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FOREWORD

My interest in the field of- 'Race and Education' stems partly from my
education both in Kenya and in Britain and my experiences in Britain
related to my racial background but largely as a result of my teaching
experiences in a large comprehensive school in rural Cambridgeshire

and my work as a Home-School Liaison Officer (for Ethnic Minorities)
with the Education Department in Sandwell. When I entered this field,
'multiracial’, 'multicultural' and 'multiethnic' education were
increasingly being pronounced as the most effective ways of providing
'relevant education' and 'equal opportunity' for black pupils within
the educational system. As a result of my professional experiences,
however, the values of 'multicultural education' for black pupils
became increasingly dubious to my mind. The facts of, on the one hand,
black educational failure, a disproportionately high rate of black
youth unemployment and their increasing despair, frustration and alien-
ation and, on the other, an increasing adoption of multicultural
policies in education as witnessed through the rapid growth of a whole
industry concerned with 'multicultural education' made me begin to
question the benefits of such policies and practices for the black pupil,
whom the educational concept of 'multicultural education' purported to
serve.

The institution of the 'Education and Ethnicity' programme at the
Research Unit on Ethnic Relations, University of Aston, under the
directorship of Professor John Rex (and of which I am a member) thus
provided me with a specific opportunity - to research into the
educational policies of L.E.A.s relating to the education of black
pupils in schools. This dissertation then should not be seen as a
complete work, but in terms of a means of generating ideas in the
context of on-going research into the educational policies and
practices of L.E.A.s in the field of 'Race and Education' - more
specifically, into the processes of educational policy formulation
at the local authority level, and their implementation at the
educational management and school levels.

In terms of tracing the historical development of educational
policies towards black minorities and through a discussion of the
consequences of the adoption of multicultural policies and practices
in education, I trust that I have been able to contribute in some way
to the ongoing debate about the education of black pupils in British
schools.
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INTRODUCTTION

Since the 1950s, and throughout the 1960s and 1970s, the increased
migration to Britain of a variety of racial and ethnic groups from former
British colonies in the Caribbean, the Indian subcontinent and East
Africa and the subsequent presence in British schools of pupils from such
backgrounds has posed an unprecedented dilemma for educationalists and
decision-makers. The earliest ideological response to the presence of a
racial factor of any significance in British education was characterised
by its assimilationist goals and translated through 'ad hoc' policy
responses into compensatory educational programmes. Meeting the language
needs of the 'immigrant' pupils and dispersing them from inner-city areas
to suburban schools in an attempt to foster their 'integration' were the
orders of the day. By the late 1960s and early 1970s, however,
'integration' (by which was meant '"not a flattening process of assimil-
ation" but "equal opportunity, accompanied by cultural diversity in an

") (1)

atmosphere of mutual tolerance was being predicated as the goal of
education, thus superceding the assimilationist perspective. The dilemma
that was posed for educationalists, then, was one of educational failure

of black pupils in British schools. The educational ideology which
governed such a conceptualisation was one of 'disadvantagement'.  Black
pupils were failing in schools, it was argued, largely because of their
'deprivation' and 'disadvantagement', The policy responses that character-
ised the integrationist approach were programmes which promoted 'unity
through diversity' by meeting the 'special needs' of racial minorities
through a multiracial approach to education. In schools, subjects such

as 'Black Studies' were suffered, although reluctantly, on the grounds

that they would enhance the self-esteem of black pupils and thereby promote
a 'positive identity' and hence higher educational performance amongst

them, A negative self-image, it was argued, was directly and causally

related to the academic underachievement of the black pupil. Fears of
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cultural autonomy and separatism, symbolised by an increasing adherence to
the notion of supplementary education by many sections of the black community
however prompted in the late 1970s the adoption of the more sophisticated
cultural pluralist philosophy. The educational ideology of multicularal,
multi-ethnic education, based on a pluralist conception of contemporary
British society has thus come to be adopted as the working paradigm for the

education of black pupils in British schools.

This, then, forms the essential background to which I wish to address my

thesis.

The 1960s, and early 1970s was an era of educational expansion and curriculum
innovation. The late 1970s and early 1980s have, however, clearly witnessed
a period of retrenchment and severe educational cuts and economies. Despite
this general mood of defensiveness, multiculturalism is one educational

field which is, and undoubtedly has been, a growth area. Associated with this
move to develop a 'multicultural education', justified in terms of its suit-
ability to the 'needs of a multicultural society', has been an unprecendented
growth of a whole industry of 'experts' claiming to promote the concept of
multiculturalism in all its variety of forms and purporting to serve the

'needs of ethnic minorities' within a broad multicultural framework.

The dilemma posed for educationalists has centred on the knowledge that while
educational solutions concerning black children are made and judged within a
socio-political context of racial inequality, prejudice and discrimination,
education is persistently regarded as a vehicle for social change and a

(2)

panacea for social stress, Research on race and education, produced
primarily with a problem-solving action orientation clearly reflects the ways
in which educationalists and policy-makers have conceptualised the 'race

problem' posed by black pupils for an education system dominated by a white,

middle-class, elitist ethos. This is reflective
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of the persistent unease between liberal educational ideologies and a
conflict perspective which recognises race and education as a source of

3
possible disharmon;.J The unthinking and uncritical adoption and
celebration of multicultural educational policies, has, I want to suggest,

far-reaching implications for the position of the racial minorities in

Britain.

My main purpose in this thesis, then, is to join the debate of making
problematic the notion of multicultural education. By tracing the
historical development of the concept, through a discussion of the earlier
ideological responses characterised by the assimilationist and integration-
ist perspectives, I want to assert fhat multicultural education as an
ideology, based on a pluralist conception of society, with its claims for
'social justice' and 'relevant education' for minority group pupils has
developed as a direct response to the problems that black pupils create
for the educational system: that the notion of multicultural education

is inextricably linked with the apparent concern for the underachievement
of black pupils and although is a direct response to the perceived needs
of such pupils, is effectively a means of social control; that multi-
cultural education has neither, in effect, contributed to the educational
advancement of black pupils, nor the social position of the racial
minorities, the very groups that the notion purports to serve; that is has,
instead, by perceiving the 'race problem' fromthe viewpoint of white
middle-class educationalists and decision-makers provided a peripheral
career—orientated structure for many such individuals as a means of
chanelling their vocational aspirations into a growing race-related
industry, and is thereby contributing to the reproduction of the racial
relations in which the subordinate position of black minorities is not

only maintained but perpetuated.
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The way in which I propose to address these issues will be as follows:-—

In Chapter 1, I wish to consider the relationship between the sociology

of education in the late 1950s and early 1960s and the ways in which
educators conceptualised the 'problems' of working-class children. The
explanations put forward for the educational failure of working-class
children, I will suggest; located the causes of such failure within the
class-cultural backgrounds of the pupils, not within the educational system
or the wider society. Explanations thus emphasised the cultural
deficiencies of the working-classes whilst the educational system and the
wider society were less critically viewed. The educational responses to
such a conceptualisation translated themselves, then, into an ideology of
compensation, Compensatory educational programmes were thus offered as

a means of providing the working-class child with 'equality of opportunity'.
I propose, then, to consider briefly the failure of such approaches and

the subsequent emergence of the 'mew directions' approach to the sociology
of education. The purpose of this chapter, therefore, is to trace the
link between the explanations offered for the educational failure of
working-class children and those suggested for the underachievement of

black pupils since their earliest arrival into British schools.

In Chapter 2 we discuss the educational performance of black pupils in
British schools and consider the evidence for their low performance by
cataloguing the different pieces of research on the educational performance
of black pupils since the early 1960s and the explanations offered by
researchers for their underachievement. In an attempt to locate the
general research findings into an overall framework of the types of
explanations suggested, a typology for the classification of such
explanations is then offered. It is suggested that explanations based on
a pathological conception of the class-cultural deficiencies of the black

family are prominent amongst researchers, whilst explanations which locate

the causes of underachievement within the educational system and other



g

institutional structures of society are distinctly ignored or avoided.

Chapter 3 considers within its historical and social contexts, the
ideological bases of the policy responses to the education of black

pupils in British schools. 1In the first part of the chapter we trace

the development of early policy responses, of the DES and LEAs in
particular, to 'immigrant education', which were characterised by the
underpinnings of an assimilationist philosophy, whilst the second part
considers the reasons for the shift of emphasis to an integrationist
perspective in the mid-1960s and discusses the educational policy responses

and the underlying philosophy of the integrationist approach.

In Chapter 4, finally, we discuss critically the concept of 'multicultural
education', based, as it is on a third model - the cultural pluralist
perspective of society. The reasons for the emergence of the 'multicultural'
approach and its uncritical adoption in the late 1970s as an educational
concept in response to the education of black pupils in British schools is
considered together with the rationale, justifications for and character-
istics of the 'multicultural' approach. We examine, too, the notion of
'cultural pluralism' within its historical context and discuss the
suitability of its application as a theory of social organisation for
contemporary British society. The implications of the adoption of the
multicultural approach for the schooling of black pupils and the position of
black minorities in society is finally examined within a broader discussion
of the role of the school as an institutional mechanism for the 'transmission'

of 'culture'.
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Chapter 1%

CULTURAL DEPRIVATION & COMPENSATORY EDUCATION

The Sociology of Education and Working Class Educational Failure

7

In the late 1950s and early 19?05 sociologists explained the failure of
working class children to achieve educational succes in terms of depriv-
ation. Various aspects of educational research in psychology, sociology
and economics allowéd this thesis to be used by the dominant hegemonic

(1)

ideology. A tripartite system of education, it was believed, did not
offer equality of opportunity for the working class child. Emphasis
therefore shifted to the desire to transform the educational system,
instigated by certain politicians associated with the Labour party in an
attempt to abolish the eleven plus. By the 1960s, however, the focus of
attention had shifted to notions of cultural deprivation which were
popularised in attempts to explain the educational failure of working class
children. Some theories (those of Bernstein, for example) examining the
relationship of different language codes to social class, although
controversial and contested amongst the academics were never the less
popularised and used to explain the failure of working class children in
schools. The concepts of educators were not questioned nor was the
contribution that the curriculum and teaching methods/strategies made to
such failure. The sociologists of education were drawing the attention of
decision makers to the patterns of inequality that persisted within the
English educational system. Their main concerns were with the concepts of
'equality and 'equality of opportunity' and how these could be translated
into educational terms. The work of men such as J.W.B. Douglas(z) and

(3)

A.H. Halsey revealed the persistence of inequality in education despite

much ambitious legislation to remove it - inequality "so deeply entrenched
that to remove it would require a massive switch of resources from the rich

(4)

to the poor and a fundamental change in social attitudes to education".

* TFor explanatory notes and references, see pp. 20-21
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The basic demand of such men was that educational policies should be
grounded in knowledge of the social facts of unequal provision and
inequality where these were dictated by a desire for social democratic

change to a more equal society.

The focus of educational research was, therefore, on the relationship
between social class and educational opportunity, including aspects such

as streaming in schools, secondary school ro-organisation policies, the
effects of different kinds of schooling on the occupational aspirations of
children and studies of the special problems of the 'deprived' areas.

The main theoretical framework within which such concepts were developed
was one of functionalism, the concern at the macro-level with the relation-
ship of the educational system with other societal institutions. Educators
had taken for granted the problems that were imposed. Their primary
concern was with the 'input - output' model of the 'black box', the

school. They did not question the concept of 'good education'. Failure,
they presumed, stemmed from the home background of working class children,
without questioning the processes of the school which may contribute to

this failure.

Within the normative tradition of the sociology of education, homes and
schools rather than society as a whole was seen as the sights of problems
and pathologies and this was reflected both in the direction of research

and the objects of policy-making. Policy focussed on "a deepening
regulation of family life and upon the reform of the schools".(s) The
problems in the first instance were parents, especially mothers, because
they were incapable of fully enriching the lives and minds of their children
and of encouraging them to do well at school. Teachers too, to some
extent, were considered as 'problems' because of the tendencies to typify,
label, grade and select their pupils "so creating or confirming they very

patterns of ability which they sought, for technical pedagogic reasons to
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(6)

define". The wider society, however, was much less critically viewed.

Educational performance, as the authros of 'Unpopular Education' have
commented, was seen as ''intrinsic to the primary definition of social
classes; it was an aspect of 'class-ness' itself".(?) It was such a
conception which inevitably led to the tautological argument: working
class people are those who do badly at school; people who do badly at
school are working class. In response to this conception and underlying
assumption that the causes of working class educational failure could be
located within the class cultural backgrounds of the working classes that
changes within the educational system to allow greater mobility and
'equality' were proposed. The main direction of social change, based
upon a social democratic philosophy, was to erode class differences which
could be achieved to some degree through an expanded and reformed
educational system. The failure of the traditional sociologists of
eeucation to make the educational system more equal through attempts at
educational reform was, however, a political failure on the part of

(8)

democratic reformism itself.

In their conceptualisation of the educational failure of working class
children, however, 'deprivation' and 'deviancy' were two basic models

which informed the work of the old sociologist of education. As the

authors of 'Unpopular Education' have pointed out,

On the one hand, within a framework of environmentalist
explanation, educational working class opinion was
treated in terms of deprivation. On the other hand, in

a construction very like the moralism of much nineteenth
century social comment, working class attitudes were
understood in terms of deviancy from some rational norm.
In either case, ... working class responses were seen as
exceptional, as departures from adequate parentdom, as,
at best, the product of 'failure'. This tendency was
reinforced by the reception and residual persistence of
cultural theories drawn from structural-functionalist
sociology, in which popular attitudes were judged against
'core' social values. Any discrepancy provided the
explanatory ground for failure in terms of either psychic
or cultural deficiencies or rationalisations for such
deficiencies. (9)
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It was primarily the failure of the traditional sociology of education
then with its macro-sociological analysis within a structural-function—
alist framework and its concerns with the provision of 'equality of
opportunity' and the resultant dissatisfaction and suspicion of such
approaches among some sociologists of education that led to the emergence
of the 'nmew' school, and its preoccupation with the narrower concerns of
educators' concepts, the curriculum and teacher-pupil interaction.(10)

Yet to view the educational system as some kind of an autonomous
institution without considering the contextual framework of socially and
economically stratified society can only result in a blinkered view which
provides deceptive answers for teachers in their day to day concerns with
teaching. The powerlessness and futility of the methods of the traditional
sociologist of education to affect educational change as a way of enhancing
equality has resulted in the sociology of education becoming shelved in
such narrow concerns and taking comfort in the belief that the 'new'
approach which concerns itself with the curriculum is much more relevant
to the needs and concerns of both the teacher and the pupil. The
‘proponents of 'multicultural education' have inevitably been influenced

by this general drive of the 'new' sociologists to affect educational and
thus social change through their preoccupation with the curriculum. As
we will discuss later the advocates of 'multicultural education' propose
to bring about 'equality of opportunity' for the black child through their
calls for a reappraisal of the curriculum. Attempts to achieve equality
through such narrower concerns whilst neglecting the strué¢tural social and
economic inequalities in societies can only be described as idealistic
and futile, Nevertheless the 'mew' sociology of education is useful in
making pfoblematic the concepts that educators use to determine policies
which influence the practice of teachers in the education of working class

and black children in schools.
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One such concept, the 'cycle of deprivation' hypothesis, as suggested earlier,
has been used by educational administrators to not only justify and
rationalise the educational failure of working class children but also to
legitimise the underachievement of black pupils and the position of racial
minorities in society as a whole. Low academic achievement of black
pupils, it is argued, stems from a socio-economic and cultural deprivation
of the minority families. Attention is drawn to inadequate child-rearing
practices, single-parent families and family structure and organisation,
over-crowding and depressing living conditions and the poverty that such
families find themselves in-;

... relatively low paid and low status jobs for first
generation immigrants go hand in hand with poor over-
crowded living conditions and depressed environment.
If for example, job opportunities, educational
facilities, housing and environmental conditions are
all poor, the next generation will grow up less well
equipped to deal with the difficulties facing them.
The wheel then comes full circle, as the second
generation find themselves trapped in poor jobs and
poor housing. (11)

The 1981 Interim Report of the Rampton Committee of Enquiry into the
Flucation of Children from Ethnic Minority groups, 'West Indian Children
in our Schools', reiterated the belief that West Indian families are
"caught up in a cycle of cumulative disadvantage".

A disproportionate number of West Indian women are
forced to go out to work because of their economic
circumstances ... the percentage of West Indian
men employed in nightshifts is almost double that
of white males and the incidence of one parent
families is higher for West Indians than it is for
whites.

West Indian parents may therefore face particular
pressures affecting their children in their vital
pre-school formative years....While it is now
generally accepted that young children need to form
a stable and consistent relationship with only a
limited number of adults we are faced with a
situation where West Indian parents are stretched
in ways which make steady, relaxed care of their
children hard to achieve. (12)

The tycle of deprivation'hypothesis, as should be becoming obvious, is
used then not only to explain and rationalise the educational failure of

working class children but also that of black pupils. With such an under-
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lying political conceptualisation, the educational responses to the
'"deprivation' of these groups translate themselves into a compensatory

educational ideology.

I wish now to turn to the historical context in which the compensatory
educational ideology evolved as initially a response to working class
educational failure, but later was rationalised in terms of meeting the
'needs' of black pupils in British schools. I propose then to discuss the
major characteristics of the response based on the compensatory model in

the context of the situation of black pupils in British schools.

Compensatory Education

The Coleman Report of 1966, assessing the lack of equality of educational
opportunity amongst racial and other groups in the USA, explained working
class and black failure in schools in terms of poor motivation resulting
from bad family background and poor self-concept, since, Coleman argued,
parental influence and pupils self concept enabled the student to win
through and succeed against all oddsﬁ‘B%he Coleman Report was therefore
pointing the way towards social psychological factors to explain working
class and black underachievement in schools in the USA. It was as a
result of the Coleman Report that Project Head Start was initiated in
America in an attempt to compensate working class and hlack families
through social and educational prescriptions. In Britain, Douglas in a
study of 'The lome and the School' had made reference to the fact that it
was bad families, uncaring parents and deprived environments which
contributed to working class educational failureﬁh&%he Plowden Report (1967)
echoed this by pointing out that the most important factors influencing
achievement in school were the attitudes of parents and the home circum-
stances of the child -that it was families, parental influence and
expectations which ultimately exerted the most influence on whether or not
(15)

children succeeded in schools. Those children who lacked parental support

and encouragement were deprived. Their parents too were deprived since



they lived in slums and their cultural environment was not such as to
encourage them to take an interest in their children's education. The
schools with their old buildings and high rates of staff turnover, it was
claimed, also contributed to the 'deprivation' of these children, thereby
increasing their 'disadvantage'. The social policy response, therefore,
was to designate Educational Priority Areas (EPAs) and to intervene with a
variety of strategies aimed at countering the negative environmental
factors.

