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Multicultural and Anti-Racist Education have emerged in the
1980's as the main alternative approaches to race and
education. But the debate between them has become a sterile
one. The central arguments of the ‘'radical' critique that
underpins anti-racist education have revealed fundamental flaws
in the analysis and strategy of multicultural education.
However, this has not lead to a coherent alternative framework
for policy and practice. Rather, it has suggested that it is
theoretically_ and practically impossible to oppose racism in
and through education. My aim 1s to demonstrate that such a
conclusion depends upon errors in how the 'radical' critique
theorises the racial structure of society, in how it analyses
policy and practice on race in education and consequently, in
how it relates racial structure to educational processes.

The theoretical and methodological differences with the
'radical' critique provide the major foci of the thesis. The
first 1is an extensive consideration of theories of racial
stratification which draws upon an outline of race relations in
post-war Britain. The second is the analysis of different
approaches to race and education, their periods of dominance,
their base values and concepts and the relation between them.
The third focus is the 'anti-racist' policy of an LEA and this
allows one to clarify the relation of LEA policy to national
policy and school practice. Fourthly, I outline a model of
institutional racism in education in order to give detail of
the relation between racial structure and educational
processes. The final focus is the ideological and practical
educational context for multicultural and anti-racist education.

Through the issues that I consider I aim to suggest a
theoretical and methodological framework for the analysis of
policy and practice which incorporates the insights of the
'radical' critique but engages with the complexity of the

relation between race and education.
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Education has long been employed as a metaphor, a model and
a projected means of development, for new visions and ways of
organising soclety. Paradoxically, education also fulfills a
central function in the perpetuation of the cultures, values and
organisation of the society within which it 1s located. The
tension between these two properties of education underlays
and permeates the concerns of this thesis.

Since the first post-war arrival of black people from
Britain's erstwhile colonial possessions, questions have been
posed about the characteristics of an educational system
appropriate to the needs and experiences of black migrants.
Growing awareness of racial inequality in British society led
to inquiries into the role of education in perpetuating those
inequalities and both complementing and contradicting this, to
questions about the potential for education to oppose and to
reduce, those inequalities.

The last forty years have seen, in response to the presence
of black children in British s¢ ools, a plethora of policies,
statements of official concern and the development of new
approaches to the curriculum. However, despite this level of
activity little seems to have changed in the to which
black people face discrimination and disadvantage in all
aspects of British scciety including schooling.

The general importance of race to education and the
relevance o0f education to questions of racial equality and
inequality was given a new pertinence and visibility in the
late 1970's when the activity of overtly racialist political
groups grew in and around schools. The issue of racism, of
prejudice and discrimination came to the fore and helped to
cast doubt on the appropriateness of previously dominant
policies and practices which had emphasised the particular
cultures and needs of black pupils.

An impetus for change and re-evaluation also came with the

growing awareness of black parents, pupils and political



leaders that the policies and practices that were supposed to
be promoting equality of educational opportunity were failing
to secure any significant change. The demand for new, mare
radical and systematic approaches which would go to the core
and root of racial disadvantagé and discrimination grew from
this and started to spawn alternatives to what had become
loosely referred to as 'multicultural education'.

A third strand, developing in parallel to the abaove with
many points of contact and interaction, was constituted in
theoretical discourse; on the origins, processes and structures
of racial discrimination and disadvantage. Established analyses
that simplified questions about the nature of racial
stratification, especially those subsuming race, racial
inequality and racism under ‘'more fundamental' problems of
class, were subjected to new and detailed critique.

It is in these elements of critique, dissent and dis-
satisfaction that this thesis had its genesis. They revealed
the necessity and prompted the desire to examine and analyse
current policles and practices, their assumptions and
deficiencies, their political and educational role and social
meaning. They pose, in the most general terms, 'the problem of
race and education’ and suggest how established critiques of
multicultural education could be extended in order to ground
the development of a theoretical framework adequate for

alternative policies and practices.

