend to 'seek nethodol ogi es which are well -established, non-
controversial and statistically based" (Wnger 1987: 205) we woul d hope that the



ESRC woul d provide sufficient roomfor nanoeuvre for researchers to devel op nore
i nnovati ve social science research nodels, such as those pioneered by action
researchers, critical ethnographers and those working within the nodel of

emanci patory research (see Ball 1991; Troyna 1991; Troyna and Carrington 1989).

We are al so concerned with the enduring fragnmented nature of research into

mul ticultural and nultilingual education. It could be argued that this is a
function of the traditional enphasis on single rather than interdisciplinary
research. The result, however, |ooks sonething like this: the description of

| anguage and | anguage use has been undertaken by |inguists; pedagogi cal concerns
have been di scussed by teachers; sociol ogists of education have focused on

phi |l osophi cal and policy matters; and psychol ogi sts have structured their
research around interpersonal and intergroup encounters. The energence of thenes
such as 'language in education' as an area of cross-disciplinary research
provides clues to the way in which future initiatives m ght be organi sed.

The rol e of black researchers

One of the nore unconfortable questions facing researchers into multicultura
education, both within and outside the ESRC initiative, is who should undertake
inquiries in this area (see Alladina 1988; Edwards in press; Troyna 1993). Wile
it would be foolish to suggest that any particular ethnic group - mnority or
majority - has a nmonopoly of insight into the conplex issues raised by education
in multicultural societies, there is, nonethel ess, a broad consensus that
research teans shoul d i ncl ude wherever possible representatives of the group(s)
inplicated in the study. Wthin the ESRC initiative, several researchers were
bili ngual and came fromethnic mnority backgrounds; in very few cases, however,
did these researchers focus on their own communities. And even the projects

whi ch enpl oyed personnel fromethnic mnority communities rai sed questions of
status since, in all cases, the senior researchers were white.

I ssues of this kind generated a great deal of discussion within and between
projects and led participants to identify a nunber of conditions fundanental to
change. First, those who fund research should, as a matter of policy, give
priority to the training of ethnic mnority candi dates. Second, there nust be a
recognition that ethnic mnority researchers, particularly in the field of
education, will often have a career profile rather different fromthose of white
col | eagues. Many (though certainly not all) white researchers have pursued an
academ c path and will have cone to education via other subject routes, such as
soci ol ogy, psychology and linguistics. In contrast, many bl ack researchers
arrive via their experience as reflective classroompractitioners. This basic
difference in career paths has inmportant practical inplications: because many
bl ack peopl e consider the possibility of doing research after a number of years
in the classroom their fanmly and financial commitments nay make it inpossible
for themto consider seriously the | ower salaries associated with research
post s.

Many white researchers feel that issues concerning black coll eagues can no
| onger be disnissed as unfortunate but unavoi dable. There is a grow ng awareness
that, until structural questions such as training and salary |evels are

addressed, the present situation will remai n unchanged. Therefore there is a
need for the ESRC to | ook carefully at the policy inplications. Until this
happens, the Council is in danger of perpetuating many of the injustices which

it is setting out to address through its funding of projects and initiatives
such as the one reported here.

One exanpl e should suffice. It is ironic that the present initiative
concentrated in every case on white children and their counterparts from South
Asi an backgrounds and that none addressed directly the experiences or needs of
pupils from Afro-Cari bbean origin whose educational performance has been a
defining characteristic of the multicultural debate in Britain. It is even nore



ironic that the sem nar convened to review the progress of the initiative

i ncl uded researchers of Afro-Caribbean origin who would have been well placed to
undertake research in this area. Such a lacuna is a synptom of the unintentiona
or institutionalised racismwhich was first given credence in an educationa
context in the early 1980s (DES 1981). It can only be corrected by the

devel opnent of a policy which explicitly and self-consciously addresses the
centrality of black academics to the research process.



Appendi x A
Publications arising fromthe initiative

The Bangor proj ect

Garrett, P., Giffiths, Y. Janes, C. & Schofield, P. (1991) Effects of nother
tongue use in the second | anguage classroomon the witing performance and
attitudes of bilingual UK school children: an experinmental study. Bangor
Research Papers in Linguistics 3, Linguistics Departnent, University of \Wles
Bangor .

Garrett, P., Giffiths, Y. Janmes, C. & Schofield, P. (1991) Scoring and content
in transactional witing: fromatonisation to audi ence awareness. Bangor
Research Papers in Linguistics 3, Linguistics Departnent University of Wales
Bangor .

Garrett, P. Scholfield, P. Giffiths, Y. & James, C. (1992) Evolution of a
codi ng scherme for content in transactional witing: fromatomn sation to audi ence
awareness. In S. Efstathiadis (ed.) Assessnent and eval uati on. Proceedi ngs of
the Tenth International Conference of the Greek Applied Linguistics Association
Thessal oni ki, G eece.

Garrett, P., Giffiths, Y. Janmes, C. & Schofield, P. (forthcom ng) Differences
and simlarities betweenn and within bilingual settings: sone British data.