The many teachers who do so well in face of adversity
cannot manage without cost to themselves. They carry
the burdens of parents, probation officers and welfare
officers on top of their classroom duties. It is time
the nation came to their aid. The principle, already
accepted, that special need calls for special help,
should be given a new cutting edge. We ask for
'positive discrimination' in favour of such schools

and the children in them, going well beyond an attempt
to equalise resources. Schools in deprived areas
should be given priority in many respects. The first
step must be to raise the schools with low standards

to the national average; the second, quite deliberately
to make them better. The justification is that the
homes and neighbourhoods from which many of their
children come provide little support and stimulus for
learning. The schools must supply a compensating
environment. The attempts so far made within the
educational system to do this have not been sufficiently
generous or sustained, because the handicaps imposed by
the environment have not been explicitly and sufficiently
allowed for. They should be. (16)

In 1963, the Newsom Report had put forward many of the same proposals
later echoed by Plowden, including special salary inducements for teachers,
additional staff with special responsibilities for home visiting and

(17)

counselling. It was in no doubt about "the need for a good deal of
social work in connection with the pupils" in, what it called, "schools in

slum areas".

The Plowden and Newsom Reports were to establish a trend in the direction
of social, as opposed to educational, goals in schools for working class

'slum' children whose potentiality they saw as marked by "inadequate powers
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of speech and poor home backgrounds". The significant feature of both
these reports is their stress on changing the attitudes of working class
pupils (Newsom), and those of parents (Plowden). One criterion of
'disadvantage' suggested by Plowden and reproduced in the criteria for
selection of EPAs, it should be noted, was a 'high concentration of

immigrants',

The notion of compensatory education involves, therefore, the idea of the
'lack' of something which has to be compensated for, and it invariably
involves the idea of 'need'. Watson has defined compensatory educational
strategies as follows:

compensatory education strategies involve an attempt

to provide, in a school or formally arranged quasi-

school situation, an 'enriched' social and cultural

environment for children whereby the children can

redress the alleged deficits in their perceptual

skills, cognitive skills, linguistic and other

interactional competencies which are an alleged

corollary of living one's early formative years in

such backgrounds. (18)
Watson argues that compensatory educational strategies developed within
the 'interactionist' theoretical framework which emphasises the environ-
mental impact and achievement. The term 'cultural deprivation' which is
often used in a discussion of compensatory education is derived from the
so-called 'cycle of deprivation' and 'culture of poverty' theses.(19) A
characteristic of arguments associated with the idea of a 'culture of
poverty' is the persistent stress on culture (shared norms, values,
meanings, etc.) rather than on material and economic conditions of poverty
and the problems of the poor. The popular ideology.is that the poor are
poor because they are lazy, apathetic, stupid, etc. The 'culture of

PNy : il :

poverty' thesis is the academic equicalent of that popular ideology and
ignores or denegrates the structural aspects of poverty and its economic

(20)

and material conditions.

In the discussion of compensatory education, problems are often set up
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then in terms of 'cultural deprivation' and the supposed 'culture of

poverty'.

Nell Keddie takes up the notion of cultural deprivation in her book

"Tinker Tailor ... the Myth of Cultural Deprivation' and suggests that

the term becomes a euphemism for saying that working class and ethnic groups
have cultures which are at least dissonent with, if not inferior to, the

(24) Culturally deprived

'mainstream' culture of the society at large.
children, according to this thesis, come from homes where mainstream

values do not prevail and are therefore less 'educable' than other children.
The school's function, it is argued, is to transmit the mainstream values

of the society, and the failure of children to acquire these values thus
lies in their lack of 'edﬁcability'. The educational failure of these
children is therefore located in the home, in the pre-school environment

and not within the nature and social organisation of the school which

'processes' the children into achievement rates.

Keddie's concern is with the institutionalisation of the concept that
"has increasingly put these children at a disadvantage in terms of what

is expected from them from the day they enter school".(ZZ) Thu

s, she
suggests, it is not the concept of cultural deprivation that is to be
investigated but the consequences of its institutionalisation. Keddie's
critique, however, is not directed at the concept of cultural deprivation
but at teachers and teacher's culture. Teachers are urged by Keddie to
regard the cultures of working class and ethnic groups as not less valid
than the 'mainstream culture' that they as teachers supposedly represent.
"The perception of these cultures as deficient seems to arise from the
ignorance of those who belgng to what they perceive as the dominant cultural

tradition".(23)

Bernstein's work has had considerable influence in the provision of
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compensatory educational programmes. His work has been used to
account for social class differentials in educational achievement in terms
of differences in 'educability'. Working class children have been
considered to by linguistically and/or culturally deprived and as such,

in comparison with middle class children, less 'educable'. Bernstein,
however, has resisted such interpretations of his work as 'misinterpret-—

ations', Nevertheless the consequences of his work for educational

policy and for pedagogic practice should not be underestimated.

In‘his paper "Education Cannot Compensate for Society", in response to the
alleged misrepresentation of his work, Bernstein attacks the concept of

(25) He is against the concept of compensatory

'compensatory' education.
education; against the idea that any provision of an adequate educational
environment, where none had been provided before, could be considered as
'compensatory' whether it had formed part of the compensatory programme

or not. He rejects as a misrepresentation the equating of his concept of
'restricted code' with the notion of linguistic or cultural deprivation.

He argues that the notion of the teaching of the 'elaborated code' has
become part of the concept of the provision for compensatory education but
that contrary to such a notion the teaching of children to use the
'elaborated code' is not compensatory education; it is education. Bernstein
is at pains to displace the notion of compensatory education and the

related concepts of cultural deprivation, linguistic deprivation and

social disadvantage because, as he says, "... the work I have been doing

had inadvertently contributed towards their formulation. It might be,

and has been said, that my research through focussing upon the sub-cultures
and forms of familial socialisation has also distracted attention from the

(26) Thus, Bernstein does

conditions and contexts of learning in schools".
not regard linguistic and cultural differences as the cause of social and
educational inequalities. He insists that it is the social inequality and

the lack of provision of an adequate educational environment for certain
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groups of children which is largely responsible for their lack of
educational achievement and the subsequent social class differentials.
Nevertheless implicit in Bernstein's arguments is the conception of the
working class child as a deficit system, deprived of something (the
elaborated code) that middle class children are alleged to have as a

result of their socialisation.

What I have attempted to do in this chapter is to discuss the way in which
the compensatory educational ideology evolved out of the concerns of the

old sociologists of education for working class educational failure, the
underlying assumptions of which were that the causes of such failure could
be located within the class-cultural backgrounds of the working classes.
Such an ideology, therefore, made problematic the class-cultural backgrounds
of the working classes - not the schools, the educational system or the
wider society. Through compensation for the 'deprivation', attempts were
therefore made to achieve 'equality' for these groups through a provision

of 'equality of opportunity' in schools. But the failure of such
approaches became obvious by the late 1960s, and this failure symbolised

a failure of democratic reformism itself. In this context, the 'new’
sociology of education emerged in the early 1970s largely focussing its
attention on the narrow and microcosmic concerns of the curriculum, teacher-

s s 2
pupil interaction and educators' concePts.( )

Although the approach of
the 'new' sociologists may well have contributed to a greater understanding
of educational processes within the educational system, such as classroom
interaction, educators' concepts, the organisation of schools and the
sociology of the curriculum, it has not enhanced our knowledge of the
functions of education, of the influence of power and ideology and their
relationships with other institutional structures of society. Its failure
to address problems related to the reality of social and economic eﬁuality

suggests that its defence of the poor and minority groups, which it purports

to undertake, is, as one commentator has suggested, 'sentimental



egalitarianism'.(ZSJ

We have suggested then that underpinning the ideology of the dominant
ruling group in society are notions of class cultural deprivation and
deviancy of both the working classes and the racial minorities. Such an
ideology, through its primary concern for the protection of the social
order, translates itself into a social policy of compensation and more
specifically an educational policy of compensatory education, in an attempt
to diffuse the latent and inherent conflict of an unequal socio-economic

order. More of this will be said later however.(zg)

In discussing the theories of cultural deprivation and the response to

these in the form of compensatory educational programmes, in this chapter,
we have only considered one explanation for the educational failure of
working class and black pupils. In focussing on the 'disadvantages' of
these social groups, such theories explain educational failure in terms

that lie outside the social strucutre. So far, then, we have discussed

the ways in which educators have conceptualised the problems of working class
children and explained working class educational failure in terms of class
cultural deficiency. In our discussion we have not made a clear distinc-
tion between the situation of working class and black children and clearly
this may render us to a justifiably criticism of subsuming the issue of race
within that of disadvantage based on class. In an attempt to remedy the
situation, then, I propose in the following chapter to focus our attention
on the situation of black pupils, since this forms the major part of our
thesis, and consider some of the different types of explanation that have
been offered for the underachievement of these pupils in British schools.

It will become clear that the types of explanations offered by researchers
and the policy responses to such explanations reflect not only the thinking
and ideology of decision makers to the questions of 'educability' of black

pupils but also their perception of the status and role of racial minority



groups within a white metropolitan British society.
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Chapter 2%

THE EDUCATIONAL PERFORMANCE OF BLACK PUPILS

The debate about the performance and attainment of black pupils in schools,
particularly those of Afro-Caribbean origin, has been the most sensitive
issue in the 'race and education' debate over the last twenty years. It is
a politically sensitive issue since the consensus of research so far
suggests that black children are performing at a lower level in comparison
with their white peers. Various research projects have inevitably been
undertaken in an attempt to explain this low level of attainment. To some
extent, theories of scientific racism with their suggestions of genetic or

(1 whilst the

cultural inferiority of the black race have been resurrected,
conservative impulse to defend the educational system has prevented
explanations for underachievement being sought within the educational system.
A pathological conception of the black family has thus located the causes

of underachievement within the family, not the educational institution of

the schools or the teachers, as we have already suggested. Even the most
liberal educationalists have not encouraged research into how teachers
actually teach black children, how the teaching affects the children and
whether a change in teachers or schools could alter the level of attain-

(2)

ment of these pupils. In research on the performance and achievement of
black pupils, the variables of race and social class are most consistently
interrelated. The sociological research of the 1950s and 1960s,
documenting the disadvantage of children from lower socio-economic groups
within the educational system and the debate over 'equality of opportunity',
subsumed the issue of disadvantage by race and colour. Many researchers
took some pains to stress that they were concerned with disadvantage
generally even when their research was in fact concerned with race.(3)

Haynes, (1971), for example, whilst documenting the results of a four year

study into methods of assessing the ability of non-English

* For explanatory notes and references, see pp. 43-49.
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speaking children introduced the research by writing of '"the need for
research with children who are disadvantaged, whether by virtue of race

or social class".(Q)It is not my purpose at this stage, however, to launch
into a discussion of the usefulness and/or relevance of the research
projects undertaken in this field, but merely to locate and discuss the
explanations put forward by researchers within a broader typology of the
forms of explanations for underachievement that have been so far offered.
Although no overall systematic study of the educational performance of
minority children has, as yet been undertaken, there are nevertheless, a
variety of localised studies which have been carried out ever since the
emergence of black pupils in British schools. Sally Tomlinson has
suggested that the results of many of these studies have become confused
with comment and opinion about the findings and have occasionally been
used more to fuel political and ideological argument than to initiate
debate on ways of improving education for minority group childrengs)
Nevertheless, the assumptions underlying many of the studies is that the
experiences of the different groups of children in the British educational
system are more or less similar and that comparison is therefore possible.
What is more important, before we can draw conclusions about the performance
of once group or another, is, as John Rex has commented, that we "understand
on a meaningful level the type of relationship which the minority groups
have to the sociaty".(b)Only then can any proper comparative analysis be
undertaken. However, before we locate the different types of explanations
put forward by educational researchers within a broader typology of the
forms of explanations, it would serve our purpose at this stage to merely

catalogue and present the findings of the various research projects without

much critical comment.

Research Findings

In a comparative study of English boys from rural South East England and

West Indian boys in Jamaica carried out in the early 1960s, Vernon found

. . . 7
the latter group to be consistently scoring lower than the English boysE )
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He explained the West Indian boys' "moderate degree of retardation" by
handicaps created by the socio-economic, cultural and linguistic environ-—
ment, family instability and poor education facilities, all factors which
have subsequently been used to explain the low academic performance of
West Indian origin in Britain. Alleyn's (1962) explanations for the low
I.Q. scores and school attainment of Trinidadian children in a comparative
study with pupils from London and Wales centred round test bias and bi-
lingual problemsgahhilst Saint (1963) explained the low mean I.Q. scores
of secondary school Punjabi boys in Smethwick in comparison with native
British children in terms of the irrelevance of the previous educational
experiences of the Punjabi boys, since their scores improved with the
length of schooling in Britain.(g)lt is worth noting that none of the
Punjabi boys studied had received primary education in this country and,

(10)
furthermore, the social class backgrounds of the boys were not matched.

Houghton (1966) after a study of English and Jamaican infant school
children explained the depressed scores of the latter group, although not
significant, in terms of 'deprivation" in social, linguistic, environ-
mental, maternal and paternal termsE11)Arguab1y the most influential study
on policy making in this context was the one undertaken by the Research and
Statistics Group of I.L.E.A. between 1966 and 1975 under the directorship
of Professor Allan LittleE12)It was found that there was a marked improve-
ment in the performance of immigrant children with increasing length of
schooling in England, but even with full English primary education, the
performance of immigrant pupils was below that of the non-immigrants.

Poor immigrant performance was attributed by the researchers to language,
cultural and family factors, patterns of immigration and poor home school
contacts. Later studies by the Research and Statistics Group led
Professor Little to conclude that "it is the child from the West Indian
background whose needs in terms of basic skill performance, should be given

(13) :
highest priority". Explanations for the comparatively lower performance
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of all the children in these London schools were sought in the concent-
ration of immigrant children in the schools, in "multiple deprivation",
as measured by an index of social deprivation devised by the ILEA and in

the social and ethnic composition of the neighbourhoods.

The findings of the E.P.A. Action Research Project, directed by Professor
Halsey (1972) which had its origins in the recommendations of the Plowden
Report (1967), drew further attention to the low performance of immigrant
children, particularly those of West Indian origié?Q) The larger family
size of immigrants, the use of Creole by West Indian children and the
recent arrival in England of many of the Asian children were the major

factors, according to the report, causing the low level of attainment

amongst immigrant pupils.

In a study primarily concerned with psychiatric disorder amongst children
of West Indian origin by Graham and Meadows, published in 1967, the

poorer performance of West Indian children compared with that of a white
control group was explained in terms of the traumatic separation of children
from their parents and the difficulties of rejoining familiesQ15)what
caused the poor performance of West Indian girls, according to the authors,
was their greater domestic and child minding responsibilities, although
'colour prejudice' was also noted as an explanation and the occupational
social class of West Indian parents was shown to be lower tham that of the
whites. In 1970, a study by McFie and Thompson which provided further
evidence for the low performance of pupils of West Indian origin drew
attention to the inevitable handicaps that such children would face within
a 'European culture'E1%Lilst Ashby, Morrison and Butcher, as a result of a
study of Asian children in Scottish schools, concluded that when families
had been longer in Scotland and had become more involved with the 'host

4 17 :
culture' the children appeared to do betters )Explanatlons for the

comparative low performance of Asian children were thus sought in terms of
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'acculturation'. A study of West Indian and Cypriot children in a London
secondary modern school by Bhatnagar (1970) which found both groups
performing at a lower level than their English counterparts led the author
to conclude that schools were "failing in their duty to the immigrant

(18)

children".

By the early 1970s, however, researchers began to draw attention to the
lower socio-economic status of black families and explanations were now
sought by some researchers in these terms. After a partial replication

of Houghton’s 1966 study and a further piece of research undertaken in

1975 Bagley concluded that social class factors rather than race were
important in explaining underachievement€19)Rutter (1970) in a study of

ten year old children in London found that '"children from immigrant
families score well below children from non-immigrant or the indigenous
families"EZO)NEst Indian children born in Britain,however, achieved higher
scores than those born in the West Indies, which led Rutter to explain

this in terms of school experiences, expressing concern that children of
West Indian origin were more likely to attend schools with characteristics
associated with poor attainment generally. The "adverse social circum-
stances" of West Indian families and the early life experiences of children
of West Indian origin were also highlighted as factors contributing to low
performanée. Research conducted under the auspices of the NFER by McEwan,
Gipps and Sumner (1975) to test the English language proficiency of immigrant
children, found that the performance of the English children was
significantly better than those of 'immigrants', although children born in
Britain performed better - even those who had not had special language hel%%I)
West Indian children only performed slightly better than Asian children and
this was explained by the authors in terms of the use of dialect by West
Indian children. Asian children who spoke English at home did better than
those in whose homes the mother tongue was the only medium of communication.

Pre-school education did not appear to increase the language proficiency of



- 27 -

"immigrant' children and English children in schools with high proportions
of immigrant pupils, it was found, performed as well as those with few
immigrant pupils. The use of dialect by West Indian pupils was also
referred to by Edwards (1976), who found the reading comprehension scores
of West Indian children were significantly lower than those of whitesQEz)
Edwards explained this in terms of '"dialect interference'. Reference
here sﬁould also be made to a later study by Edwards (1978-9) on language
in which he draws attention to the stereotypes of West Indian children
held by teachers, which may partially stem from negative feelings about

their speech and language.(23)

In a study of 1978 conducted jointly by the Redbridge Black People's
Progressive Association and the Redbridge Community Relations Commission
which found the significantly low performance on the part of West Indian
pupils at all levels of schooling in the London borough of Redbridge, the
working party concluded that "self identity and the effects of a hostile
society" were "the core of the problem of underachievement4?4) Teacher
attitudes and expectations, criticism of dialect speech and cultural
factors were also considered important, whilst social class and deprivation
were felt to play a small part in the low performance of West Indian
pupils, In 1979, Bagley, Bart and Wong carried out a study of 150 black
children aged ten to eleven years in four London schools in working class
catchment areas, and concluded that parental authoritarianism, shared
housing, lack of home ownership, use of Creole at home and the poor levels
of schooling of parents were factors associated with the underachievement
of black children&25)West Indian parents who were highly critical of
English culture and the English educational system, who were bilingual
(speaking both 'standard' English and Creole), better educated and adequate
material circumstances, they found, were more likely to have children with
above average achievement in school, a positive attitude to school and a

positive self image.
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In a recent study of primary school aged Asian children, Robinson, (1980)
found that the performance of Asian children was lower than that of the
recently arrived Irish childreé?b) This led the author to explain it in
terms of poor language acquisition - "limited opportunities for interaction
brought about by living in a voluntarily segregated colony inevitably
restrict the natural and casual learning of English". "Asian under-
achievement", the author went on to conclude "is restricted to ...the low
status section of the community, characterised by Asians with little
education, restricted aspirations and poorly paid employment'. The

results of the National Child Development Study concerning the school
performance of immigrant children reported by Essen and Ghodsian (1979)
which found that 'second generation' immigrant children performed better
than their 'first generation' counterparts led the authors to explain the
lower performance of first generation immigrants in terms of language and
'culture shock'. It is worth noting, however, that Bagley's detailed
analysis of data on ethnic minorities in the National Children's Bureau
Survey (1980) which although showing on the majority of tests on educational
performance and in teachers judgements that West Indian children were under-
achieving and were over represented in ESN (M) schools also finds three
times as many West Indian children in the 'gifted' group as English children
in the Draw-A-Man test - a test selected by the NCB to identify 'gifted'

28
children! (28)

The first evidence on a national scale for the under representation of
minority children in selective schools was provided by Townsend (1971),
commenting that the cultural bias of selection tests and language problems
might account for thié?g) The 1976 study of Handsworth by Rex and Tomlinson
confirmed this under representation of West Indian and Asian children in

Birmingham's grammar schools.(BO)

As regards school leaving qualifications, Allen and Smith's study (1972)
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of school leavers in Bradford and Sheffield pointed to the lower performance
of Asian and West Indian school leavers in examinations€31)1he authors note
the school explanations for this poorer performance - linguistic problems,
family background, lack of parental interest and pupil application - and
offer an alternative explanation that the lack of educational success may
legitimate the use of 'immigrant' children as unskilled labour. These
findings, however, are not corroborated by those of Brooks and Singh (1978)
in their studies of Asian school leavers in Walsall (by Brooks) and
Leicester (by Singh)SBZ)The results of the Walsall study led the author to
conclude that "it is the similarities between white and Asian educational
performance which are impressive, rather than any differences". The
Asians belief in the importance of formal qualifications, and their high
unemployment, the authors suggest, makes it more likely that they would
seek further education, but that "the courses which they are on are often

of dubious value to potential employers".