One can identify three levels at which the problem has been
articulated: theory, policy and practice. The first element
hinges on theoretical understandings ©0f the nature of racial
stratification which have far-reaching implications for
educational policy and practice. Theory has fulfilled certain
roles in the articulation and legitimation of policies and
practices but has usually been implicit and inarticulated,
poorly developed and inadequate.



Even less well developed have been theoretical analyses of
the specific relation of educational proceses and structures to
racial stratification. Education bhas been seen as either the
panacea or an irredeamable part of the problem, Hence, it is
unclear how possible it is for education to disrupt the
reproduction of that stratfication and what the limits are to
educational action.

Policy, it appears at first sight, has been produced in

copious amounts on national, LEA and school ‘sites'. But, in all
three, the relation of +this ‘policy' to practice is often
obscure. Nationally in particular, it is unclear what in fact
constitutes ‘'policy'. Many documents and reports of committees
of inquiry, select committees etc. have been produced and they
appear to be officially sanctioned and directed towards
affecting practice but whether they can accurately be called
'policy' remains to be seen. Problems in identifying policy are
further compounded by the unevenness of policy development
between LEA's, the variety of approaches employed and the
different implicit conceptions of what makes a policy, as
opposed to a statement of position or intent.
" The development of practice is characterised by similar
problems. ‘'Multicultural education' as an approach to practice
and as a set of practices, has developed unevenly and in a
wide variety of forms. It has often been ad hoc or tokenistic,
more a method of exercising control and containing black
pupils than a development of new forms of education
appropriate to promoting equality of opportunity.

At each of these levels of activity confusion has been
compounded by the terms that have been employed to describe
the perceived problems and the prescribed solutions. Clarity
about the meaning of different terms and the significance of
which is used, has b;een virtually impossible to establish. The
terms, "multicultural education" (MCE), "multi-ethnic education®
and "multiracial education" have been used interchangably to
refer to a wide range of approaches rather than specific sets

of frameworks, polices or practices.



As 1 have mentioned, "multicultural education" in particular,
is currently used as the generic term and this has compounded
the problems of identifying different approaches, of specifying
characteristics, values and assumptions. It has also made it
harder to describe and analyse the changes in approach which
have occured since the earliest forms of “immigrant education”
in the 1940's and 1950's. Consequently, 1 intend to restrict
multicultural education® +to refer +to a specific set of
contemporary set of policies and practices(l) and will use
“racialised forms of education" as the generic term.

This usuage will be seen to contradict both Mullard's(2) and
Troyna and Ball's(3) approaches.*o periodising 'the educational
response’ to black migration to Britain. Mullard{4) refers to
“racial forms of education", a term and concept very close to
mine but through the use of "raclalised" I hope to convey a
point that will be argued in Chapter Seven, that educational
responses to black :pupils are in fact 'racialised forms' of
more general educational approaches.

Troyna and Ball(®) restrict 'racialised' approaches to those
policies and practices in which race is an explicit feature.
They are correct to argue that early approaches had race as a
specific but inexplicit focus and concern but, as I hope to
demonstrate, through this they over-emphasise the importance
of the rhetoric of policy and practice at the expence of the
ideological message, role and location of those earlier
educational responses. I shall argue that they were in all but

terminology ‘racialised’.

Articulating the Problem.

Three general issues have dominated debates around race and
education: first, the appropriateness of established forms of
educational provision given the advent of a ‘multiracial’
society; secondly, the relation of educational processes and
structures to racial inequality; thirdly, the potential for

education to reduce racial inequality.



These three concerns have been articulated in various ways,
using a range of coccepts and implicit analyses of issues and
problems. Under-achievement, indiscipline, social control and
dissaffection; racism, prejudice, ignorance, intolerance and
ethnocentrism; disadvantage, special needs, language and
culture. Each has featured in expressions of ‘'the problem' and
through them 'the problem' has been expressed and interpreted.

The range of expressions of ‘the problem', the analytical
and terminological confusion attending the specification of ‘an
approach' and a tendency to aggregate conflicting policies and
practices all demand greater clarity and precision.