The Birkbeck project

Biggs, N. & Edwards, V. (1992) '| treat themall the same': teacher-pupil talk
in multi-ethnic classroons. Language and Education 5 (3): 161-76.

Edwards, V. (in press) A question of relative priorities. International Journa
of the Sociol ogy of Language.

Biggs, N. & Edwards, V. (forthcom ng) Teacher perceptions of ethnicity.

Biggs, N. & Edwards, V. (forthcom ng) Wbrking in classroons: sonme ethica
consi derati ons.

The Lancaster project

Martin-Jones, M and Saxena, M (1989) Devel oping a partnership with bilingua
cl assroom assi stants. Wirki ng Paper 16. Centre for Language in Social Life,
Uni vesity of Lancaster

Martin-Jones, M (1990) Codeswitching in the classroom a review of research on
bi | i ngual education. European Sci ence Foundati on Network on Codesw tchi ng and
Language Contact: Papers fromthe Wrkshop on the I npact and Consequences of
Codeswi t chi ng, Brussels, Novenber 1990. Strasbourg: European Science
Foundat i on.

Martin-Jones, M and Saxena, M (1991) Codeswitching in the classroom European
Sci ence Foundation Network on Codeswitching in Bilingual Studies: Theory,
Signi ficance and Perspectives. Strasbourg: European Sci ence Foundation

Saxena. M (1992) Transcribing bilingual classroom discourse. Wrking paper 33.
Centre for Language in Social Life, Univesity of Lancaster.



Martin-Jones, M and Saxena, M (eds.)(forthcom ng) Bilingual support in the
mai nst ream cl assroom C evedon, Avon: Miltilingual Matters.

Martin-Jones, M and Saxena, M (forthcom ng) Supporting bilingualisn? A close
| ook at teaching/learning events in prinmary classroons. In J. Tollefson (ed.)
Language, Power and Inequality. Canbridge: Canbridge University Press.

Martin-Jones, M (forthcom ng) Codeswitching in the nultilingual classroons: two
decades of research. In G Ludi, L. Mlroy and P. Miysken (eds.) One speaker,
two | anguages: cross-disciplinary perspectives on code-sw tching. Canbridge:
Canbri dge University Press.



The NFER proj ect

Taylor, M (1992) Learning fairness through enpathy: pupils' perspectives on
putting ploicy into practice. In M Leicester and M Tayl or (eds.), Ethics,
ethnicity and education. London: Kogan Page, pp. 146-75.

The Sheffield project

Boulton, M & Smith, P. (1992) Ethnic preferences and perceptions anong Asi an
and white British mddle school children. Social Devel opment 1: 55-66.

Boulton, M & Underwood, K. (1992) Bully/victimproblens anong m ddl e schoo
children. British Journal of Educational Psychol ogy 62: 73-87.

Boulton, M & Smith, P. (in press) Ethnic and gender partner and activity
preferences in m xed race schools in the UK playground observations. In C Hart
(ed.) Children in playgrounds: research perspectives and applications, NY: SUNY
press.

Smith, P., Boulton, M & Cowie, H (in press) The inpact of co-operative group
on ethnic relations in the mddl e school. Social Psychol ogy |nternational

The foll owi ng book draws on and fully acknow edges work done on the project:

Cowi e, H & Ruddock, J. (1990) Co-operative group work in the nulti-ethnic
classroom London: BP Educational Service.

The Strathcl yde proj ect

Qgi lvy, C., Boath, E., Cheyne, W, Jahoda, G and Schaffer, H R (1992) Staff-
child interaction styles in nulti-ethnic nursery schools. British Journal of
Devel opnent al Psychol ogy 10: 85-97.

Qgi lvy, C., Boath, E., Cheyne, W, Jahoda, G and Schaffer, H R (1990) Staff
attitudes and perceptions in multicultural nursery schools. Early Child
Devel oment and Care  64: 1-13.

The Warwi ck project

Troyna, B. & Hatcher, R (1990) Racial harassnent in schools. Hi ghlight 92
(National Children's Bureau).

Troyna, B. & Hatcher, R (1991) Racist incidents in schools: a framework for
anal ysis. Journal of Educational Policy 6 (1): 17-31. Reprinted in D. GIIl, B
Mayor and M Blair (eds.) (1992) Raci smand education: structures and
strategi es, London: Sage, pp.187-207.

Troyna, B. (1991) Children, 'Race' and racism the limtations of research and
policy. British Journal of Educational Studies 39 (4): 425-36.

Troyna, B. & Hatcher, R (1992) Racismin children's lives. London: Routl edge.

Troyna, B. & Hatcher, R (1992) Nanmes can always hurt me. Times Educationa
Suppl emrent 24 January: 25.



Troyna, B. & Hatcher, R (1992) It's only words: understanding 'racial' and
raci st incidents. New Conmunity 18 (3): 493-6

Hatcher, R & Troyna, B. (in press) Racialisation and children. In W Crichl ow
and C. McCarthy (eds.) Race, identity and representation in education, New
Yor k: Rout | edge.

Troyna, B. (forthcom ng) Racist harassnent. In. E. Cashnore (ed.) Dictionary of
race and ethnic relations. Third edition. London: Routl edge.
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