One piece of research which has attracted a great deal of publicity and
subsequent controversy was that undertaken by Geoffrey Driver and

published in 'New Society' which suggested that West Indian girls and

boys achieved results that were better than those obtained by English boys
and girls and that Asian pupils got higher average results than their class-

33)

mates of other ethnic affiliationsg Driver explains his findings in terms
of deterioration in the performance of English children in inner city
schools, whilst the better performance of West Indian girls is attributed
to family organisations allotting "power, property and decision making' to
women. Driver's research, it should be pointed out, has been heavily
criticised by, amongst others, the Interim Report (1981) of the Committee
of Inquiry into the Education of Children from Ethnic Minority Groups€34)
After a detailed consideration of the full report of Driver's findings, the

committee concluded that "the findings in the over simplified presentation

in New Society ... were not substantiated". An NFER review commissioned by
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the Committee of Inquiry went on to suggest that
... generalisations on a national scale could not
be made as a result of this study because the pupils
involved were not a representative sample since
relevant records were often not available, either
from a larger number of LEAs which had initially
been approached, or from within the schools them-
selves, In addition it was admitted that it was
not possible to compare one school with another on
progressive measures of attainment or even one
pupil - generation in the same school with another...
Although, it is true, he (Dr. Driver) acknowledges
the limitations of the study ... it is also fair to
point out that he does draw educational conclusions
on the basis of statistical evidence which in many
cases is found wanting in statistical terms.(35)

The over representation of West Indian children in ESN (Educationally Sub-
Normal) schools, too, caused the West Indian community considerable concern
particularly during the late 1960s and 1970s, since the issue appeared to
reflect the general underachievement of their children in the school system,
which the community attributed to racism and discrimination. Two ILEA
reports (1966 and 1967), official DES statistics, Townsend's study of LEAs
and Bernard Coard's book formed the basis of the evidence on over represent-
ation of West Indian children in ESN (M) schoolsf36)Townsend explained the
high proportion of West Indian children in ESN (M) schools in terms of the
problems of assessment and lack of 'culture-fair' tests, whilst Coard drew
attention not only to unsuitable tests but also to low teacher expectations,
teacher stereo-typing, cultural bias and a low self-esteem and self-concept

of black children in a hostile society.

A Typology for the Classification of Explanations for Underachievement of

Black Pupils

The consensus of research clearly suggests therefore that black pupils as a
group are underachieving in British schools. How then can we locate these
general findings into an overall framework of the forms of explanations

provided for underachievement?



- 31 -

I wish to construct a typology for the classification of explanations for
the underachievement of black pupils.The classification of the types of
explanation into the six broad areas that will be suggested should not
however be taken to suggest the distinctiveness of each category with the
mutual exclusion of the others. Categories are undoubtedly interrelated
and there is inevitably some overlap. Nevertheless, such a framework of
categorisation helps us to illustrate the variety of explanations that
(37)

have been put forward but is essentially of limited value.

The six broad categories, then, are as follows:-

Firstly, theories which focus on the characteristics of minority groups and
explain the underperformance of black pupils in terms of the inherent
deficiencies of the groups, drawing attention to their genetic and cultural

characteristics. - 'Minority Characteristics'.

Secondly, theories which emphasise the role that the personal and/or social
characteristics of members of the majority group such as teachers play in

causing the underachievement of black pupils in schools. - '"Majority Characteristic
g pup ]

Thirdly, theories which focus on the network of social relations amongst
minority groups and link the low performance of black pupils directly to

the geographical environment in which their families live.- 'Social Network'.

Fourthly, theories which seek to find explanations within the dominant
cultural and historical traditions, values, norms and ideology of the

'host' society. - 'Dominant ideology'.
y gy

Fifthly, 'vicious circle' explanations which lay emphasis upon the effects
of the historical pattern of immigration and settlement upon the minority

groups. - 'Vicious Circle'.

Sixthly, neo-Marxist and structural explanations which locate the causes of
underachievement in the institutional structures of society and the inter-

relationship of these to the educational system. - 'Structural’.

Let us consider now some of these explanations in more detail.
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Unquestionably, the one broad category in which are located the majority
of explanations for the educational behaviour and underachievement of black
pupils is that which emphasises the genetic and cultural deficiencies of
the minority groups. The psychologically orientated explanations draw
attention to the genetic and biological differences between blacks and
whites, stressing the overriding importance of heredity and intelligence in
e ; (38)

determining life chances.

It may seem paradoxical that selection should ever

favour the less intelligent and consequently it may

be difficult to reconcile the theories presented

above with the possibility of any given racial group

having lower genetic potential than others. Yet it

is easy to consider such possibilities. If, for

instance, the brighter members of the West African

tribes which suffered the deprivations of the

slaves had managed to use their higher intelligence

to escape, so that it was mostly the duller ones

that got caught, then the gene pool of the slaves

brought to America would have been depleted of many

high IQ genes. (39)
Such theories have inevitably crept into the thinking and ideology of many
educationalists and are inherent in many of the 'common sense' views which
explain underachievement of black pupils in terms of their low IQ scores
and hence inferior intelligence. Race has always been a central part of
the debate on educational failure of working class children in the USA -
since,even within the working class, black children lagged behind in IQ

i, : g (40 y

scores and tests of ability and attainment in schools. )Although 1t has
clearly been shown how the racial and political views of psychologists who
developed early IQtests in America significantly influenced their usgilkace

as a separate factor has only recently entered the IQ debate in Britain,

and is connected with the arrival of black immigrants from the Caribbeangaz)

Theories which focus on the personality of the individuals from minority
groups can also be included within this first broad category. Black
pupils are believed to be more physically active and aggressive as a result
of their quicker physical maturation and early sexual development. Their

extroverted personalities, it is argued, cause behavioural disorders and
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disturbanceg#%Lich results in disruptive behaviour in schools, a lack of
interest in academic work and hostility to white teachers. Many of the
characteristics involved in such stereotyping of West Indian pupils is
adequately symbolised in the following remarks:

West Indian children are both unusually demanding

of teachers attention and, at the same time,

indifferent to the good opinion of their teachers.

They are arrogant and yet have a good opinion of

themselves. They have natural 'rhythm' and

exceptional physical co-ordination and yet they

are clumsy. At school they exhibit a lack of

enthusiasm, while managing to be exceptionally

exuberent and keen. They are silent, inarticulate

and yet they talk too much. Their parents impose

too severe a discipline on them, are over indulgent

and are completely indifferent. It is impossible

to get their parents involved in affairs of school,

yet they interfere too much. A strong simple

Christian faith apparently dominates households
where children are never shown any standards. (44)

Many of the explanations resulting from research into the educational
performance of black pupils which were catalogued earlier provide a clear
indication of the emphasis that has been put on the negative self-image
and low self-concept of the black child as a major contributive factor

in explaining his poor academic performance. (Redbridge/Coard, for
example). In Britain, the work of David Milner has been perhaps most
influential in the adherence to this type of explanationgas>0n the basis
of such assumptions about negative self-image and low self-esteem of black
pupils many initiatives in multicultural education under the guise of
subjects such as Black Studies were introduced into the curriculum of
schools with large numbers of black pupils. The thinking that determined
such responses on the part of 'progressive' teachers was that an enhance-
ment of the identity of black pupils would lead to better educational
performanceEQG)It must be stressed however that theories which have
assimilated the results of tests have rarely taken into account the cultural

bias of such tests, as Townsend and Coard have pointed out, and the validity

: 3 2 . 47
of cross-cultural comparisons when considering black pupllgi ) In many
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respects such theories reflect the earlier racial ideological profiles of

blacks found in the southern states of the QSA.

Other than the psychologically-orientated explanations for the under-
achievement of black pupils, another type of explanation found within this
first broad category is one which is more sociologically-orientated and
locates the causes of underachievement within the ethnic and class-~cultures
of the minority groupsfaS)A quick perusal of the various types of
explanations offered by researchers and catalogued earlier is clearly
indicative of this. Amongst such explanations, assumptions about the
linguistic deprivation of minority groups are paramount, Various
researchers have drawn attention to the problems of Creole as important
contributory factors to the underachievement of West Indian pupils -

Halsey (1972), McEwan, Gipps and Sumner (1975), Edwards (1976) Redbridge
(1978), Bagley, Bart and Wong (1979),whilst the'problems' associated with
the bilingual background of Asian children from homes where the first
language is not English have also been put forward as factors contributing
to their low academic performance - Alleyne (1962), McEwan Gibson Sumner,
(1975), Robinson, (1980), Essen and Ghodsian (1979).

Parental illiteracy and lack of parental interest in the education of their
children, it is suggested, are also important factors in the underachieve-
ment of these children - Bagley Bart and Wong (1979), Robinson (1980),

Allen and Smith (1977).

Theories focussing on the cultural backgrounds of the minority groups
inevitably give rise to a pathological conception of the black family.
Explanations are therefore sought in terms of family instability (Vernon
1960) , maternal and paternal deprivation (Houghton 1966), family structure,
organisation and size (Halsey 1972) (Graham and Meadows 1967), (Allen and
Smith 1977), (Rutter 1976), parental authoritarianism (Bagley Bart and Wong

1979) and a variety of other related factors. Policy responses to these
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'inadequacies' have translated themselves into compensatory type
programmes geared to meeting the 'special needs' of not only minority
children in schools, in terms of language programmes, home-school liaison
teachers, but also for parents, through programmes geared to the teaching

(49)
of English to mothers,
Cultural explanations other than those directly focussing on the family
which have been suggested as contributing to the low performance of
black pupils relate to the maintenance of certain religious and cultural
practices, such as 'arranged marriages', the adherence to 'cults' such as
Rastafarianism, the temporary nature of settlement due to a preoccupation
with a desire to return 'home', and the relatively short period of settle-
ment in Britain allowing '"immigrant' groups insufficient time for 8

. (50)
readjustment.

Within this first broad category can also be located the class-cultural
explanations which equate the social position of the minority groups with
that of the working classes - socially disadvantaged and 'deprived', and
retaining all the characteristics associated with such a social position.
It is clearly the adherence to such a philosophy which has resulted in a
lack of distinction in educational prescriptions and policies between the
'needs' of the disadvantaged and the 'needs' of the 'ethnic minorities'(31)
Finally, it should be emphasised that in seeking explanations for the
underachievement of black pupils outside the educational system, the most
frequently and commonly cited explanations locate the causes of under-
achievement within the personality, cultural and class complexes of the
racial minorities. Compensatory measures, both educationally and socially,
through an adoption of policies of 'positive discrimination' are then the

response to such a conceptualisation of the 'race problem',

Theories which locate the causes of underachievement in the personal and/

or social characteristics of prejudiced persons from the 'majority' group
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form the basis of the second broad category of explanations, and are
markedly unpopular amongst teachers since they lay the emphasis for pupil
underachievement upon teacher deficiencies. The ethnocentrism and racist
attitudes, the authoritarian role and personality of teachers, it is
suggested, are the major contributors to the low academic performance of
black pupils. Negative stereo-typing of black pupils and low teacher
expectations are emphasised: Giles (19??S€2£edbridge (1978), Coard (1970),
and the Interim Report of the Rampton Committee of Inquiry (1981). Within
this category, also, can be located the more sociologically-orientated
theories which view teachers, not as innocent pedagogues, but as agents of
social control and preservers of the cultural traditions of a racist society.
Any such suggestions of teachers projecting racist attitudes are undoubtedly
unpopular amongst the teaching professioé?3) It is significant that the
charges of racism and racist attitudes of teachers are underplayed by most
researchers despite the common and popular view held by most members of the
racial minorities that it is this factor above all others that contributes
to the underachievement of their childreé?a) The ethnocentrism of white
pupils, too, which,it is argued, affects the "inter ethnic attitudes and
behaviour" of children in schools is drawn attention to by some researchers,
the underlying assumptions of their work being that such attitudes will be
factors which affect the performance of black pupils in schoolé?s) On the
basis of the existence of such attitudes, it is argued, the ethnocentric
bias of the curriculum should be removed and the curriculum should be
reappraised in order to promote 'intercultural understanding'. More will

be said about the attempts at such reforms of the curriculum in a later

chapter.

The third category of explanations which I wish to highlight is one within
which we can locate theories focussing on the networks of social relations
between the different racial groups and the context of the geographical

location of racial minorities in towns and cities. The argument here is
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that the roots of racism are to be found in the network of segregated
social relations that keep equal-status contacts between members of
different racial, cultural and ethnic groups to a minimum. Such theories
emphasise the high degree of self imposed or voluntary segregation of racial
minorities (in housing, for example, in depressed and slum type inner city
areas, (Robinson 1980) which prevents an equal status contact between
racial groups and thereby hinders interracial and intercultural awareness
and tolerance. Adherents of such theories proposé, therefore, policies

of de-segregation, dispersal, and greater community involvement in order

to avoid ghetto-type segregation which, amongst other things, it is

argued, affects the educational performance of black pupils in schools.

In the fourth type of explanation can be located theories which attribute
the causes of underachievement to the traditional cultural and historical
values and ideology of a dominant WASP culture. Such an explanation lays
emphasis on the ethnocentric nature of the curriculum in schools, which it
is suggested, helps to maintain and generate the Status quo' through its
transmission of the dominant cultural norms and values, ideas about the
historical legacy of the Empire playing an important part in determining
the nature of such an ideology. It is argued, then, that the prominence
of a racist, imperialist ideology through the curriculum of the school, the
failure of the school to incorporate aspects of minority cultures into the
curriculum, and a lack of recognition of the black contribution to society
are underlying factors which result in the low self-image of the black
pupil and thus contribute to his underachievement. An eradication of the
ethnocentric and culturally imperialist bias of the curriculum through an
adoption of the multicultural approach, would, it is suggested, provide the
black child with 'equal educational opportunity'. It is the failure of
schools to respond to such changes that has resulted in the increased
prominence and establishment of supplementary education for minority groups,

since the concept of supplementary schools reflects not only an alternative
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approach but an alternative ideology resulting from a lack of faith and

6)
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rejection of the dominant tradition of the educational establishment.

Within the fifth category of classifications can be located explanations
which focus their attention and arguments about the 'vicious circle' in
which minority groups find themselves. The structural arguments emphasise
the related cycle in which education is a means of achieving good jobs,
jobs which through their economic rewards provide individuals with life
chances and a healthy environment in which to develop their families. A
good family background then provides adequate and healthy socialisation of
children which, it is argued, is a necessary prerequisite for a successful
education. The converse of this argument is that poor jobs result in poor
housing and inadequate socialisation of children which inevitably produces
poor education of these pupils in schools. Equal treatment of all in

such a situation is considered discriminatory since equality of treatment
neglects the fact that people are not equal to begin with. Positivistic
measures in the form of inner-city social policies directed at an improve-
ment of the social and economic conditions, and compensatory educational

programmes, are hence proposed in an attempt to break the vicious circleES7)

The attitudinal arguments suggest that stereotyping of blacks results in
selective perceptions and self-fulfilling prophesiegfain that the low
teacher expectations of black pupils results in an assimilation and internal-
isation of teacher perceptions and expectations on the part of black pupils.
As Bagley points out,

Children react negatively to negative labels, but poor

achievement and poor behaviour are seen by the teachers
as a confirmation of the original negative expectations.(59)

Finally, the sixth category of classification that I wish to consider is
one which locates the causes of underachievement within the institutional

structures of society. Within the broad category can be located a whole
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range and variety of structural explanations with differing focusses of
attention. Some arguments point to the school mirroring a competitive
system in which some must fail, that the process at work within the school
is one of differentiation and polarisationqﬁn Schools are seen as
institutions perpetuating class structures of society, whilst the educational
system, with its differential allocation of resources, it is argued, also
helps to generate such social and economic inequalities. The work of

Bowles and Gintis is well recognised in highlighting such a situation in

(61)

America., In their presentation of the interface between school and the
economic system, they argue :

The educational system does not add or subtract from
the overall degree of inequality and repressive
personal development. Rather it is best understood
as one institution which serves to perpetuate the
social relationships of economic life through which
these patterns are set, by facilitating the smooth
integration of youth into the labour force.

This function is performed, they suggest, in a variety of different ways.

Schools foster legitimate inequality through the
ostensibly meritocratic manner by which they
reward and promote students and allocate them to
distinct positions in the occupation hierarchy.
They create and reinforce patterns of social
class, racial and sexual identification among
students which allow them to relate 'properly' to
their external standing in the hierarchy of
authority and status in the production process.
Schools foster types of personal development
compatible with the relationships of dominance
and subordinacy in the economic sphere, and
finally, schools create surpluses of skilled
labour sufficiently extensive to render effective
the prime weapon of the employer in disciplining
labour - the power to hire and fire. (62)

The educational system, it is argued then, has a life of its own. It 15
an integral element in the reproduction of the prevailing class structure
of society. Nevertheless, Bowles and Gintis emphasise,

The experience of work and the nature of the class

structureare the basis upon which educational

values are formed, social justice assessed, the

realm of the possible delineated in people's

consciousness and the social relations of the

educational encounter historically transformed. (63)

How this can be translated to the situation of black pupils, then, is that
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they are concentrated inschools whose repressive, arbitrary, general
chaotic internal order, corrosive authority structures and minimal
possibilities for advancement mirror the characteristics of inferior job
situations. The black pupils' realisation and awareness of the futility
of competing in a race for academic qualifications in which they, as a
group, are bound to be losers results in the development of a 'counter

(64)
culture' as a form of resistance to such structural impositions.