An outline of the development of policy and practice will
form the basis for identifying the progression of values, aims
and conceptions of the problem characteristic of ‘'officially
sanctioned' approaches. It will also provide the basis for
exploring and analysing the most important contemporary
opposition between racialised forms of education, that between
multicultural education and anti-racist education (ARE). It is
in that debate that critical developments have crystalised and
in which this thesis should therefore be located.

The opposition between MCE and ARE is a polarised one. It
involves different emphases in practice, two analyses of
education and of the racial structure of society, and two sets
of aims and rationales for policy. The basis of ARE is a
critical one, it is founded on what will be termed the *radical"
or ‘“"anti-racist" critique of MCE. It is critical of the
organisation, processes and effects of educational provision as
well of the analyses, policies and practices of MCE.

A critical stance is a major strength when identifying the
lacunae and problems in MCE. It works from an explicit
analysis of the role of schooling in reproducing inequalities
but as a basis for policy and practice, ARE has a number of
important deficiencies. Because of a combination of theoretical
tenets which have sometimes ©been assumed rather than
demonstrated, certain versions of the radical critique have

effectively dismissed the possibility of promoting racial



equality through education and have therefore regarded all
school based action as at best diversionary.

The theoretical basis of the radical critique, and hence of
ARE, is organised around two major issues. First, the racial
structure of the social formation: the basis of racial
stratification, the relation between race and class, and the
origin and nature of racism. Secondly, the meaning and
significance of the educational response to post-war black
migration. This rests on a version of the history of racialised
forms of education since the late 1950's which informs the
analysis and critique of MCE. This approach to racialised
forms of education draws on theories of educational
reproduction and of racial stratification in general. Each of
these strands of theory provides a facus for the thesis.

However, the radical critique of MCE does not yet provide
an adequate theoretical basis or framework for an alternative
anti-racist practice. General problems in analysing racial
stratification 1lead +to misconceptions about the racially
specific nature of educational processes and structures
implicated in the reproduction of racial stratification.

In the anti-racist critique of MCE two sets of relations
play a crucial but unaoknowléuged role. The first is the
relation between the national, local (LEA) and school sites on
which the development of MCE, and indeed of all racialised
forms of education, bhas taken place. The second is the relation
between the three levels on which racialised forms have been
constituted, the 1evei5 of theory, policy and practice.

In general terms, many of the problems of the anti-racist
critique derive from assumptions that the three levels are
homologous and that there is a close correspondance between
the three sites. This represents a complex and contradictory
set of relations and interactions in a simplified form and
threatens to undermine the power of the anti-racist critique
and so limit its potential as a basis for policy and practice.

The relation between theory, policy and practice is a theme

that runs through much of this thesis. The anti-racist critique



has focused upon ‘'pluralist' models of the social formation
implicit, assumed or underlying multicultural policies and
practices, But these critiques have often re-acted +to the
presence 0f these models as 1f they were explicit analytical
frameworks which generated, both logically and causally, the
policies and practices with which they are associated.
Similarly, it has been assumed that multicultural practices
have followed from multicultural policies and so are logically
and historically grounded on the pluralist models discerned in
the policies. This involves a view of the genesis of practice
which 1s not corrohorated by empirical research. It further
nisrepresents the relation between developments in policy and
those 1in practice. It is 1in fact the disjunctions and
contradictions between theory, policy and practice that provide
one of the motors for change in any or all of the three levels.
The emphasis on the three levels and sites suggests the
major issues to be considered and the methodology and form of
argument employed. A majority of studies of MCE, or of race and
education generally, have tended to concentrate on one or two
sites or levels and have as a consequence ignored the extent
to which each site and level is affected by and affects each of
the others. But constraints of time and space dictate that some
specific focus be made. My approach will be to concentrate on
the national and LEA sites but to consider their relation to
school policy and practice. Similarly, I will focus on theory
and policy but will be concerned to raise questions about their
relation to practice. A detailed examination of policy and
theory 1s the major concern but through this, I hope to
problematise the relations between the three sites and between
the three levels and so identify some of the elements of a

more adequate model of those relations.

The interpretation and analysis of the educational response
to the presence of black children in British schools, that is,

of racialised forms of education, depends on a series of inter-
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related contexts. The most general context is the history of
black peoples' experience in post-war Britain. An outline of
this will be the task of chapter one. It will provide the
background and general context for educational developments
and will reveal some of the phenomena for which a theoretical
analysis of the racial structure of Britain must account.

Chapter two takes up these issues and attempts to relate
them to a number of theoretical debates which have been
extremely influencial in how race, racism and the racial
structure of the social formation have been conceptualised.
First, I shall draw together some of the arguments which show
that a problematic based on the opposition between economic
classes and political forces is fundamentally flawed and shaow
that the deficiencies and assumptions of that problematic
underlay some of the problems encountered in analysing the
relation between race and class.

The second debate concerns what racism is and how it is to
be conceptualised. Four levels of racism: beliefs, practices,
institutions and structures will be identified. But two of these
will be focused on: beliefs and attitudes; the relation of
racism to the social structure of society. The other two levels
will be examined in an eductional context in chapter six.

Thirdly, I will question the assumption implicit in many
Marxist attempts to relate race and class, that they are
discrete and seperate concepts and social phenomena and that
their relation is ‘external' to their meaning. This will ground
the contention, made in chapter three, that there is an
'‘internal' historical relation between race and class which has
its origins in colonial relations.

Chapter three will develop these theoretical issues through
re-examining the significance fo. contemporary racial structure
of British colonial history. This will not be a systematic
exposition of the development or even of all the major features
of colonialism but will be an exploration of those aspects of
the race-class relation illuminated by an understanding of

colonial relations. Tae idea that colonialism and slavery have
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left a legacy will be re-evaluated and the consequences for how
one conceptualises contemporary racial structure drawn out.

Through outlining a thecretical model of the racial
structure of Britain I hope to develop theoretical tools for
criticising and assessing the assumptive base of ARE. It should
also inform an assessment of the appropriateness and potential
of different policles and practices in the field of race and
education. It will specify the nature of the problems they
confront and the structural context in which they operate.

Chapter four will lay the basis for the analysis of
racialised forms of education. My first caoncern will be to
sketch the development of both national and LEA policies and
compare these to the changes that have taken place in practice
in schools. The initial task will be to show not only what has
happened but also to demonstrate +that disjunctions and
contradictions between the si s have characterised their
evolution as much as agreement and caonsistency. I will also
show that some of the dominant analyses of policy simplify the
complex conditions and relations affecting policy productionm.

The second part of chapter four will pose the question of
what a racialised fo-m is, how one differs from another. I will
ask at what level, theory, policy or practice, should one
identify or typify a racialised form? [ hope to show that it is
in the relation between them, through their interaction, that a
racialised form of education is constituted.

In chapter five I will give a detailed analysis of the
production of a policy for racial equality produced 1in
Berkshire LEA. It will be used to assess the accuracy of
arguments and conclusions about LEA policy found in the anti-
racist critique. It will help to clarify the relation of
national policy making, and the national racial and social
context in general, to policy activity in LEA's. Looking then to
schools and the organisation of educational provision, one can
reconsider the role of policy with respect to practice and ask

how, or whether, it is supposed to engender change.
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The Berkshire study argues t+hat 'reading' policies depends
not on 'symptomatic reading' but on substantive analysis of the
conditions and processes of policy production. In general the
empirical analysis will suggest answers to questions about LEA
polices and their significance and role with respect to
practice. It will further indicate ways in which the general
racial structure of soclety can be interpreted, given form and
substance within the organisation of educational provision. It
will point to elements of what will, in the next chapter, be
developed into a model of institutional racism in education.

In chapter six I will consider in more detail the major
points of difference and conflict between MCE and ARE. Starting
with a consideration of the characteristics and the form of
the dominance of MCE the major problematic areas of MCE will
be described and analysed. Through this the central arguments
of the anti-racist critique of MCE will be outlined. The second
part of the chapter will concentrate on racism in education.
How does it relate to the racial structure of the social
formation as a whole? How does it operate? In particular, what
is involved in the concept of institutional racism?