The neo-Marxist structural explanations emphasise the Althuserian view of
schools as 'ideological state apparatuses' which reproduce capitalist
’ . (65) s

relations of production. Bowles and Gintis have argued that schools
replicate in their social relations the conditions and mentalities of

: . &5%&1. ; : 5
capitalist labou ilst Bourdieu suggests that the process of schooling is
a form of 'symbolic violence' re-enforcing the unequal distribution of
cultural resources and securing the existing relations of poweg%7) Bernstein,
similarly, has argued that schools reproduce inequalities by institution=-
alising the cultural criteria of sections of the dominant classfﬁb)
The role of the school as an agent of cultural transmission and its
implications for the education of the black pupil in the context of the

multicultural approach to education will be considered in a later chapter.

What I have attempted so far in this chapter is to firstly, catalogue the
various explanations put forward by researchers for the underachievement of
black pupils, and then to locate these within a broader framework of the
types of explanations which have been put forward.By offering a typology
for the classification of these explanations I have drawn attention to the
prominence of explanations amongst researchers which are based on a
pathological conception of the class-cultural deficiencies of the black
family, and a distinct absence of any explanations which locate the causes
of underachievement within the educational system and other institutional

structures of society. The intention of this chapter has been to show how
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such research findings which have located the factors causing under-—
achievement within the racial minorities have been influential in the
formulation of policies of a compensatory nature whilst ignoring and
failing to respond in any way to any suggestions that the causes of under-
achievement may be found within the educational system — schools and the
teachers-and the wider society as a whole. In respect of the social
characteristics of research in the field of race and education, one
commentator has echoed C. Wright Mills contention that nearly all research,
vis a vis, race relations, has been conducted by white middle class
researchers who have tended to reflect their own interests and definitions
of what they have perceived to have been the 'race problemﬁ€69)The research
on race and education which we have considered so far gives more weight to
this contention. Mullard has suggested that the social bases (white,
middle class relations, interests, perceptions of 'race problem'), the
social direction (upwards), and the social focus ("immigrants'/'coloured
minority groups'/'ethnic minorities') of nearly all research on race and
education over the last two and a half decades have remained more or less
constant. The tendency of white middle class researchers perceiving the
'race problem' in their own way to research black groups (downwards) for
the benefit of largely white groups (upwards in the social structure) hasg
thus tended to reproduce the racial structure of existing power relations
within which blacks find themselves in the subordinate position of an
'underclass', The theoretical focus of largely policy orientated research
in this field, as another commentator has pointed out, is therefore

(70)
"integration, conflict resolution, social control, etec". The tendency of
such a focus, then, is
To create and increase the inequitable distribution
of knowledge, to make the power elite relatively
more powerful and knowledgeable and therefore make

the subject (black) population relatively more
impotent and ignorant. (71)

With the nature of research problem-orientated and based on a pathological
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conception of the 'black problem', such a focus discounts altogether
black definitions and interpretations of the problem as they perceive or
experience it. Such a tendency is structured in a set of dominant
interpretations made about the role and position of blacks in society as
reflected in a general educational ideology of compensation and as

manifested in a specific racial form of 'immigrant education'.
P

In the following chapters,therefore, I wish to consider within the social
and historical contexts the ideological basis of the policy response to the
education of black pupils in British schools, by discussing the three
conceptual models which have dominated the thinking of educationalists in
their concern for the education of black pupils since their earliest
arrival into British schools - the assimilationist, the integrationist and

the cultural pluralist models.
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of mother-tongue teaching, for instance, have come primarily from
the more orthodox and traditional 'leaders' and parents of the Asian
community (who have been supported in the case of demands for the
provision of mother-tongue teaching, for instance, by 'progressive'
white, middle-class teachers) emphasising the psychological and
socio-cultural reasons for teaching of the mother-tongue in schools.
The dangers of perpetuating the social and economic inequalities,

and thus generating the subordinate position of minority groups
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through their apparent uncritical adoption of such strategies,
however, do not appear to inform and illuminate the thinking of
proponents of cultural autonomy. An emphasis on culture and a
desire for cultural autonomy which does not take into account the
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unequal system of social and racial relations.
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Chapter 3

THE IDEOLOGICAL RESPONSE TO THE EDUCATION OF BLACK PUPILS

PART 1 - FROM ASSIMILATION TO INTEGRATION

... a national system of education must aim at producing
citizens who can take their place in a society properly
equipped to exercise rights and perform duties which are
the same as other citizens. If their parents were
brought up in another culture or another tradition,
children should be encouraged to respect it, but a
national system cannot be expected to perpetuate the
different values of immigrant groups. (1)

Integration is perhaps a loose word. I do not regard
it as meaning the loss, by immigrants, of their own
national characteristics and culture. I do not think
that we need in this country a 'melting pot', which
will turn everybody out in a common mould, as one of
a series of carbon copies of someone's misplaced
vision of the stereotyped Englishman...

I define integration, therefore, not as a flattening
process of assimilation but as equal opportunity,
accompanied by cultural diversity, in an atmosphere
of mutual tolerance. (2)

The above two quotations encapsulate the conceptions of firstly, the
assimilationist and secondly, the integrationist approaches which dominated
the concerns for the education of black children since their earliest
arrival into British schools until the late 60s and early 1970s. The aim
of this chapter, therefore, is to consider the social scientific features
of these two ideologies and the social and historical contexts within

which they emerged. My focus will be to discuss the bases on which
assimilation was predicated as the goal of education for black children in
the 1950s and early 1960s and how and why the integrationist framework came
to be adopted as the working paradigm for educational policy and decision-
makers in the late 1960s and early 1970s. Although for the purposes of
our discussion, these two approaches are treated as distinct, and incorp-
orating distinct frameworks, it should be pointed out at the outset that

the conceptual models should not be seen as being mutually exclusive.

* For explanatory notes and references see pp. 68-74
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Both models share certain common characteristics, as we shall go on to see
later. There is no chronological progression from one developmental

stage to the other, either, since there may well be anomalies and
discrepancies between the conceptual framework adopted by decision makers
and that used in the implementation of policiesga) Finally, before we launch
into our discussion, one other point should be made with regard to the usage
of the terms 'integration' and 'assimilation' - and it is this - although
the term 'integration' as used by many, is often synonymous with the word
'assimilation', in that the underlying philosophy and goal of integration in
such instances is predominantly assimilationist, the two terms symbolise

' ; (
distinct ideologies and should not, therefore, be interchangeable,

(5)
ASSIMILATION

A study of the early policies and practices followed by the DES and LEAs in
response to the arrival of many black immigrant pupils into British schools
clearly indicates that there was no adequate planning for the provision of
their 'special needs' within the educational system. The debate at this
stage centred around the controversy of collection of statistics, and the
pursuit of the policy of 'dispersal' by many LEAs. The black pupils were
seen by policy makers, educational administrators and schools in problematic
terms, and the question that concerned most people was the question of how
these pupils could be assimilated within the school system and therefore
within the overall British society. Education was therefore considered to
be the principal mechanism for assisting in the process of assimilation.

The DES in its Circular 7/65 defined the task of education as "the success-
ful assimilation of immigrant children", a process dependent upon '"a
realistic understanding of the adjustments they have to make"ﬂG) it is
significant however that the DES did not concede the need for any correspond-

ing 'adjustments' in the educational system.
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The concerns of educationalists were, therefore, manifested in their
concerns for the inadequacies of the black pupils in English and the
'culture shock' that they experienced asa result of their disorientation.
The 'ad hoc' responses translated themselves, therefore, in the provision
of teaching English as a Second Language and additional support to the
children during the initial period of 'culture shock', since the under-
lying philosophy of this approach was that "if immigrant children who
could not speak English could quickly be taught it, they would equally
quickly assimilate into the British educational system and ultimately into

n(8)

British society as a whole".

The other issue that was foremost in the minds of decision-makers was that
of numbers, since any unacceptable concentrations of black pupils in
schools was considered detrimental not only to 'standards' but also a
hindrance to the process of assimilation. The policy response to this was
'dispersal’. It is these twin issues of 'language' and 'numbers' that I
wish to consider briefly since they both exemplify the underlying
philosophy of assimilation that dictated such policy responses.

Language

In the early 1960s the most immediate problem perceived by policy makers
and administrators concerned with the education of 'immigrant'children

was the provision and organisation of special language classes. For
administrators and politicians, concentration on language was perhaps, a
way of diffusing the issues, of not talking about race relations, nor about
intractable problems of poverty. The language problem, as Julia McNeal
wrote, was, above all a soluble one, and moreover,one which fitted easily
into the framework of skills of those in the education professiog%) The
complexities of organisation and provision of such classes on a national
scale was highlighted, given the diffused and decentralised structure of
education in England and Wales. The problem here was one of resources.

Therefore, even after the DES had identified a problem, in terms of
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language proficiency numerically in its first census in 1966, there was

no corresponding shift of effort in resources to deal with it. The
decentralised structure meant that discussions about the use of training
and financial resources and in the case of teacher training and curricula
were taken by LEAs, Colleges and Institutes of Education. The teacher
shortage in some areas with many immigrant pupils was nominally approved

by more generous allocations under the DES teacher quota system. But

this could not increase the supply of specialised ESL teachers. Special-
ised training, therefore, was essential but in this field the Institutes

of Education remained almost completely passive. The financial contrib-
ution for LEAs to make special provisions came in 1967, when the Home Office
began to provide a 50 per cent rate support grant under Section 11 of the
1966 Local Government Act, towards staffing services affected by the
presence of the immigrants in a local authority area. A survey of
administrative policies by Power in 1967, however, showed that the DES

had tended to underestimate the scale of language teaching requireé10)
primarily because of the inappropriate use of the term 'immigrant' for the
collection of statistics of black childré%ttgnd because until then, it was
Asian children primarily who were considered to require specialist language
help. No consideration had yet been given to the linguistic needs of

children of Afro-Caribbean origin.

A variety of administrative arrangements for the provision of language
teaching were made, including the establishment of separate reception
centres used on a full-time basis for new arrivals or part-time for children
already placed in their local school, peripatetic language teaching teams,
giving part-time instruction in 'withdrawal' groups and language instruction
in local schools by school staff which in some cases would include someone
(12)

trained and specialising in the teaching of English as a Second ranguage.

Despite these measures, however, the major problem of assessment and

evaluation was not tackled. Teachers, as John Power argues, were being
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asked to make a diagnosis as to which children should be given special
language tuition whilst having to make administrative decisions in the

(13)

context of scarce resource. The mere fact that some provisions existed
to enable non English speaking children to cope with English schools in
terms of language does not mean, as Rex and Tomlinson have pointed out,

that they have 'equality of cpportunity'.(TA)

Language as a common medium
of communication used as a tool for the whole of the formal learning
process to be effective has to have a degree of fluency to enable the
learner to attain his highest possible level of performance. If this does
not take place, the result is a "filtering process'" whereby most first
generation immigrants at least are able to do no more than obtain minimum

(15)

educational qualifications, However, as Alan James has suggested, "a
does of systematic language teaching would act as a lubricant" for the
immigrant pupil to be fed into the educational machine ... without causing

(16)

it to seize up.

Other than the provision for language teaching, therefore, it was clear
that neither the DES nor the individual LEAs felt compelled to prescribe
any further modifications to the curriculum to ensure '"the successfull

(17)

assimilation of immigrant children'. The notion of assimilation was
therefore predominant in the minds of decision makers, who did not address
themselves to the question of "how to overcome the manifest disadvantage
of the children of immigrants by providing them with linguistic and other
skills necessary for them to compete equally at school”.(18) Instead, as
one commentator has pointed out, the problems mentioned arose 'ad hoe',
decisions were often taken in panic and the very way the debate was
structured. fostered racism. A highly selective system of education could
thus be a powerful means of reinforcing an exaggerating social different-

(19)

iation.
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Statistics & Dispersal

The other main area around which debate about the education of black
children centred was that of the collection of statistics. This has been
a continued source of debate between those who considered keeping
statistics based on colour as discriminatory in itself, administrators who
need statistics for management and planning purposes and the advocates of
immigration control who manipulate collection of statistics to generate
further hostility to the presence of black immigrants in Britain. In the
early 1960s, the problem was defined in terms of "visibility" - 'too many'
Asian or West Indian children in one school was considered detrimental to
the education of the indigenous white pupilg%o) The second report of the
Commonwealth Immigrants Advisory Council, for example, claimed, amongst
other things, that concentrations of immigrant pupils retarded the progress
of the indigenous white pupils because of interuption of normal school
routinegzz)The drafting of this report coincided with a protest in Southall
in 1963, organised by local white parents who threatened to withdraw their
children from two primary schools because of their fears that the concent-
ration of black pupils in these schools would have an adverse effect on the
(22)

progress of their own children. Some of the parents, were in fact, calling
for a separate education for '"immigrant' children. It was this fear of a
'white backlash' which prompted the government to take action. As a result
of his intervention in the Southall affair, Sir Edward Boyle then Minister
of Education, in a speech in Parliament stated:

I must regretfully tell the House that one school

must be regarded now as irretrievably an immigrant

school. The important thing is to prevent this

from happening elsewhere. (23)
The obsession, it was clear, was to prevent schools becoming 'irretrievably
immigrant' schools, and this was justified by the belief that 'dispersal'
would help 'integration'. The DES circular 7/65, issued eighteen months

later by Boyle's successor, Anthony Crossland, spoke of the need to "spread

(24) : '
the children". The DES was, therefore, giving its official sanction to
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the policy of 'dispersal', noting that

as the proportion of immigrant children in a

school or class increases, the problems will

become more difficult to solve, and the

chances of assimilation more remote. (25)
The DES had maintained that if the proportion of immigrant children rose
above one-third either in the school as a whole or the class "serious
strains arise", Clearly underlying this assumption was a reinforcement
of the popular view that standards would fall in schools with large
numbers of immigrant pupils, although no research had indicated that this
in fact was the case. It is significant that the only italicized para-
graph of the DES circular focussed on the concerns of white parents, in an
attempt to alleviate their fears and anxieties of falling standards.

It will be helpful if the parents of non-immigrant

children can see that practical measures have been

taken to deal with the problems in the schools and

that the progress of their own children is not

being restricted by the undue preoccupation of the

teaching staff with the linguistic and other
difficulties of immigrant children. (26)

The DES had gone out of its way to suggest that the only grounds for
dispersal were educational need, although practice suggested otherwise
since it was mainly black children who were dispersed. As David Milner
has pointed out

...immigrant' children were dispersed,

irrespective of whether they were immigrant

or not, irrespective of whether they had

language difficulties or not, including

among them some West Indian children, who,

in contrast to what we now know, were then

thought not to have language difficulties

of the same order as Asians. In other

words, the children were dispersed solely

on the basis of colour...., (27)
It is worth noting that the whole statistics debate had been confused by
terminology primarily because decision makers had refused to concede that
they were, in fact, referring to colour. A large scale policy of dispersal

would have involved an almost ritual declaration that black children were

the cause of educational problems and that dispersal would break up or, at
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least, weaken community support which was essential to the children's

; ’ . : 528) i
sense of identity and motivation to succeed’°’ The Government White Paper
of August 1965 "Immigration from the Commonwealth'", reiterated the
philosophy underlining Circular 7/65. It was presented as a multi-
purpose policy as an aid to 'integrating' immigrant children as a way to
prevent falling school standards and as a help to the organisation of

special English classes.

There were very mixed reactions to the official policy of 'dispersal',
although many authorities implemented this policy (Ealing, Bradford, West
Bromwich, Huddersfield, Halifax and Hounslow) . Others, such as ILEA and
Birmingham, rejected it on the basis that it violated the principle of the
'neighbourhood' school. Yet others rejected it because it was seen by
'immigrant' parents to be discriminatory and many commentators of government
policy were concerned about » policy which considered selection of
children for dispersal on the grounds of ethnic origin rather than on
educational criteria, It was not these considerations, however, which led
to a rejection of the dispersal policy by some LEAs. There was a practical
difficulty of moving immigrant children, or Swappiné?%%d the resistance of

many suburban schools who did not want an intake of immigrants.

Underlining the whole policy of dispersal were a number of assumptions.(31)
It was assumed, for example, that assimilation was the ultimate goal of
policy, that 'immigrant' children were problems, that they caused a drop in
standards which led some white parents to withdraw their children from
neighbourhood schools and that the resulting concentrations and separation
were considered as obstacles to‘integration'for a number of reasonsEBZ)
Immigrant children would not learn English, they would not learn the British
way of life, and, perhaps most significantly, there was the fear of the
development of foreign enclaves within British culture and society. The

policy of dispersal exemplified, therefore, in the crudest terms, the

L
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assumptions underpinning central government5 assimilationist approach to
race-related issues during this period. 'Dispersal', nevertheless remains
3228 3 . (33) 03
the only centrally endorsed race - specific educational policy. Policies
relating to the education of black children had until now tended to proceed
. . v g B
along racially inexplicit lines. Hence the departure of central government
from the conventional and politically expectant course of '"doing good by
3 : Ry o L2 35

stealth" is particularly 51gn151cant€ )The temporal context of the Labour
Party's election victory of 1964 is particularly important, since the party
decided to abandon its'laissez-faire' approach to race and immigrationg36)
It would appear the the decision was designed to appease the anti-immigration
view of the electorate, and clearly views on race and immigration were
¢ ) o 7)
inextricably linked:

Ever since the Smethwick election, it has been quite

clear that immigration can be the greatest potential

vote loser for the labour party if we are seen to

be permitting a flood of immigration to come in and

blight the central areas in our cities. (38)
The underlying strategy of Labour was to transform its policy into a
bi-partisan one in order to out-trump the Tories, Political expediency,
therefore, was the reason for this volte~face€3%k. a departure from its
established policy approach to the education of black pupils in an attempt
to actively promote a policy which on the one hand underlined its commit-

ment to assimilation, and on the other, reaffirm to the electorate its

decision to adopt a tougher line on the issue of race.

The sociological perspective that underpi nned and informed the whole
assimilationist approach was functionalist, a perspective which views
society as an integrated class, stratified, monocultural system of

. ? ; . | . (40) ;
institutions and agencies, and whose value system is unitary, The social
objective of the assimilationist approach was a protection of the social
order through assimilationist policies and practices, and to be achieved by
means of the social process of acculturation. The focus of research,

conducted by white middle class researchers tending to reflect their own
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interests and definitions of what they have perceived to have been the
'race problem', has been the 'immigrants'. This focus has therefore
symbolised and actualised a pathological conception of the 'race problem' -
one that defines blacks as the problem, the presence of black groups as
being responsible for the problem and thus the need for blacks to change
their behaviour if an acceptable solution toithe problem is to be foundF41)
As one commentator has concluded, nearly all research conceived and carried
within the framework of the assimilationist approach has displayed a
tendency towards the maintenance and legitimation of implicitly racist
principles, practices and structure which have been an integral part of
(42)
British society. The relationship between ' race' and education, there-
fore, has been one in which a broadly based educational ideology of compen-
sation has been coupled and transformed into a specific race - education
ideology in the form of 'immigrant education’. Research in this way,
therefore, discounts altogether black definitions for interpretations of
either the 'problem' as black groups perceive and experience it, or the
social condition and position in which they find themselves in society.
It is important, however, to view the social scientist features of the

assimilationist approach in its economic, political and historical contexts.

Historically, the assimilationist approach arose at a time of tremendous
post-war expansion of capital and within the international and racial
setting of decolonisation when the demand for manual, unskilled and service
labour in particular was fulfilled by black migration from the West Indies
and the Indian sub-continent. 'Laissez-faire' policy which encouraged and
invited black immigration (particularly in the case of transport, health

; 3 g . (43)
and the textile industries)was itself 'a racially conceived act', Th

e
theoretical context which shaped and determined the structure and form of
educational provision for black pupils was itself then governed by these

contexts and has therefore to be viewed in this light.
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The main purpose of the next section is to discuss not only the character-
istics of the 'integrationist' approach, but to outline the features which
distinguished it from the assimilatinist perspective. In discussing the
characteristics of the integrationist model we will draw attention to the
reasons why it superceded the assimilationist perspective and came to be
adopted at the predominant ideological framework for the education of black
pupils in the 1970s.

(44)
INTEGRATION

The shift of emphasis from the assimilationist perspective to one of
integration within educational circles was a result of the realisation by
educationalists that factors other than the teaching of English and 'culture

: ; ; : o G5)
shock' had to be taken into account in the education of black pupils.
At the rhetorical level, at any rate, the notion of assimilation began to
lose favour. Converting immigrant children into good Europeans was no

. 5 . . (46)

longer seen to be a major objective of the educational system. Instead of
acculturation, the integrationists emphasised the social process of
'accommodation' to be achieved through a much more planned and detailed

educational and social programme to enable the racial minorities to be

'integrated' into the majority culture and society.

The onus of adaptation and change of attitudes or practices however was
still on the minorities themselves since the social goal of the integration-
ist perspective was an accommodation of the racial minorities within a
diversified value system which nevertheless retained its core unitary
structur%gﬁ?) The concept which became fashionable, therefore, was that of
"unity through diversity*f%ﬁ1ich unlike the assimilationist perspective

did not overtly disregard the educational needs of black pupils through a

total suppression of their cultural differences. In other words,

educationalists, it was suggested, should not discourage the retention and
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celebration of minority cultures in the classroom so long as this was
neither devisive nor threatening to the established aims and ethos of the
educational system. This view assumed that pride in one's cultural
heritage fostered a sense of personal identity and thereby encouraged the
development of 'well adjusted individuals' within the educational

establishment and the wider society.(ag)

In the late 1960s and early 1970s, therefore, the integrationist approach
superceded the assimilationist perspective and came to be adopted as the
working paradigm for educational policy affecting black pupils. The
impetus for such an approach had been provided by the oft-quoted Roy Jenkins
speechESO)Throughout the 1970s, however, the DES failed to provide an
effective lead in this direction, and LEAs and individual schools were
therefore left to their own devices to formulate and implement policies
concerned with the education of black pupils in an attempt to translate the
integrationist ideal into practice. Indeed, after the publication of
Circular 7/65 the DES had remained inactive on this subject until 1971

when, in its Education Survey 10, it advised on methods of assessing the
intelligence and academic attainment of 'immigrant' pupil;?1) Despite its
pronouncement to LEAs in 1971 that it intended to 'shape a coherent and
practical policy" on this issue no such policy had been forthcomingf52)
The only indication of the DES's acceptance of the integrationist philosophy
was the modification of its views on Hispersal&?3) The primary objects of

the DES's policy now were to create an environment in schools in which

colour and race were not divisive, to advise teachers, and to help build
projects and teacher quotas in areas with large concentrations of 'immigrants'.
Concern about the lowering of standards duetothepresence of large numbers of
'immigrant' pupils in certain schools which they wished to safeguard against,

was once again expressed. In its Education Survey 14 of the following

year, the DES criticised schools for a lack of positive thinking and
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constructive action in matters relating to the linguistic, intellectual
. o e e Lo :

and social needs of "second phase immigrant pupils'. No section of the

education service, it was clear, was willing to take the responsibility

for the production of an overall strategy and plan of action for the

education of black pupils. Perhaps the continual use of the term

'immigrant' by the DES until 1974 was also more indicative of its under-

lying philosophy and educational objective which pertained more to the

assimilationist goal than to the integrationist perspective.

As part and parcel of the integrationist approach, therefore, there was a
proliferation of courses and conferences on linguistic cultural and religious
backgrounds of minority groups in the 1970s since, it was argued, that to
enable integration to take place the majority society, in particular class-
room teachers, needed to be more aware of the historical and cultural
factors affecting the different minorities, Knowledge and awareness it was
felt would enable the majority society to make allowances for differences
in life styles, culture and religion that might make it difficult for some
44 ; : e 1) T4 e
immigrant groups to integrate into British society. A number of specialist
advisory posts were created to deal with the 'problem' of 'immigrant education',
posts which were almost in every instance filled by language specialists
given a wider brief to promote 'multiracial education'. This period saw
two an increasing demand for such appendages on the school curriculum as
Black studies, whilst there was a proliferation too in schools of steel bands,

. 5 : ! v (56)
celebration of Asian festivals and the tasting of ethnic foods. There was
no real commitment, it was clear, to a reappraisal of the curriculum. As
the initial survey report of the Schools Council "Education for a Multi-
racial Society" project found, an attitude of 'benign neglect' continued to
prevail in LEAs. Curriculum innovation was found to be atheoretical
fragmented, ad hoc and often ephemeral, frequently taking the form of an

(57)

immediate response to an urgent classroom need. The response moreover had

often been limited to consideration of life in the 'homelands': where
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included, life in multiracial Britain, the report found, had usually been

problem orientated'.

Minimum recognition of cultural differences was, however, one thing whereas
the more basic alteration of the character and ethos of the educational
institution quite another. Whilst the presence of black pupils from
culturally diverse backgrounds to some extent '"tested the schools commitment
to a particular British conformity", it did not penetrate deeply into the
X (58) ’ : ;
life of the school. In terms of the avowed aims of integration, a super-
ficial recognition of cultural differences which some curriculum tinkering
which merely scratched the surface clearly indicated that "local practice
; .y L09) ;

had changed less than national rhetoric". Some head teachers, it was clear,
still viewed the role of the school to be that of assimilation of black
pupils:

I do not consider it the responsibility of an

English state school to cater for the develop-

ment of cultures and customs of a foreign

nature. I believe our duty is to prepare

children for citizenship in a free, democratic

society according to British standards and

customs. (60)
What was probably meant by 'British standards and customs' was "putting over
a certain set of values (Christian), a code of behaviour (middle class) and
a set of academic and job aspirations in which white collar jobs have higher

(61)

prestige than manual, clean jobs rather than dirty".

The first national survey of policies concerned with the education of black
pupils had therefore indicated that a shift to an integrationist approach
was much more in line with the analysis of Kirpg in that the integrationist
approach was far more in evidence at the level of national rhetoric than in
the policies and practices of LEAs and schools. Townsend had reported a
wide range of differing, and often contradictory practices taking place at
both the LEA and school level, It would not be erroneous to suggest that

the failure of the DES during this period to formulate a concrete policy to
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provide LEAs and school with the necessary guidance to translate the
integrationist philosophy into practice was an important factor contrib-
uting to this confused state of affairs. Despite its pronouncement in
1971 in Education Survey 13 that

Schools can demonstrate how people from different

ethnic groups and cultural backgrounds can live

together happily and successfully, and can help

to create the kind of cohesive, multicultural

society on which the future of this country - and

probably the world - depends, (62)

the failure of the DES to provide any policy or advice on the matter was

clearly symbolic of its attitude.

Throughout the 1960s and 1970s the Commission for Racial Equality and its
forerunner, the Community Relations Commission, had consistently criticised
the education system for its "inability ... to modify its practices to meet
the needs of new types of pupils"FGg)The DES has, however, equally
consistently attempted to subsume the special educational needs of black
pupils under general problems of disadvantage. Reluctance of the DES to
develop race specific policies in any form is exemplified by its resolute
determination not to implement a recommendation of the House of Commons
Select Committee's report on education, requiring the Department to set up
a separate fund for '"the special educational needs of immigrant children'{64)
Instead, the DES responded by once again equating the needs of black pupils
with the problems of disadvantage. Whilst recognising that

many of those born here, of all ethnic minority

groups, will experience continuing difficulties

which must receive special attention from the

education service, (65)
it decided that no new programme was needed to ensure this special attention.
Black pupils, the DES felt, would '"benefit increasingly from special help
given to all those suffering from educational disadvantage". The arguments
of administrators that the educational needs of black pupils can be dealt

with entirely under measures designed to deal with educational disadvantage

as a whole stem from an assumption that to set up separate programmes oOr
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take special measures for black pupils specifically in the form of

positive discriminatory policies ig wrong and divisive. The institutional
response of the DES therefore was the establishment of the ill-fated

Centre for Information and Advice on Educational Disadvantage in Manchester,
which subsumed the educational needs of black children under the blanket

(66) ;
term 'disadvantage'. The DES, as one commentator has put it, consistently

preferred almost any identifying label - 'non-English speaking', 'culturally
: ; . : 67
deprived', 'educationally disadvantaged' - to the racial oneg )

In summary, therefore, I have suggested that the adoption of the integrat-
ionist approach did not entail any significant departure from the underlying
assumptions of the assimilationist perspective.Both rested on an Anglo-
centric conception of the position of black minorities in society.Although
the assimilationist perspective had emphasised a unitary value system the
integrationist promoted "unity through diversity", but diversity within a
core unitary structure. Assimilationists argued that the values and
characteristics of the majority culture could only be maintained if minority
cultural differences were suppressed, whilst integrationists believed that
this end could be achieved through a minimal and superficial recognition of
these differences. The homogeneity of society was nevertheless emphasised
by both approaches although the assimilationists sought to achieve this
through acculturation whilst the integrationists emphasised accommodation.
Nevertheless an explicit acceptance of andalmost complete absence of any
questioning orientation towards the dominant political, ideological and

) (68)
economic order is characteristic of both approaches.

Mullard has suggested that the integrationist approach constitutes the

embodying paradigm for the whole development of the race and education

field in that it incorporates the assimilationist and pre—empts and pre-
(69)

mediates the construction of the multicultural approach. The nature of

the link between the integrationist perspective which is anchored into the
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assimilationist and multicultural approaches he suggests is not only
theoretical but also ideological, political and economic. As suggested
earlier both the assimilationist and integrationist approaches symbolise

an explicit acceptance of and almost complete absence of any questioning
orientation to the dominant political,ideological and economic order,

The sociological perspective which underpins and informs the integrationist
framework is both functionalist and interractionist, a perspective which
views society in terms of an integrated two-tier multiracial system of
class and status,and racial groups. The social objective of this
perspective is never the less a protection of the social order whereby
racial /coloured minority groups are to be accommodated within a diversified
value system which never the less retains its core unitary structure.

The social basis of research still reflect the white middle class relations,
interests and perceptions of the 'race problem', but within a multiracial
system. Multiracial education is as we have seen the guiding educational
ideology of the integrationist approach within the overall educational
framework of disadvantagement. A representation of the historical and
economic context within which the integrationist perspective evolved is
necessary for a clear understanding of the characteristics of the ideology

of integration.lt is this that I now wish to consider briefly.

The late 1960s was a period of contraction of capital epitomised in an
increased rate of unemployment, together with various company mergers and
liquidation within an international/racial setting of neo-colonialism.
This period also saw an increased adherence to the notions of providing
substantial overseas aid and development programmes to assist Third World
countries in an attempt to protect and reconstruct the capital of the

(

metropolitan Western nations.7O)There was no longer the demand for cheap
unskilled and service labour which had characterised the immigration of the
1950s and early 1960s. Instead the needs of the economy could now be only

met through a supply of high skilled and professional labour force, a
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situation which necessitated

the political and legal restriction in the form

of racial immigration control legislation, of

the migration of unskilled black workers and

thiough a skills related employment voucher

system, the migration and recruitment of mainly

professional black workers. (71)
It was, according to Mullard, the emergence of a 'racially articulate if
not conscious black middle class" which necessitated an ideological shift
(from mono culturalism to multiracialism) and which had not only to take
account of the voice of the new black middle class but protect the economic,

(712) An adoption of the

political and social order from collapse as well.
integrationist perspective, then, was necessary for the protection of the
social order. The integrationist ideology had through emphasising and
hence incorporating the racial distinctiveness of groups in society thus

sought to 'de-racialise racism'.(?B)

How and why, then, did the concept of 'cultural pluralism' come to be
adopted in the late 1970s as the conceptual model within which multi-
culturalism and more specifically 'multicultural education' were offered in
direct response to the perceived needs of black pupils thus superceding the
integrationist perspective? It is the notion of 'cultural pluralism' upon
which the concept of 'multicultural education' is based that I wish to

consider in the following chapter.




= B8 =

CHAPTER 3 - NOTES

Is 'Second Report by the Commonwealth Immigrants Advisory Council',
(1964), Cmnd. 2266, London, HMSO, p.7.(my emphasis).

2, Jenkins, R. (1966) - Speech made on 23 May 1966 to a meeting of the
National Committee for Commonwealth Immigrants : quoted in "Essays
and Speeches by Roy Jenkins" (1967), Collins, p.267.(my emphasis).

3. Troyna, B.(1981) "Variations on a Theme : The Educational Response
to Black Pupils in British Schools", Unpub. paper, SSRC Research
Unit on Ethnic Relations, University of Aston in Birmingham.

4, For example, Partiger, George (former MP for Southall) Stated in
1964 :

"I feel that Sikh parents should encourage their
children to give up their turbans, their religion
and their dietary laws. If they refuse to
integrate then we must be tough. They must be
told that they would be the first to go if there
was unemployment and it should be a condition of
being given National Assistance that the
Immigrants go to English classes". (my emphasis);

quoted in Bagley, C. (1973) "The Education of Immigrant Children

A Review of Problems and Policies in Education", 'Journal of Social
Policy, 2,4, pp.303-14.

This symbolises the way in which many people have used the terms
'integrate' and 'assimilate', interchangeably, thus often causing
some confusion as to the underlying philosophy of whose who employ
such terminology. For a more detailed explanation of the meaning
of these terms, see notes 5 and 44.

5 The term assimilation suggests the absorbtion of a minority group
into the dominant "majority' culture through the adoption by the
'minority' group of the language, customs, ways of thought and modes
of behaviour, values and attitudes of the dominant culture, on the
basis that the 'minority' group give up their 'strange practices'
such as those associated with religion, dress, music, food, language
and other cultural values and customs distinctive to the 'minority'
group. 'Assimilation also implies the accommodation and accept-
ance of the 'minority' group by the maJority group on an equal
basis on the condition that the 'minority' group adopts the
'majority' norms, values and patterns of behaviour. It suggests,
therefore, the adaptation, reformation and adjustment on the part
of the mlnority group in order to be accommodated into and accepted
by the 'majority' group, and implies too, the equality and parity of
relationships between the groups. Through an implicit acceptance
of a communality of interests, the assimilationist philosophy
emphasises the uniformity, homogen31ty and stability of society.
'"Harmony' and 'concord' are common in the vocabulary and discourse
of assimilationists. Through its overemphasis and preoccupation
with 'culture', and concern more for the individual rather than the
group, the assimilationist philosophy avoids and neglects racial,
class or gender differentiation in society.
See also Note 44 on 'Integration'.

6. D.E.S. (1965) "The Education of Immigrants', Circular 7/65,
London. HMSO.
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Power, J.(1967) "Immigrants in Schools : A Survey of Administrative
Practices", London, Councils and Educational Press.

In Form V11(i) (1966) the D.E.S. defined 'immigrant pupils' as

(i) children from outside the British Isles who have come to this
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19
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(a) children from N. Ireland or Eire, or
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The year quoted in Clause (ii) was, in each instance, ten years
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upll 3
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pupils, whether in ordinary classes or special language classes,
was the absence of suitable written and other teaching materials,
and of information about the backgrounds of the 'immigrant' pupils.
The initiative to provide such materials came not from the top but
from the base, from the Association of Teachers of Pupils from
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the National Association of Multiracial Education. It is also
worthy of note that the majority of the 'advisory' posts and
position of responsibility in education, in a drive to promote
multiracial, multicultural education in the late 1960s and through-
out the 1970s, have been taken up by individuals who have primarily
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For a general survey of the research and literature on 'language’
see Taylor, F.(1974) "Race, School and Community", NFER.

Rex, J. and Tomlinson, S. (1979) op.cit., pp. 162-3.
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Boyle, E. (1963) Speech in House of Commons on 27 November 1963,

Hansard, Vol.685, Cols.433-444,

""Second Report by the Commonwealth Immigrants Advisory Council"
(1964). op.cit.

For a discussion of the events leading to the protest and the
subsequent debate, see Kirp, D.(1980) "Doing Good by Doing Little",
University of California Press, London, pp.85-92: and Rose, E.J.B,
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clearly in itself undesirable and unfair to all
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as possible. The evidence we have received strongly
suggests that if a school has more than a ceértain
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school is altered. Immigrant pupils in such
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authorities. It is financed like any other
local authority service largely through the
rates and Rate Support Grant. It is the job
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Mullard, C. (1981), op.cit.

Ibid.



- 78

%
Chapter 4

THE IDEOLOGICAL RESPONSE TO THE EDUCATION OF BLACK PUPILS -

PART 2

CULTURAL PLURALISM AND MULTICULTURAL EDUCATION

Although the notion of multicultural education which was adopted in the late
1970s as a working paradigm in favour of both the assimilationist and
integrationist per5pectives is perceived by many people in different ways,
it arose essentially as an educational response to the problems of
educability of the black pupil. The concept is therefore inex tricably
linked with the concern for the academic underachievement of the black
pupil, which, it was argued, has a direct causal relationship with his
negative self-image. This in turn, it was believed, stemmed from the
ethnocentric bias of the English school curriculum. The multicultural
approach, with the curriculum reflecting minority cultures, would there-
fore help to instil a 'positive self-image' in the black pupil, encourage

a greater awareness and understanding of minority cultures on the part of
the white pupil and thereby have a 'humanising' function by promoting
mutual tolerance and more harmonious race relations. A recognition of the
'problems' of the minority pupils and of the failure of the schools to meet
their 'meeds' has therefore culminated in greater demands for amongst other
things a reappraisal of the school curriculum in an attempt to promote
'multicultural education' based on a notion of cultural pluralism. In
this chapter, therefore, I propose to discuss critically the concept of
multicultural education which is the specific educational ideology of the
cultural pluralist perspective of society. My intention is to discuss the
main reasons for the emergence of this educational concept, the rationale
and justifications put forward for its adoption by its proponents, and to

consider critically the major features and characteristics of the multi-

* For explanatory notes and references, see pp.102-06
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cultural approach. I then wish to examine the notion of cultural
pluralism, which necessarily provides theoretical underpinnings for the
multicultural educational approach, within its historical context, and to
discuss the suitability of its adoption as an adequate theory of social
organisation for contemporary British society. Finally, the role of the
school as an institutional mechanism for the transmission of culture and
its implications for the schooling of minority children in British schools

will then be examined briefly.