Chapter seven considers a determinant of how racialised
forms of education have developed that has received skant
attention in the radical critique. That is the educational-
ideological basis for the practical limitations of MCE. First, I
will show how the <close relation of the ideology of
progressivism to the ideology of multiculturalism underpins
critical problems in MCE. Secondly, through concentrating on
the ideclogies of professionalism and teacher autonomy, 1 will
develop elements in the model of institutional racism which
involve teachers' and schools' relations with parents.

The overall aim of this thesis is to develop a theoretical
framework for the analysis of policy. This is a methodological
aim as well as an analytical one directed not only towards
criticising and assessing policy but also towards practice. It
aims to suggest what an adequate theoretical framework for

practice should look like.



Introduction. Notes and Referenc

D}

2)
3)

These policies and practices are broadly those that
Mullard has identified as ‘ethnicist' i.e. based on notions
of irreducible ethnic differences and which
institutionalise those differences in LEA organisation anc
new appointments. For further comment on this see chapters
four and six.

See for example, Mullard (1984a).

See Troyna and Villiams (1986).
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This first chapter provides an outline of patterns of post-
war black migration and settlement and of the ways in which
black labour has been utilised. It will provide a general
background against which to read educational initiatives and
will also raise major questions and issues that subsequent
analysis of the structural location of black labour will
address. Issues which must be cousidered not only by models of
racial stratification but also by educational theories, policies
and practices which seek to promote racial equality.

Different ways need to be considered for reading the causes
of migration, the impetus to settlement and the reasons for
increasingly restrict:ive anti-immigration legislation. Migration
can not be explained through simple ‘push' or ‘'pull' models,
both featured in the dynamics of migration and were
historically underpinned by relations of dominance, of
exploitation and inequitable development structured within
colonialism and imperialism.

This formative historical relationship between coloniser and
colonised begins to suggest an internal relation between white
and black labour, and between race and class, which will be
developed at length in the following two chapters. The
conditions and reasons for the limitation of the flow of
migrant labour raise the further issue of the relation between
the economic and the political with respect to race. 1 argue
that interpreting anti-immigration legislation solely in terms
of the needs of ‘capital' for migrant labour ignores political
pressure for restricting black migration. That pressure
therefore features as a dysfunctional manifestation of a
popular racism which drew on colonial ideologies. This suggests
that both the economic and political determinants of
subsequent forms of structural racism can be located within

the ‘legacy' of colonialism but that there is no simple or



consistent relationship between them. Again, this provides a
major theme for the subsequent two chapters.

A third issue considered in chapter one is the development
and the content of contemporary racism. In particular, I focus
on Barker's argument that, over the last ten years or so, a new
form of racism has arisen. Barker's argument suffers from
seeing an emphasis on culture and difference, as opposed to
biology and  superiority, as  surplanting rather than
complementing older racist ideologles and theories. It also
focuses on racism as a justificatory and explanetary ideology
rather than as a structural feature of the social formation. It
does, however, offer an indicator of a move, identified in
education by Mullard, towards an ethnically based racism,
ethnicism. Hence, it reveals one of the major foundations of
the theory and politics of MCE.

Chapters two and three work towards elucidating structural
concepts of race and racism. This involves re-posing the
relation betwen race and class and showing that the historical
relation between white and black labour 1s crucial to the
development of both. Such an ‘'internal' relation between race
and class depends upon the structural relation between white
and black labour within colonialism.

"Class" as a concept and in its institutional forms, already
relates to race as an absence. The subjective concept of the
working class as white, male, skilled, employed etc. has been
given force and form through the development of the
institutions of working class political and cultural life. Both
depend upon, and operate to reproduce and validate, structural
relations between this ‘priveledged' section of the working
class and other types of labour, particularly black labour. The
historical approach takes up the general model of class
formation through econonic, political and cultural processes
interacting to produce institutional forms of classes. Forms
which represented the conditions and relations of class
formation within colonialism an. hence the dominant relation

between black and white.
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Together, objective, institutional and subjective relations
between white and ©black labour contribute +to significant
differences in the way in each type of labour enters into
production. This compounds the antagonisms between white and
black labour based on consequences of the greater rate of
exploitation of black labour to provide a material basis for
racism and conflict. Racism, including that of the white
working class, is therefore a matter of structural relations
rather than attitudes and beliefs.

Together the first three chapters provide the context and
theoretical framework and foundation for +the educationally
specific chapters that follow. This is true in four distinct
but related ways. First, chapter one provides the historical
context for post-war changes in education. The periodisation of
immigration legislation and perceived labour needs shows that
no simple and direct relationship between policy and the needs
of the economy can be supported. Similarly, chapter four
demonstrates that simple periodisations of the ‘educational
response’ fail because of +the complex relation between
developments in theory, policy aud practice, and because of the
degree to which ‘'superceded' racialised forms endure.
Interpreting developments in education depend upon seeing them
in the light of general social developments.

Secondly, the +theoretical model of racial stratification
explored in chapters:two and three offers a structural context
for education. Thirdly, they therefore reveal what it is that
policies and practices designed to promote reacial equality are
trying to affect and change. This is crucial if the limits to
educational action are to be accurately understood.

Fourthly, an historically based structural concept of race
makes vital comments on specific issues about race and racism
which arise in the content of multicultural and anti-racist
education. Many of these centre on the concept of culture. For
example, the lasting effects of slavery for either white or
black people are usually seen in MCE and ARE as cultural, but

the general model suggests that any legacy of slavery must be
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structural. The 1last three points show why the detailled
consideration of general issues of raclal stratification are so
crucial to this thesis.

In considering the development over the last twenty-five to
thirty years of raclalised forws of education, chapter four
addresses one of the i1ssues around which the anti-racist
critique has crystalised. At issue 1s not only an accurate
history or typification of different periods but also how one
identifies what may be seen as one identifiable ‘approach'. It
has become the reoeiéed wisdom that the ‘educational response',
both national poicy and 1local practice, can be periodised
through the dominance of the key concepts of assimilation,
integration and cultural diversity. I attempt to show that
although these terms have successively dominated official
discourse and do attest to changes in conceptualisation, the
tri-partite distinction obscures as much as 1t i1lluminates. The
historical overlap between them, continuity of under-laying
social and educational aims, perpetuation of ostensibly
superceeded values and approaches all point to the limits of
this periodisation.

Chapter four 1s about what happened when and why, but 1t is
also about the relationship between national, local and school
activity and how theory, policy and practice relate and
interact. Simple identifactions of what approach has been
dominant when tend to ignore contradictions and tensions in
these relationships. I attempt to demonstrate that the anti-
racist critique offers a reading of the relationships between
these sites and levels which draws on a general functionalism
and a monolithic concept of the state considerations
elaborated in chapter six, This shows that there 1s an overlap,
a dependency between the form the argument takes and the
analytic framework within which 1t takes place. This point is
further emphasised through the way in which my analysis of the
raclal structure of the social formation in relation tc

educational structures and processes under-pins the form of my

argument.
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The following three chapters take up, in different ways,
areas of deficiency in the theoretical critique at the heart of
ARE. Chapter five continues the concern with the relation
between theory, policy and practice in racialised forms but
pursues this through attempting to clarify the status, meanng
and significance of LEA anti-racist policies. Clearly, the
analysis of a policy development in one LEA will not provide a
detailed reading of all LEA policiles but that 1is not the
intention. The choice of what has widely been considered to be
a 'radical' policy is designed to allow an examination of a
policy which might meet some of the criticisms leveled at
earlier “"multicultural" policies and to see whether different
conclusions about its significance can be drawn. But more than
this, Berkshire's policy offers the opportunity to study a
policy which is well articulated in a range of ways and hence
to develop broad guidelines for analysing LEA policies.