Why, then, did the cultural pluralist model supercede the assimilationist
and integrationist perspectives in education, and what was the rationale

put forward for its adoption by its advocates?

Eric Bolton, an HMI has argued that the emergence of a second generation of
black pupils in British schools has symbolised the weakness of both the
assimilationist and integrationist ideas which were considered patronising
and at worst offensively dismissive towards other cultures and life stylegl)
Linked to this notion, he suggests, has been the desire by the minorities

to preserve and maintain their culture. Thus the assertion on the part of
the minorities is an assertion of a minority culture and the determination
to maintain cultural continuity, a notion which he suggests is as applicable
to the second generation as to the first. In response to such a situation,
therefore, cultural pluralism has evolved "as a system which accepts that
people's values and life styles are different and operates in such a way

as to allow equal opportunity for all to play a full part in society".(z)
The emphasis in Bolton's analysis is clearly on culture and this

is lacking, since he does not, for example, suggest reasons why second
generation of blacks may wish to adhere to cultural values of their parents.
The everyday effects of personalised and institutionalised forms of racism

and discrimination experienced by these youngsters which re-enforce their

subordinate position in society clearly does not play a part in Bolton's
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analysis, although he does make a passing reference to it. Rather than
be critical of his analysis at this stage, however, it would be more
appropriate to incorporate these criticisms into our later discussion when
we consider the very notion of cultural pluralism, since his analysis

rests on an uncritical adoption and acceptance of this notion.

Not only did the multicultural approach evolve as a result of the concern
for underachievement and the related 'problems' of identity and low self-
esteem of black pupils as perceived by educationalists; its evolution was
clearly linked with the establishment of supplementary schools by sections
of the black community in response to the increasing number of black
children to be found in ESN schools (Coard 19?lgi)and more recently, in
disruptive units or 'sin bins' (Francis 1979: St. John Brooks 19819%)and
the whole problem of 'educability', Schools were failing these children
and the West Indian community's lack of faith in the maintained school
system, frustration and despair in attempts to change the current thinking
of such schools, led to retaliatory actions through the establishment of
supplementary schools which would provide not only basic academic skills
for its pupils but also have the effect of adjusting the imbalance of
'white bias' in English educatiog?) The failure of courses in 'Black
Studies' and other such appendages on the school curriculum which had been
instituted primarily to serve the psychological function of enhancing a
more positive identity on the part of black pupils at the expense of
providing them with the necessary skills and tools to compete in the wider
society alsohelped to crystallise the inadequacies of the integrationist
framework and prompted the development of the multicultural approach, with
its emphasis on the concept of 'permeation' of all aspects of the curriculum.
Black Studies were also being rejected by some 'progressive' teachers who
saw such courses as being divisive and separatisé?) This danger of

separatism, with society almost totally divided into different groups

across public as well as private life and resulting in 'ethnic ghettos' had |
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therefore, to be overcome since such trends, it was felt, could only lead
to "permanent and dangerous divisions in our society“{?) The fear of
separatism was, then, a propelling force in bringing about changes in the

content of the school curriculum, This was one way of appeasing and

pacifying the separatist tendencies of some black groups.

The school curriculum was criticised for not being relevant or appropriate
to not only the needs of the black pupils but also for the education of
all pupils in a multicultural society. What was proposed, therefore, was
a broadening of the content of the curriculum, in which teaching about
different religions and cultures, and about race and race relations for all
pupils would be undertaken, as well as meeting specific educational needs
of minority pupils, including the teaching of ESL and provision of the
mother tongue for bilingual pupils.

For the curriculum to have meaning and relevance

for all pupils now in our schools, its content,

emphasis and the values and assumptions contained

must reflect the wide range of cultures, histories

and life styles in our multiracial society. (8)
The curriculum was failing its pupils and needed therefore to be reappraised.
A motivating force behind this need for change was the desire to educate

(9)

for a more democratic society, based on a recognition that the present
curricula of schools do not provide minority children with 'equality of
opportunity'. This view is clearly encapsulated in the ILEA document which
has been a major driving force in the move towards multicultural, multi-
ethnic education amongst LEAs, It states,

Unequivocally the commitment is to all. Just

as there must be no second class citizens, so

there must be no second class educational

opportunities. (10)
The need for multicultural education, as Hazel Carby points out, is not
merely regarded as an ideal but seen as practically necessary in construct-

1)

ing the society of the future.(1 Again this view is enshrined in official

documentation:
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Ours is now a multiracial and multicultural country,

and one in which traditional social patterns are

breaking down...

Our educational system is adapting to these changes.

The comprehensive school reflects the need to

educate our people for a different sort of society,

in which the talents and abilities of our people in

all spheres need to be developed and respected: the

education appropriate to our imperial past cannot

meet the requirements of modern Britain. (12)
This reference back to 'our imperial past', as Carby points out, although
hints at the basis of inter-racial conflict in the social relations of
exploitation, is, nevertheless, presented as a historical rather than a

) 4 £13) tl% :

structural consideration. The 'breaking down' of 'traditional social
patterns' is presented as a natural, evolutionary progression whilst the

antagonism, conflict and contradictions inherent in the process are

disguised.

Mullard provides some perceptive insights as to the reasons for the adoption

J . (14)
of the multicultural approach to education. He argues that the emergence
of multicultural education was far removed from traditional educational
concerns, that it evolved neither as an educational response to the needs
of black pupils nor as a response to the upsurge of racist events between
1958 and 1963. Instead he suggests, multicultural education evolved

out of a series of political interpretations made

about the threat blacks posed to the stability of

liberal democratic and capitalist society. It

was in effect a political response based upon ...

racist assumptions...to an imperative need to

protect what Halsey... termed 'the social and

political fabric of our society'. (15)
The underlying assumption of Mullard's thesis however is that the drive
and pressure for the adoption of a multicultural approach to education has
come from 'above', In this respect, Mullard is empirically incorrect.
Certainly, as he suggests, in addition to the DES through its establishment
of a multi-ethnic unit and inspectorate to help promote, co-ordinate and

monitor multicultural policies and practices, and the ILEA, the Schools

Council and the CRE have been prominant in supporting the adoption of
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multicultural education: and that the Parliamentary Select Committee has
provided an "institutionalisation and legitimation" of multicultural
policies and practicesf16)Nevertheless, the central drive for such
approaches has come not from 'above' but from 'the base', initially from
'progressive'’ teacheré1zid later from certain sections of the minority
community many of whom have internalised the concept of multicultural
education because they see such an approach satisfying their needs to
maintain their cultures amongst the younger generation. It has been
primarily through pressures of such bodies and the interests of a few
committed individuals in positions of authority that certain LEAs (ILEA,
Manchester, for example) have responded to such pressures by formulating
and implementing educational policies of a multicultural nature. The
reasons for limited advances in multicultural education whereby less than
a handful of LEAs have adopted multicultural educational policies have been
precisely due to the autonomy of LEAs and the failure of the DES to
formulate a coherent policy in this direction. What is significant,
however, is that, as Mullard points out, the activities of bodies (such as
the DES, the Schools Council, the CRE, NAME and ILEA) have led to the
promotion of a "racially derived though culturally expressed concept of

(18)

multicultural education'.

The late 1970s, then, despite being a period of retrenchment and severe
economies in education have witnessed a substantial and unprecedented
growth of the multicultural educational industry, celebrating uncritically
a multicultural approach to education. What, then, is the basis of the

multicultural approach and what are its fundamental characteristics?

A number of differing viewpoints as regards to what multicultural education
is have been put forward. What I propose to do here is to discuss some
of the main features of this approach with a view to highlighting its more

fundamental characteristics. I do not intend at this stage to make a
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distinction, though important, between the theoretical concept of multi-
cultural education and multicultural education as put into practice by its
proponents. This distinction is important since the practitioners of
multicultural education are not always guided by the more sophisticated
theoretical framework developed by some of its advocates. Such a
distinction will undoubtedly emerge when we discuss the problems of trans-

lating the theory of multicultural education into practice.

The Concept of 'Multieultural Education'

All educational prescriptions of a multicultural nature are based on an
uncritical acceptance of society as 'multicultural' and 'pluralist'.
As one commentator has put it:

The term multicultural is used on the assumption

that the existing pluralism of British society is

recognised and does not exclude concepts like

cultural pluralism, cross-cultural, bi or multi-

lingual or multi-ethnic relations. (19)
Therefore, based on this description of the 'multicultural reality' of
society are proposed various prescriptions for 'multicultural education’.
Education, the curriculum in particular, it is then argued, should reflect
the multicultural nature of our society.

Qur society is a multicultural, multi-racial one,

and the curriculum should reflect sympathetic

understanding of the different cultures and races

that now make up our society. We live in a

complex interdependent world and many of our

problems in Britain require international

solutions. The curriculum should therefore

reflect our need to know about and understand

other countries. (20)
An essential component of the multicultural curriculum is then presented
as being a reflection of 'our need to know about and understand other
countries'. Present and future society is seen as being "complex" and
"interdependent" where many of Britain's problems require international
solutions, The multicultural curriculum is then to be achieved through
the incorporation of experiences of minority cultures into the curriculum
and the teaching of different religions and cultures geared not to the low

(21)
status yncertificated parts of the curriculum, but at the high status
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certificated parts of the syllabus and based on an acceptance of cultural
and religious differences with the emphasis on strength of cultural
diversity as opposed to a problem-orientated approach. Such an approach
it is argued would also provide the black child with an opportunity of
cultural maintenance thereby promoting a greater sense of identity through
seeing his culture legitimised within the curriculumﬁzz)Black pupils would
thus develop a sense of pride in their cultural heritage and this would
enhance their sense of identity and lead to a positive self-image.
Making schooling more relevant to pupils who would otherwise have been
'difficult' to teach would capture their interest, reduce a sense of
alienation and promote more positive attitudes to school. Such an approach
would also it is argued enhance intercultural understanding and promote
better race relations, since an undermining of myths, stereotypes and
prejudices would foster greater understanding, awareness and tolerance on
the part of all pupils. Thus, as one commentator has put it, multicultural
education is an overriding educational philosophy which respects cultural
and individual differences of all people regardless of their racial, ethnic,
(23)
cultural or religious backgrounds. That all people should be accorded
respect, it is argued, is based on a fundamental acceptance of the premise
that all people have intrinsic worth, The goal of the school therefore
should be to recognise the worth of all and to instil and maintain the
importance of equal respect for all. Such a philosophy, it is argued,
must pervade all aspects of schooling, its principles and purposes must be
comprehensive, penetrating and integrating - not narrow, supplementary,
restrictive or assimilating? ) Multicultural education is, then, neither a
school subject nor a form or field of knowledge. It advocates instead
'permeation' of the curriculum on an across the curriculum basis. Multi-
cultural education, it is suggested, is not distinctive from 'good'
education. Multicultural education, it is further suggested, is
"emancipatory education, which can liberate and not stifle human automony

; (25)
and cultural and socials diversity'".
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An important function of multicultural education as seen by some proponents
is that of teaching against racism within the broader context of social and
political studies, with a view to combat racism in both individuals and in-
bt T s ey : : . : .
stitutions. This function of multicultural education however is considered
by many of its advocates to be controversial and does not therefore inform
their ideology and conceptualisation of multicultural education on the
basis that the underlying assumption of such an approach is that the
"perpetrators of racism are invariably white and the victims invariably
(27)
black". Arguments which view racism as endemic in Britain or as a
cultural norm which mould children's attitudes are thus dismissed as
{ s . . 528D o,
pathological' and 'tendentious'. The debate about race, it is then
1" . N ge. talEgy
argued, "has become confounded with the debate about immigration'’. Such
arguments as Carby has pointed out ignore the structural and historical
interrelationship between race and immigration in which race through the
process of colonisation has been used as a principal mechanism by
imperialism for the economic, political and socio-cultural forms of
exploitation, domination and subordination of other racial groups, and

whose immigration to Britain is inextricably linked with this process of

colonisation.

Multicultural education purports also to provide 'equality of opportunity’
for different minority groups through special provision based on an
adoption of the concept of 'positive discrimination'. An 'ideal but
realistic' policy on multicultural education based on a need to provide a
'equality of opportunity' should, according to John Re;?c?ake account of
the problems engendered by the segregation and dispersal of minority
children, the instruction of non-English speaking pupils in their mother
tongue, the teaching of ESL in ways which would maximise educational

opportunity, the teaching of minority cultures at 'lower levels in ways

which increase educational opportunity rather than labelling and

segregating minority children', the introduction of subjects related to
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minority cultures at higher levels and within the schools' credentialling
system, the political education of white British children for an anti-
racist society - all to be achieved through the development of "appropriate
skills and techniques", particularly by teachers and teacher educators.
'Social justice' is the rationale upon which such a notion of 'equality of
opportunity' is based. Multicultural education, as one advocate has
suggested,

provides each generation with alternative behavioural

and value systems to function in society, while it

allows for the prospect of bringing about equality of

opportunity and social justice to racial and cultural
groups who constitute a society. (31)

Multicultural education possesses, in other words, "an inbuilt capacity
for bringing about social change for individuals, groups, classes, and
' (32)

society as a whole'". Such an analysis is based on an uncritical acceptance
of the multicultural nature of society and an earlier assertion that

Multiculturalism ... comprises a whole range of

concepts, sentiments, mechanisms, structures,

and institutions in a society which implicitly

and explicitly determine the social class,

status and the place and condition of members of

a group or groups in a plural society. (33)
Such a conceptualisation clearly symbolises a culturally expressed though
racially derived concept of multicultural education. An expectation of
an educational approach to bring about 'equality of opportunity' (whatever
that may be) and 'social justice' is based on an extremely naive and
idealistic view of the nature of the social structure. To suggest that
schools can be a mechanism for social engineering is dubious: but to assert
that multicultural education has an "inbuilt capacity" to "bring about
social change for individuals, groups, classes and society as a whole" must
be the height of absurdity. It leaves one to ponder over what other

revolutionary feats multicultural education could perform for the poor and

minority groups in society!

These then are some of the more fundamental characteristics of the multi-
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cultural approach to education. Before we discuss critically some of the
prescriptive remedies of this approach, however, it would be more
appropriate at this juncture to consider the notion of 'cultural pluralism’',
since this provides the theoretical context for the multicultural approach

to education.

Cultural Pluralism and Multicultural Education

What the proponents of multicultural education mean by 'cultural pluralism'
is, to say the least, ambiguous. Common to the rhetoric of multicultural
education is a confusion between descriptions of society as culturally
pluralist and prescriptions for cultural pluralism as the most desirable
form of social organisation. Most discussions of cultural pluralism lack
a theoretical consideration and are overtly programmatic in nature. In
being prescriptive, they are often ambiguous in that there is a confusion
between the prescriptive concept of society as it ought to be and a
descriptive accounts of society as how it actually is. It is important
then to determine the historical context in which cultural pluralism
emerged as a concept which describes a type of society and a particular form
of social organisation to ascertain its relevance to contemporary British
society. In other words, to determine whether the application of the
concept as a description of contemporary British society is appropriate one
has to consider the historical context in which the theory of a plural

society was first put forward and has since been developed and refined.

Although the concept of cultural pluralism has been revised and amended
over the years, the theory of 'cultural pluralism' was first developed in
the early 1920s by Horace M. Kallen in the context of increased immigration
of a heterogeneous body of ethnic groups to the United States of Americag34)
In this early period of immigration two basic theories were developed as to
how to deal with the millions of 'immigrants', mainly of European descent.

The first theory, that of 'Americanisation' or 'Anglo-Saxonisation'
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postulated that the immigrants should give up their old ways and assimilate
into the dominant Anglo-Saxon culture. Schools were seen as the chief
mechanism through which this assimilation was to take place. When it
became clear, however, that the immigrants were rejecting 'Anglo-Saxon-

(35)
isation', the theory of the 'melting pot' began to receive credence. The
melting pot concept denied the supremacy of the Anglo-Saxon culture and
rejected the demand that immigrant cultures should assimilate into it.
Instead, it was believed, all cultures, those of the immigrants as well as
the indigenous population, should fuse and melt in order to create a
superior new and uniquely American culture. Throughout this period of
mass immigration, most leading American sociologists, including Talcott
Parsons predicted that the industrialised and centralised American society
would bring an end to the existence of distinct ethnic immigrant groups.
The ethnic groups however although attracted to the 'melting pot' concept,
were nevertheless determined to maintain, to one extent or another their
separate group identity, ties and loyalties. Several scholars and writers
therefore saw a need to develop a new theoretical and practical approach
to the relationship of the dominant society and the ethnic groups, and it

was in this context that Kallen developed the theory of 'cultural pluralism',

Cultural pluralism did not mean that America was or would become a multi-
cultural nation or a '"mosaic of cultures'. Kallen's main thesis was that
American culture was historically not monolithic but pluralistic. By
emphasising the fluidity of pluralism, he disposed of the idea of 'majority’
and 'minority' cultures. Cultural pluralism meant "unity in diversity",
not separatism or tribalisation of American society. One major weakness

of Kallen's thesis however was that neither the blacks nor the other racial

(36)
minorities figured anywhere in his framework of cultural pluralism.

A different tradition of pluralism which arguably had more influence on

the development of the concept in relation to contemporary British society
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was one which developed in the context of European colonisation and admin-
istration of complex heterogeneous societies. This theory of the plural
society deals exclusively with the phenomena of culture, and is associated
with descriptions by colonial administrators (such as J.S. Furnival ) of
the culturally diverse nature of many Asian and Caribbean societiesﬁa?)
Indeed, over the years this concept has been refined theoretically and
(38)

extended in the work of many anthropologists. Essentially however through
an over emphasis on the phenomena of culture modern descriptions neglect the
historical and socio-political context within which the concept of pluralism
emerged. Historically, plural societies have been created through
colonial intervention and are characterised by heterogeneous populations
drawn together for political and economic, not cultural, reasons. Plural
societies with their intermix of different 'races' and cultural systems are
characterised by their social, cultural and institutional stratification,
and have not evolved as a result of collective effort and sociocultural
consensus but are the bi-products of conquests., Distinct imperialist
relationships of domination and subordination have been characteristic of
such social organisations. Plural societies are therefore neither
integrative, representative nor democratic but colonialistic and exploit-

(39) 3
ative. The concept of pluralism is therefore as much socio-political and

historical as it is cultural and within a plural society the relationships

that exist between its component sub-groups is distinctly unequal.

Cultural pluralism in the contemporary context therefore is a concept which
has evolved out of a desire to create and maintain a cohesiveness of the
entity of the nation state in an attempt to forge a national unity and

sense of identity. The objective of the state in the interests of cohesive-
ness and self-maintenance is to establish an ideology of uniformity amongst
its citizens. Schools then are institutionalised mechanisms for

differentially enculturating subgroups into a national culture. In view

of the historical context of cultural pluralism, what then are the under-
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lying assumptions and implications of such a theory of social organisation

for contemporary British society?

The pluralist philosophy in an attempt to create cohesiveness, as suggested
earlier, subsumes an apparent unity of interests of all citizens within the
nation state, without giving recognition to inherent contradictions and
conflicting social, political and economic interests within and between
different race, class, and gender groupings in that society. The pluralist
approach although based on a concept of cultural and group diversity is
pre-inclined, as Mullard has suggested, to describe the nature of the
social order not in terms of diversity but in terms of unity. Because

the approach is preoccupied with the unity of racial groups, it tends then
not to recognise the intra-group divisions nor the various degrees and
forms of race class consciousness which give rise to intra-group divisions

(40)

themselves. ' The pluralist_approach implicitly denies, too the historical,

structural and ideological basis of racism through its tendency to describe

society as an enclosed entity, historically unaffected by the world economic
system and power relationsﬁl) Racism, then, becomes a mere description of

a kind of plurality rather than a kind of structure that characterises

society.

Through its emphasis on culture, the pluralist approach ignores the
structural and institutional inequalities of society and the institution-

: ; sl : st B2)
alised differentiation of interests within it. The approach does not
address itself to the historical phenomena of imperialism, colonialism and
migration, and the subsequent economic and social relationships resulting
in the position of minority groups as a subordinate 'underclass'. The
approach fails thus, as Mullard has argued, to incorporate theoretically
the structural and ideological basis of racism in society and its historical
lqu)ln

relationship to the expansion, contraction and crisis of capita

virtually all discussions of cultural pluralism, the phenomena of race,



-G -

class and gender, three critical factors, are usually unspecified and
totally absent from the discourse resulting in a concealment and avoidance
of the socially differentiating complex phenomena of racism and sexism.

The failure of the concept of cultural pluralism to take account of such
factors clearly underlines then its weakness since any adequate theory of
social organisation must incorporate historical, social and political
factors as well as cultural omnes. The cultural pluralist approach, as
Cross and others have remarked, tends to exhibit the hallmarks of Parsonian
functionalism in its ahistorical formulations, through its under emphasis
of structural features, its use of the zero-sum concept of power and its

(44)
lack of concern for its structural inequality.

A common ambiguity inherent in the concept of cultural pluralism is the
confusion and interchangeable use of the concepts of 'ethnicity' and
'culture'. In the discourse of education in a culturally pluralist
society, this is exemplified by the frequent use of interchangeable terms
such as 'multicultural', 'multi-ethnic' and 'multiracial', often indicating
a lack of cultural differentiation. In such usage, an ethnic group, for
example, is usually defined on the basis of cultural criteria. The inter-
changeable usage of these terms is indicative :f the lack of recognition of
the concept of hierarchy with the underlying assumption that the relation-
ship between the different groups is separate but equal. The concept of
multicultural education, as Mullard has pointed out, is a racially derived
though culturally expressed concept. Almost all definitions and/or
formulations of multicultural education have he suggests tended ahistorically
to deify a mystifying notion of non-class based culturalism and ethnicity.
He suggests further that by accentuating a diversified culturally and
ethnically based value system, the multicultural approach has sought to
resolve and explain the capital/class race contradiction in terms of the
(46)

cultural representation of the ideological form of racism-ethnicism. Put

very succinctly, he suggests:
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In essence this form represents the exchange

of a largely racially determined set of ideas

and beliefs (biological determinism) for a

largely ethnically determined set of ideas

and beliefs (cultural determinism) to justify

specific practices and protect specific

interests. As the cultural representation of

the ideological form of racism, ethnicism

then constitutes a set of representations of

ethnic differences, peculiarities, cultural

biographies, histories and practices which

are used to justify a specific courses of

action that possess the effect of institut-

ionalising ethnic/cultural differences. (47)
In this way then, ethnicist policies and practices tend to obscure the
"common experiences, histories and socio-political conditions of black
groups and hence the degree of communality of experience that might exist
; ‘ ; : n (48)
between black and certain white class groups in society".
The multicultural approach, through its emphasis on culture and ethnicity,
has therefore displaced overt ideological forms of racism in favour of more
covert forms thereby transforming the ideological form of racism into its

cultural form of ethnicism.

Another problem of the cultural pluralist model is the one concerned with its
treatment of 'cultures' and sub-cultures as pristine and archetypic entities -
fixed, static and unchanging. 1In the context of contemporary British
society therefore what this suggests is the existence of a homogeneous

'host' culture, devoid of class or gender differences, surrounded by a

motley bunch of 'satellite’ Asian or Afro-Caribbean cultures,for example,

with an assumption that the two though separate and distinct can be
integrated. Translated into practice, the proponents of multicultural
education advocate a study of Afro-Caribbean and Asian cultures as part of
the school curriculum, as we have suggested earlief. Such an approach is
based on a pluralistic notion which assumes the compatibility inherent in
multiculturalism, Cultures are by no means static and fixed but dynamic

and adaptive. Cultures emerge as a result of the lived experiences of

individuals and groups. A culture is the shared principles of life,
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characteristic of particular classes, groups or social milieuxfég)Cultures
are produced as groups make sense of their social existence in the course
of every day experience and are therefore intimate with the world of
practical action., A concept of culture which excludes the hierarchical
and antagonistic dominant and subordinate relationships between cultures
and ignores race, class or gender differences, as the concept of multi-

culturalism clearly does, is mistaken, misleading and dangerous.

All theories of culture or ideology that employ models of transmission and
passive reception based upon an assumption of the system of perfect
communication fail to grasp what is specific to the production of meaningESO)
As the éuthors of 'Unpopular Education' have suggested, work on education
processes, as in the case of the transmission model, shows that "all
pedagogies involve transformation, blockings, inversions and complex

(51)
reproduction, never simple teaching and learning". Cultural moments then
are not passive but involve active appropriation and transformation of
meaning, and if cultural forms are produced in ordinary social intercourse

(52)

they will not be properly understood if abstracted from this context.

How then should we view the role of the school in terms of 'transmission of
culture', bearing in mind the relationship between the educational and

economic systems?

Two functions of the school, it is generally agreed,are those of social-

isation and cultural transmission. Schools are not culturally neutral nor

is the content of schooling as some educationalists mistakenly believgiBQnd
any such notions are based on a false premise which shows an elementary
understanding of the process of schooling and the relationship between the
educational system and other societal institutions. Althuser has séen

4)

"ideological state apparatuses' which reproduce

schools in terms of

capitalist relations of production, whilst Bowles and Gintis have argued
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has pointed out. In the context of British schools, the social goals
reflected in the school structure, organisation, culture and curricula,
Mullard argues, closely approximate the goals of the ruling class, and the
reference point for schools for the interpretation of societal goals as

) Coal o . (62)
regards race relations is in fact racist,
Schools ... are collectively forced, because of
their historical locations, social position, and
cultural orientation towards the dominant
institutional order, to identify their role and
operate within the dominant racist value and

political goal structure implicit in official
policy on black immigration control. (63)

The function of cultural transmission as a role of the school can be

defined in the context of the nation state as well as the more immediate
context of the family and community. Within such a notion of cultural
transmission, then, two aspects of 'culture' begin to emerge - firstly, the
'culture' of the comﬁunity, and secondly, the 'culture' of the nation state,
or more specifically the 'culture' and ideology of the dominant power group.
Through notions of education for citizenshiéGé% an attempt to create and
maintain the cohesiveness of the nation state, the 'culture' of the nation
state is projected as a unitary binding force through its discourse about
communality of interest5§65)Even though such a narrow and rigid conception
of 'culture' is problematic proponents of cultural pluralism fail to see
that the interests and differences between the 'culture' of the community
and the 'culture' of the state can and does lead to very real possibilities
of conflict and alienation in schools. The multicultural approach
acknowledges the fundamental cultural disparity that exists between the
'culture' of the community (or the home) and that of the school (or state),
and thus attempts through educational measures to resolve this disonance
without devaluing the 'home culture' in any way. Contradictions develop
however because, on the one hand the objective of the state in the interests
of cohesiveness and self-maintenance is to both subvert local sources of

authority, loyalty and solidarity and thereby establish an ideology of
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that schools replicate in their social relations the conditions and
N e, (55) : o
mentalities of capitalist labour. Other investigations of the process
of schooling suggest that they are a form of "symbolic violence'" re-enforc-
ing the unequal distribution of cultural resources and securing the existing
4 (56) y :
relations of power. Bernstein has argued that schools reproduce inequal-
ities by institutionalising the cultural criteria of sections of the
, (57) ; .
dominant class. I do not propose to take issue with these analyses except
to point out that much of the analysis of the authors mentioned tends to be
abstract and unhistorical and "informed by the grand ambition of presenting
working models of large social totalities".(Sskevertheless, the view of
the school as a culturally neutral institution, isolated from the rest of
society and performing the function of providing 'education for educations
sake' is clearly problematic. A rather crude and in some respects over-—
simplified but nevertheless workable analysis of the role and function of
the school in relation to 'culture' would be to view schools as agencies
of transmission of the culture and ideology of the dominant ruling group in
society. In this respect, what is meant by ideology is more closely
: o ; (59)
aligned to Gramsci's concept of 'hegemony', in that schools are not seen
simply in terms of a sight of differences in 'working class' and 'middle
class' culture, but more in terms of transmitting a dominant hegemonic

ideology.

An aspect of this dominant hegemonic ideology and 'culture' is its racist
character. Mullard has drawn attention to the way in which British schools
have played an important role in the transmission of a racist culture in
: (60) | .
both the formal and the informal cultures of the school. Historically, he
argues, the public schools of the nineteenth century initially, and the net-
work of Oxford colleges and the mass church'state educational system later,
were important educational agencies in the " cultural transmission of ruling
(61)

class ideology'. Schools are undoubtedly concerned with the internalis-—

ation or learning of dominant social values and norms, as Talcott Parsons
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uniformity amongst its citizens and, on the other hand, schools are expected
to not only tolerate but promote the cultural values of the community.

The assumptions of such a philosophy are however that cultural difference

is the root of the problem and that by addressing this issue one can achieve
a more 'equal' educational system. The cultural values traditionally
transmitted by the family and the community, it is assumed, can be
integrated with 'societal norms' and the values of the school. It is
essentially a realisation of a sense of cultural alienation on the part of
the minority pupils that often leads to calls for a multicultural approach
to education, which involves, as we have seen, creating special programmes
to meet, 'special needs' of minority pupils with the more sophisticated
variant of this approach viewing cultural diversity more positively and
therefore prescribing, in addition to meeting the 'special needs' of minority

pupils, educational changes for all pupils.

The multicultural approach to education assumes, too, that it is the material
which is taught in schools that is problematic, and that by erradicating the
ethnocentric bias of the curriculum, a more 'equal' system of education

would be achieved through providing the minority pupil with ’equality of
opportunity’. The social relations of schools and classrooms are, as

Carby points out, reduced to the single question of the transmission of the

(66)

curriculum. Schools, it is argued, should

...tackle with sustained enthusiasm the problems
of children from other cultures or speaking other
languages and make a microcosm of a happy and
co-operative world. (67)

A major problem of the multicultural approach then is that whilst the
context of schooling is the appropriate focus for educators who are
advocating cultural pluralism, the programmatic suggestions that they make
in terms of a multicultural approach to education often hinge on the
assumption that school reform will bring about corresponding reforms in

(68)
society. The logic of the argument of the Green Paper is for example not
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only reflective but causitive. It is assumed that the classroom can be a
"microcosm' of society but that the creation of a 'happy and co-operative'
classroom will have an effect on the wider society in terms of creating a
'happy and co-operative world'. The greater understanding of other
cultures achieved at the classroom level is then meant to flow outwards to
create a more harmonious society. Schools, in this respect, are expected
to effect wider social relations but are, as Carby points out, paradoxically
granted autonomy from the effects of that societySGQ)But as Richard Johnson.
has argued, the materials of the classroom are separate from the cultures
of the minority children as lived in school, the lived experiences brought
to the school and lived in the social relations of the school by both

teachers and pupils.(70)

In order to understand the conditions under which particular ideologies
become principles of life, Johnson goes on to suggest, attention has to
be paid to both public representations and lived cultures, the characteristic
feature of the cultural/ideological being the production of forms of
consciousness (ideas, feelings, desires, moral preferences, knowledges,
forms of consciousness of self)g71)Johnson argues that one cannot understand
these aspects of consciousness unless an investigation of the structural and
historical position, in different social relations, of particular social
classes and groups is undertaken. In other words,

We can't understand black cultures and white racisms

without a structural account of the position of

black people today or some knowledge of a long

history of slavery and colonial plantation or

conquest and empire.... We wor't succeed in working

with or across class cultural forms without some

concept of class and some historical account that

takes us deeper than the common sense of

'stratification', or the idea that 'class' is a

residual cultural feature (like pin-striped trousers
or posh accents). (72)

A sociological truism of the function of the school, we would assert, then,

is to ideologically transmit the dominant culture of the ruling group in
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society, even though such a simplified analysis is problematic. The
rhetoric and discourse of official documentation conceals this role of
education by purporting through its assumed consensus of interests and by
concealment of the realities of unequal relationships between groups and
society, to provide education for citizenship. Any such liberal and
humanistic notions which expect the school to promote 'minority cultures'
in its curriculum through a multicultural approach to education, we would
consider, paradoxical, idealistic and nonsensical, and exemplifying a
rather elementar? knowledge and awareness of the functions of education
and of its relationship with power and ideology. Most calls for
cultural pluralism and a multicultural approach to education have been
based at the level of 'awareness, understanding and tolerance of cultural
differences'. No consideration, however, has been given by the cultural
pluralist perspective to the forms of changes required in the social
structure or organisation of society, such as structurally increasing the
power of minority groups. Such strategies through an emphasis on
cultural aspects and directed at change in peoples'attitudes about other
'cultures', can only be described then as extremely futile attempts at
affecting any long term changes in the social and economic relationships

between dominant and subordinate groups in society.

The philosophers of education, too, have been quick to point out some of
the deficiencies of the multicultural approach. In a recent article
published in the Journal of Philosophy of Education, Paul Zec suggests that
the rationale for the prescriptive attitude of multicultural education is
both obscure and mistaken€73)The intellectual foundations which logically
support multicultural policies and practices he suggests are inconsistent
with the general prescriptive attitude. Multicultural education entails,
as Zec points out, a rejection of cultural elitism and an explicit or

implicit acceptance of some notion of relativisnﬁ%ﬁ%ce celebration of

differences between cultures is central to the concept of multicultural
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education. Such a basis of cultural relativism cannot, he argues, then
provide a general framework for education of all in a culturally diverse
society. In fact, cultural relativism, Zec suggests, provides logical
support for the sorts of policies and practices which are inimical to what

(75)

the advocates of multicultural education would want.

One misconception of the cultural relativist position which Zec draws
attention to is the view of Britain as a society of different and separate

cultures. Cultural relativism encourages such a view since it erects

(76)

theoretical barriers against interpenetration between cultures. By
differentiating between what he calls 'weak' and 'strong' relativism, Zec

draws attention to the problems posed by relativism and the question of

whether there can be a concept of education which is not culture bouné??)

It seems that to accept relativism is to accept
the view that in a multicultural society the

only choices between, on the one hand, the
maintenance through education of a dominant
culture (which is undesirable because elitist,
anti-democratic, etc), and, on the other hand,
the institution of separate but equal educational
programmes for the transmission of their cultures
to co—exist in cultural groups (which is also
undesirable because it smacks of apartheid).
Ruled out, it appears, by relativism is a non-—
ethnocentric, non-imperialist education for all
in a multicultural society. (78)

It is precisely this latter approach, which is incongruent with cultural
relativism, that the advocates of multicultural education propose.
Building upon the strengths of cultural diversity which entails inter-
cultural respect is not therefore possible for the relativist, as Zec

argues.

How Zec attempts to resolve this incongruity is by proposing, as an
objectivist, a unitary approach to multicultural education which sets its
face against the relativism of knowledge, understanding and values and
against educational separatism. I do not propose to launch into a

discussion of Zec's proposals nor a philosophical discussion of the rights
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and wrongs of the objectivist and relativist positions, except to
reiterate some of my earlier comments = that any model of multicultural
education based on a unitary approach which neglects the function of the
school in transmitting the ideology and 'culture' of the dominant power
group in society, and which does not take into account the social and
economic inequalities of society and reflected within the educational
system, is clearly problematic. The failure of approaches which attempt
to achieve social justice through their concerns for the minutiae of
education and which seek to provide 'equality of opportunity' for black
pupils through a reappraisal of the curriculum do not appear to have

enlightened the minds of the new breed of proponents of old methods.

In summary, therefore, we have argued that multicultural education arose
essentially as a response to the problems of educability of black pupils
and is inextricably linked with their educational failure - that as a
result of the failure of the integrationist approach, educationalists
sought other ways of making schooling more relevant and appropriate for
the black pupil - that multicultural education is a way of appeasing and
pacifying the separatist tendencies of some black groups who were
dissatisfied with the educational system's response to the 'needs' of their
pupils and is, in consequence, in comparison with earlier approaches, a
more sophisticated form of social control serving the function of 'Cooling
out' the resistance and reaction of black pupils against the lack of

v

opportunity wihin an unequal educational system and a racist and discrimin-

atory wider society.

Attempts by advocates of multicultural education to promote 'equality of
opportunity' and 'social justice', we have argued, are based on an extremely
naive and idealistic view of the nature of the social system and of.the
relationship of power and ideology to education in which schools are

expected to be mechanisms for social engineering and a panacea for social
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stress, and, by being microcosms of society, are expected to forge a new
egalitarian and democratic society. The uncritical adoption and cele-
bration of multicultural education has led then, we have suggested, to
what Mullard calls "a racially-derived though culturally expressed"

(79)

concept of multicultural education. By considering its historical
context, we have argued that the application of cultural pluralism, as a
theory of social organisation for contemporary British society, and which

provides the theoretical basis for the concept of multicultural education,

is problematic for a number of reasons.

The notion of cultural pluralism, through an emphasis on cultural
factors, we have argued, does not take account of the historical, social
and political contexts - that the pluralist approach ignores the structural
and institutional inequalities of society and the institutionalised
differentiation of interests within in = that the pluralist approach, with
its preoccupation with the unit of racial groups, does not recognise the
divisions between racial groups and the structural and ideological basis of

(80)

racism, that it tends, therefore, as Mullard has suggested, to describe
society as '"an enclosed entity, unaffected by the world economic system
and power relations'" - that the multicultural approach had displaced and

transformed the overt ideological forms of racism in favour of the more

covert cultural form of ethnicism.

We have suggested that the concept of culture which excludes the hierar-
chical and antagonistic dominant and subordinate relationships between
cultures, and ignores race, class or gender differences, is mistaken,
misleading and dangerous. Through a consideration of the role of the
school in terms of 'transmission of culture' we have argued that, although
such a simplistic notion is problematic, schools are nevertheless not
culturally-neutral but are mechanisms which 'transmit' a particular type

of 'culture' and ideology - that of the dominant ruling group in society,
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and one which because of its historical link is clearly racist in

character - and that any liberal or humanistic notion which expects the
school to not only tolerate but promote 'minority cultures' is paradoxical,
idealistic and non-sensical, and reflective of an elementary knowledge and
understanding of the process of schooling and of its relationship with
power and ideology. We have argued, then, that any model of multicultural
education, based on a unitary approach which neglects the role and function
of the school in transmitting the ideology and culture of the dominant
power group in society, and which does not take into account the social and

economic inequalities in society is clearly problematic.