Chapter five shows that simple readings, or models, of the
meaning of LEA policies on race and education, especially of
those with an ‘anti-racist' patina, cannot accommodate the
complex conditions and processes of their production and
implementation. It suggests a way of reading policies which, on
the basis of the crucial distinction between statements of
intent and policies as such, revolves around the relation
between the articulation of the 'policy' through various stages.
It is clear that although an explicit framework or analysis
may suggest certain priorities and approaches, it does not
determine these. An approach or analysis has to be developed
at each of the stages if it is to be seen through, in a
consistent way, to implementa’‘on and change. This 1is a
problem not only for interpretation in practice, for
implementation, but the analytic framework is deficient because
it engages only with the racial context for education, not with
the form taken by racism and racial structure in education. #
‘correct’ analysis w!ll have little impact if it remains at a
level of generality which obscures its educational relevance

and implications.
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The problems inherent in the "anti-racist" framework of the
Berkshire policy to an extent depended upon the limits of the
political consensus which allowed it to be adopted by a ‘hung'
council. This 1s particularly true of the form of racial
specificity employed in which essential links to processes and
structures of class discrimination were not made so that their
role in racial discrimination could not be addressed.

In the first part of chapter six, I consider further aspects
of the opposition between MCE and its anti-racist critics. This
centres on their different understandings of racial and general
social structure and leads to examining how the anti-racist
critique places MCE within racism. Three inter-connected
propositions need to be considered: first, that through its
emphasis on cultural differénce, MCE ignores racism
especially with respect to its structural origins; secondly,
that when considering racism, MCE interprets it as a matter of
attitudes and beliefs alone; thirdly, that partly through this
failure to engage with structural racism, MCE helps to manage
and contain its effegts. Whilst I accept this as a statement of
some of the effects of multicultural policy and practice, this
analysis replicates major problems characteristic of the anti-
racist critique as a whole. The argument confuses intentions
with effects and reaches conclusions about the limitations of
policy and practice on the basis of a symptomatic reading of
what 1s perceived as their assumptive base and conceptual
framework. This simplifies the relationship between school and
its racial and social context, mis-represents the relationship
of theory to policy and practice, and fails to engage with the
empirical problem of identifying the contexts and processes
leading to the development of policy and practice.

The second major concern of chapter six is one of the most
important theoretical issues of the thesis: the relationship
between the racial structure of the social formation and the
processes, practices and organisation of education. Problems ir
conceptualising this relationship under-lay the fact that the

Berkshire policy's analysis of racial structure remains



unrelated to educational processes. My consideration of this
issue revaolves around the interaction of the racism of the
social formation and the processes and structures of schooling
and attempts to outline a model of institutional racism in
education. That model has four interacting parts: racial and
social context and -location; the reproductive and socialising
role of education; institutional relationships both within
education and with other institutional systems; practices,
processes and organisational features of schools.

The model attempts to outline the racially significant
features of the imstitution. It is based on a prioritisation of
structural concepts of race and racism. It suggests that
individual acts of discrimination, personal prejudices, beliefs
and justificatory ideologies remain unchallenged as an effect
of the processes and relationships of institutional racism and
because of the location of individuals within it.

in chapter seven, I attempt to draw some of the lines of
connection between the form in which MCE has been developed
and other educational 1deologies and practices. 1 concentrate
on those which have not only played a major formative role
but also represent significant barriers to the development of
anti-racist education ©because of the antipathetic power
relations that they express. This builds on the identification,
in chapter six, of the relations between teachers and schools,
and black parents as an aspect of institutional racism. The
ideologies and practices of progressivism and professionalism
which have affected the form of MCE and of some types of ARE,
i1f not challenged, will sericusly undermine the anti-racist
praoject and will offer institutional solutions rather than a
re-constitution of power relations in education. This is &
prablem that anti-racism has to solve in practice.

The first task then, is to consider the historical context
for post-war policies and practices on race and education
through examining the development of racism and the position
of black labour in that period in the context of patterns of

migration and settlement.



The rise and fall of the migration(l) of black people to
Britain over the last forty years has been an integral part of
many of the changes 1in the social and economic fabric of
Britain during that period. In particular black migration has
been the pre-condition for the development of "racialised forms
of education". The pattern it has followed has deeply affected
the progression of these forms. The basis and background for
black migration is an essential context for understanding the
position of black people in British society, but 1t is also a
pre-requisite for the analysis of the meaning that race
currently has within education.