In a recently published brief paper, Chris Mullard has provided an excell-
end analysis of "The Social Context and Meaning of Multicultural Educatiéglz
In an extremely succinct and well-argued paper, written from a neo-Marxist
viewpoint, he has offered a sound sociological framework within which multi-
cultural education as an educational ideology can be viewed. The
sociological perspective that underpins and informs the multicultural
approach, he has argued, is interactionist and plural, one which views

society in terms of a non-integrated multicultural system of class, status

1]
'

and ethnic groups. Based on a false representation of the actual nature
of institutionalised racism and symbolised by an acceptance of and almost
complete absence of any questioning orientation towards the dominant
political, ideological and economic order, the social objective of the
multicultural apprdach is a protection of the social order through multi-
cultural policies and practices. In this respect, the social objective of
the multicultural approach is not different from the earlier assimilation-

(82)

ist and integrationist perspectives. There is an explicit acceptance of
the insignificance of conflict as a structural consequence and condition of
the way in which the social relations of production and reproduction are

legitimated in society. The multicultural approach, he suggests, is as

"racist in character, structure, consequence and application' as the two
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earlier approaches. Through an explicit acceptance of the racial
structure of power and of the dominant social and political order which
assumes fundamentally the relative absence of racism in society, and
through a preclusion of not only the phenomenon of racism but also the
relationship between racism and capitalism, he argues, the multicultural
approach has tended to reproduce and thereby institutionalise and legit-—

imize the relative powerlessness of blacks in society.

Mullard rightly draws attention, too, to the social context within which
the multicultural approach has emerged, since it is within this context of
institutionalised and personalised forms of racism and racial discrimin-
ation, and a deeply felt sense of injustice, frustration, anger and alien-
ation on the part of the black community that the specific educational
ideology of multicultural education has to be viewed. The social context
within which multicultural education has emerged in Britain has been
characterised by a crisis of capital within the international/racial
setting of colonial reconstruction, resulting in "zero labour requirements",
The ensuing political decisions have led to blacks acquiring effectively a
migrant status, as symbolised by the contents of the new (1981) Nationality
Bill, with its proposals of changes in repatriation procedures and the
citizenship status of black 'immigrants'. The 'deep wedge of fear'
between the police and the black community, the anti-black views of many
prominent politicians, the growth of extreme-rith-wing movements such as
the National Front and the British Movement and the substantial increase in
racial attacks against black minorities, all factors which have culminated
in an increased fear, frustration and alienation of the black community,
resulting in the recent 'riots' in many British inner-city areas with large
numbers of black residents provide essentially the social context within
which multicultural education has to be seen, since it is, as has been
argued, an educational response to the problems of educability of the black

pupils, and effectively a means of social control.
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CONCLUSION

The main focus of our dissertation has been a discussion of the way in which,
ideologically, the educational system has responded to the presence of black
pupils since their earliest arrival in British schools in the 1950s. We
have highlighted three distinct types of ideological responses, the assim-
ilationist, the integrationist and the cultural pluralist approaches to
education, which have governed the philosophy of and determined the policy~-
decisions of educationalists and decision-makers to the presence of a racial
factor in British education. In our discussions we have considered at some
length the social scientific features and characteristics of the distinctive
ideological approaches whilst examining briefly the historical and social
contexts within which these particular ideologies were predicated as the

goals governing the educational responses to black pupils.

The earliest ideological responses to the education of black pupils in
British schools in the 1950s and early 1960s, we have suggested, were
characterised by assimilationist goals and translated into policy~-terms
through 'ad hoc' responses. Black pupils were conceptualised in problem—
atic terms and the general educational ideology of compensation was thus
translated into the more specific educational ideology of 'immigrant
education'. The main concerns of educationalists and decision-makers at
this stage were, as we have suggested, with the question of how best to
assimilate black pupils into 'British culture' and society. Education was
considered to be the principal mechanism through which the goal of
assimilation was to be achieved. The primary concerns, then, were with the
provision of English language teaching and the dispersal of 'immigrant'
pupils from inner-city schools to suburban areas, since inadequate English
and 'large concentrations' of 'immigrant pupils' in certain inner-city
schools were both considered to be obstacles to the 'integration' of black

pupils into the host society.
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By the late 1960s and early 1970s, however, the integrationist approach

to the education of black pupils had superceded the earlier assimilationist
perspective. 'Unity through diversity' was the guiding philosophy of this
new approach, which emphasised the distinctiveness of different racial,
cultural and ethnic groups in society. In place of 'acculturation',
'accommodation' was the main goal of the integrationists, and this was

to be achieved through a much more planned and detailed educational and
social programme to enable the racial minorities to be 'integrated' into
'British culture' and society. 'Multi-racial education' was the specific
educational ideology which governed the response of some educationalists
to the education of black pupils. Nevertheless as we have argued - the
general educational ideology within which 'multiracial education' was
predicated as the more specific educational response to black pupils was
one of 'disadvantagement', and underpinning this philosophy was still the
conception of black pupils, and the black minorities as a whole, as
'problems'. The integrationist philosophy, however, implicitly encouraged
cultural autonomy and separatism, as we have argued earlier. It was a
failure of the integrationist approach to reconcile such a movement that,
in part, we have suggested, contributed to the emergence of the cultural
pluralist perspective of society in the 1970s, and the ensuing multi-

cultural approach to education.

The ideology of multicultural education which is governed by the cultural
pluralist conception of society, and which has replaced the integrationist
approach to the education of black pupils is, we have asserted, essentially
an educational response to the problems of educability of the black pupil
and the related question of his underachievement. Although justified in
terms of its relevance and appropriateness for the education of all

pupils in a multicultural society, the concept of multicultural education
is still seen by most educationalists in terms of meeting the 'needs' of

black pupils. Multicultural education, we have argued, then, is a form
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of social control. It is an educational concept which, through providing
'relevant education' for black pupils, in effect provides an avenue for
the dissipation and dilution of the resentment, the resistance and the
threat that black pupils are seen to pose for schools, the education
system and the wider society. Multicultural education has, we have
suggested, more to do with classroom control than it has with providing
black pupils 'equality of opportunity'. Through a discussion of the
historical origins of the concept of cultural pluralism and by making
problematic the notion of cultural pluralism we have asserted that
multicultural education is based on a false conception of the plurality
of contemporary British society - that through its emphasis on 'culture'
and 'ethnicity', the multicultural approach has sought to diffuse thé
racial situation and racial relations — that by emphasising a uniformity
of interests through its preoccupation with the unity of racial groups,
the multicultural approach has sought to stress the cohesiveness of
society and that by ignoring the differentiation of interests amongst
racial, ethnic and cultural groups the educational ideology has been
preoccupied with projecting an image which concerns itself with 'equality'
and 'equality of opportunity'. Multicultural education has, then, as one
commentator has suggested, deracialised racism. It has provided a
channel for containing the effects of racism on black pupils. As

Hazel Carby has suggested, "the refusal to acknowledge the effects of an
institutionalised racist society means that multiculturalism is limited

to plastering over the cracks".

There are a number of similarities between the ideologies of the three
different approaches which have informed and governed the thinking and
policy-decisions of decision-makers concerning the education of black
pupils. Chris Mullard, employing a neo-Marxist mode of analysis, has

argued that there are five critical tendencies which are common to all
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three approaches and which shape the similarity in relationship between
them. Héf has suggested that multicultural éducation does not reflect an
inherently new and autonomous paradigm but represents, instead, "a
continuation of old interests in new conceptual clothing". What he means
by this is that the multicultural approach is as racist in character,
structure, consequence and application as the earlier assimilafionist and
integrationist approaches which it has replaced. As he has argued, all
three approaches have tended to preclude any critical discussion of
racism and of the relationship between racism and capitalism. The
multicultural approach, he suggests, is linked at all levels in its
theoretical construction, presentation and social orientation to the
assimilationist and integrationist perspectives, that the nature of the
link is as much ideological, political and economic as it is theoretical.
One common feature of the three approaches is that they all reflect a
similar conceptualisation of and orientation towards the dominant social
order, through a false representation of the actual nature of institution-
alised racism within society - that the assimilationist approach accepts
unconditionally the social order as it is, whilst the integrationist and

multicultural approaches accept it conditionally.

Another common feature of the three approaches which Mullard has drawn
attention to and which we have suggested earlier, is the explicit (in the
case of the first two approaches) and implicit (in the case of the multi-
cultural approach) acceptance of and almost complete absence of any
questioning orientation towards the dominant political ideological and
economic order. There is not only uncritical acceptance that society is
'multicultural' and 'plural' but an uncritical and unquestioning adoption

of the multicultural approach to education.

An explicit acceptance of the insignificance of conflict as a structural
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consequence and condition of the way in which the social relations of
production and reproduction are organised and legitimated in society,
Mullard suggests, is another common characteristic of all three approaches.
Conflict, like racism, then, becomes merely a descriptive term, and is not
seen as a consequence of the nature of the social order, of the class or
racial relations in society. Thus, all three approaches through an
explicit acceptance and/or theoretical embodiment of the racial structure
of power tend to reproduce and hence institutionalise and legitimise the
relative powerlessness of blacks in society, since the predominant set

of interpretations made about the position and role of blacks in society
is in problematic terms, from white middle-class based interests, which
discount altogether black definitions or interpretations of the 'problem'
as they perceive or experience it or of the social position that they

find themselves in.

All three approaches, Mullard has suggested, explicitly fail also to
incorporate theoretically the structural and ideological basis and presence
of racism in society, and its historical relationship to the expansion,
contraction and crisis of capital, which have essentially provided the
economic context in which the ideologies of assimilation, integration and
cultural pluralism have emerged, Racism then becomes a purely social
psychological phenomenon, extracted from its historical context and where
the institutionalised and structural bases of racism are totally neglected

in its description and analyses.

These, then, are the five critical tendencies common to all three
approaches which Mullard has highlighted. He goes further, however, to
suggest that all three approaches possess implicitly a racist structure -
one which, symbolised by their common social objective of protections of
the social order, assumes fundamentally the absence of racism in society,

and one which has been built into the theoretical and conceptual structure
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of each approach. These undoubtedly have certain implications for the
role and position of black minorities in society, which we shall

consider briefly.

What we have suggested thus far, then,is that all three ideological
responses to the education of black pupils have not only fundamentally
accepted the nature of the social order but contributed in effeét to a
maintenance and perpetuation of that order through their policy
prescriptions - that all three types of responses are in consequence a
reflection of the dominant hegemonic ideology which perceives blacks as
problems and seeks to perpetuate the subordinate social position of black
minorities as an 'underclass' - that the three approaches do not
effectively contribute to the educational or social advancement of black
minorities which they purport to do, but provide effectively a second-
class education for second-class citizens, and serve instead white middle
class interests by providing career-structures for such individuals in a
growth industry. It has been suggested, then, that the institutional
developments in multiculturalism, generally, but more specifically in
multicultural education, have been more in the interests of white middle
class careerists, more concerned with classroom control than they have
been in the interests of black pupils in schools and black minorities as

a whole.

We have already considered some of the implications of the uncritical
adoption of multicultural education for black pupils. Further institution-
alisation of multicultural education could lead, as Mullard has indicated,
to the polarisation and differentiation of pupils (and their parents) along

ethnic criteria; the sanctioning or legitimation of ethnic differences

rather than social similarities as a major reason for. the development of

pedagogic practices, orientations and reflections; the reorganisation of

the school curriculum to meet ethnic as opposed to educational needs as a
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priority; a further socio-academic endorsement of certificated subjects

for the majority of pupils through the crea;ion of ethnically based non-
certificated subjects (such as Afro-Caribbean or Asian Studies) for black
pupils; the recruitment of teachers on the basis of their ethnic back-
ground and interests as opposed to their teaching abilities and
qualifications; and finally, it could also lead to, what Mullard calls,

"an ethnically-reconstituted form of authority, control and discipline in
schools". 1In brief, the uncritical adoption and celebration of multi-
cultural education could lead to a form of separate but unequal educational
policy prescriptions which have the consequence of providing an inferior

type of education for black pupils and thus serving to generate their

subordinate position in society.

Finally, as a post-script to this dissertation, we would like to project

a few thoughts about the role of multicultural education as an educational
philosophy guiding the education of black pupils in relation to the social
position of black minorities and of the role of education as a means of

social mobility.

The emergenceof multicultural education, we have grgued, has been
inextricably linked with the underachievement of black pupils in schools.
We have considered the variety of forms of explanations which have been
put forward by researchers and suggested that primarily, the causes of
underperformance have been located in the class-cultural backgrounds of
the pupils. We would assert that within the educational system - and more
specifically within schools, pedagogic practices, teacher-pupil inter-
action, teacher attitudes and expectations are more fundamental factors
which have contributed to the educational failure of black pupils - factors,
which are arguably more important than the content of teaching, the
curriculum, although to view these in isolation and not as interrelated

would be a gross error. We would thus place the emphasis on teacher
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attitudes and expectations and the whole process of educational

selection within schools which we would suggest need to be investigated
and researched more thoroughly, and within which we would argue can be
located some of the more fundamental causes for black educational

failure. Teachers' preconceptions of the backgrounds and perhaps related
abilities of pupils will inevitably contribute greatly to the expect-
ations the teacher has of the performance of the pupils. When such
attitudes and preconceptions are negative, and the subsequent expectations
low, they can only have the effect of a self-fulfilling prophecy. Pupils'
self-perceptions are shaped by the way in which the educational system
thus defines them. Black pupils, as we have suggested, are considered to
be class-culturally deprived. It is not this concept of cultural
deprivation which, as Nell Keddie has suggested, needs to be investigated,
it is more the effect and consequences of its institutionalisation, not

least by teachers, which need to be studied more closely.

Any expectations that black pupils will benefit within a school system
which thus categorises rather than socialises or educates them,lcan only
be a pious hope. Within the educational system, unless educational
policies are directed at fundamental changes in the attitudes of teachers
and teacher-educators, at bringing about a fairer process of selection
based on ability rather than preconception and categorisation, pupils

who are considered to deviate from the norm in anyway will continue toid
underachieve - unless, of course, as many have already dAne and continue
to do, they develop strategies to 'beat the system' and thus do not allow
the obstacles to hinder their educational and social advancement. Unless
the selective mechanism of the school system, and indeed the biases of the
social system as a whole become variables, no amount of schooling or

manipulation of the educational system will bring about the reality of

'equal opportunity' any nearer for black pupils. Until there is a shift

of emphasis whereby race and racial minorities cease to be seen in



= Llh =

problematic terms, and the causes of black educational failure begin to

be located not within their class-cultural backgrounds but within the
educational system, within schools and teachers, unless racism begins to
be seen not as a 'black problem' but as a problem of the white metrop-
olitan society, a problem of dominant ideology trying to come to terms
with a system of beliefs built up over generations and based fundamentally
on explicit or implicit notions of the superiority of the 'white races',
any attempts at overcoming the problems of black failure in schools or

of structurally increasing the power of black minorities in order to
achieve a better social status than that of a subordinate 'underclass’ are
bound to be futile and a failure, until such factors are recognised, taken
account of and remedied. This, in the short-term, however, must remain a

pipe-dream.

The debate about the education of black pupils and the theory of multi-
cultural education as a response to this has to take place in the context
of the role and functions of education and of the educational system as

a whole. Education is considered by many as a mechanism which éssists in
the process of social mobility. This appears to be much more the case for
black minorities since the avenues for achieving social mobility and social
enhancement within the existing social structure are limited for these
groups. Education thus takes on an even more important role for them as a
means of enhancing their social status. It would not be erroneous to
suggest that many members of black minorities have achieved a good deal of
social mobility and enhanced their social status through the adoption of
strategies to 'beat the system' and succeed despite all odds against them
in a discriminatory system. Nonetheless, the educational failure of black
minorities as a group, isa reality, and as a consequence, their opportun-
ities for social mobility are further reduced. In fact, as has been

suggested earlier, education could become a means of social differentiation,
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categorisation and legitimation of an 'underclass'. The increasing
numbers of black pupils in E.S.N. schools but more particularly in the

lower streams of comprehensive schools provides some evidence for this.

We have suggested earlier that the unitary and self-contained national
model of education needs to be called into question, not so much because
of the diversity that exists within it but due primarily to the inequality
and privilege incorporated within such a model. Much conservative and
liberal ideology which see the educational system as a mechanism for
creating and maintaining the unity of the nation-state thus diffuse the
inherent conflict and differentiation of interests contained in such a
conceptualisation. We are not concerned here with the avowed aims and
goals of education as projected through official discourse and document-
ation. What is more important is an interpretation of the role of
education through an analysis of the effects and consequences of
particular policies and practices for different groups in society. Such

a conceptualisation is inevitably dependent upon one's particular
conception of the nature of society and of the guiding political ideology
which determines such a conceptualisation. Education, we would assert,
will not assist in the social mobility of black minorities as a group; It
is debatable as to whether education in isolation can effecti?ely perform
this function. The educational system, we view as performing a function-
alist role in society in terms of transmitting the hegemonic ideology of
the dominant group in society, and having an interdependent relationship
with other institutional structures in society. We would thus consider
the role of education much more in terms of a differentiation of interests
whereby through the processes of labelling and categorisation certain
groups are 'educated' and 'trained' to perform certain functions in
society - effectively to serve the labour needs of a capitalist economy

and thus the interests of the dominant capitalist class.
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Multicultural education as an educational ideology, we have suggested,
through the provision of an inferior-type of education for black pupils
thus helps to generate the subordinate position of black minorities in
society. Any long-term changes in the position of black minorities in
society will not result effectively from concerns for the minutiae of
education through tinkering with the content of schooling, or even with
the organisation of schools. Effective long-term changes will only stem
from a recognition of the nature of the social system, of the system of
social and racial relations within it, and of action based upon such a
recognition. They have to be based upon an acceptance of a stratified
social system which discriminates in favour of dominant groups in society
and against minorities - they have to be based on an acceptance of the
reality of racism, in both its institutionalised and personalised forms,
and of class and gender differentiation, which are all part and parcel of
the predominant system of social relations. Long-term changes in the
position of racial minorities thus require political action, which can
only effectively result from a political awareness and a political will
to affect change. Political action, however, will not emanate without
political power. Power, then, is the linch-pin in any effective political
change. An increased politicalconsciousness and awareness on the part of
the racial minorities, more political power through a greater involvement
in the decision-making processes at all levels may be steps in the right
direction, since at the very least, it gives these groups the opportunity
to project their own perceptions of the 'problems' as they see them.
Otherwise, any semblance of 'equality' for black minorities will remain a
pipe-dream, as will any attempts to achieve it through the educational

system and the process of schooling.