In order to provide the general historical and racial
context for innovation and intervention 1in education four main
sets of Issues and problems need to be considered 1in this
chapter. First, I will consider the relation between changes in
the requirements for black labour, the sucession of immigration
legislation and patterns of migration and settlement. Secondly,
this will be used as a basis on which to examine the form in
which black labour has been utilised and hence to raise some
problems about the class position of black workers. Thirdly, I
will consider how current forms of racism are formed from a
number of threads: state action, popular "common-sense",
institutional and structural changes. Fourthly, I will outline
how  anti-discrimination legi~lation may  combine  with
legislation on immigration and the ‘criminalisation' of black
communities as a dual strategy for the state to deal with
black communities.

The key feature governing the migration of black people to
Britain in the perizd since 1945 is their role as a labour
force. Possibly the major issue concerning black migration is
how the demand for extra labour, which black people were
supposed to meet, connected with black aspirations and needs

for better paid employment.
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During the time when the demand for labour in general has
decreased, the original movement of black people to Britain in
the search for work has been increasingly represented as
purely voluntary. Such an argument clearly feeds on common-
sense racism and is used to justify repatriation. To counter
this argument it may be argued that black migration, far from
being voluntary was directly linked to the demand for cheap
labour willing to take on the least desirable jobs in the
Western Capitalist countries. The specific source of that
labour, the Caribbean and South Asia, can then be explained by
reference to Britain's colonial And imperialist past.

These two ‘'explanations' represent in their most simplified
form analyses of migration based on either "push" or "“pull®
factors. The latter approach is useful as a first approximation
because it links migration to the demand for labour and hence
to the form and ex%ent of economic activity within Vestern
Capitalist countries. However, even 1if one accepts it as a
starting point it is necessary to ask to what extent there is
a push factor as well as a pull. Also, if the initial spur to
migration was the availablity of jobs, do the subsequent fall
in the extent of migration and its eventual total curtailment
correspond exactly to labour requirements? This raises the
question whether the economic and the political determinants of
restrictive immigration legislation have in fact been totally
consistent and in phase.

It is important to realise that the arrival in Britain of
‘foreign workers' in the post-war period did not only involve
migrants from the Caribbean and South Asia(2). As the import
of labour power, it is a phenomenon shared by all advanced
capitalist countries. Britain's use of black labour is part of a
trend with respect to migrant labour in general(3). It must be
put in the context of the economic activity of the period which
Castles describes as,

"...the most rapid and sustained development of production

in recorded history."(4)
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The characteristics of migration are complex and varied.
They involve refugees, workers from colonies and former
colonies, guest workers, contract labour and others. However,
Castles argues for a framework which concentrates on the
features common to different countries. He claims that,

"The general use of imported labour reflects a particular

stage 1In the development of the capitalist mode of

production, in which a long period of expansion made it
essential to transcend the boundaries of national
narkets." (%)

He argues that in each country the basic causes were
similar and that it is the uneven development of the capitalist
system that provides the essential historical (and analytical)
context(6). On this basis, Castles claims that the introduction
of new workers was a pre-condition for the extension of
production and the introduction of new techniques, it was the
only way in which capitalists could accumulate capital(7).

Castles' emphasis, 1like that of Nikolinakos(8), 1is on
structural changes and changes in the labour requirements in
the major centres of capitalist production. This is located
within a model of the structure of the world market which
distinguishes between "centre and periphery"(9). The first is
characterised by advanced forms of production and the control
of world trade whereas the periphery is primarily a supplier
of labour power and of certain commodities and a market for
the industrial products of the centre. The result of this is
the underdevelopment of the periphery and hence,

"Labour migration is a form of development aid given by the

poor countries to the rich."(10)

For Britain, colonial 1links provided the focus on the
Caribbean in particular in the 1%940's and early 1950's. Those
links allowed organisations such as London Transport to
encourage migration from the Caribbean and made them likely tc
be accepted but a history of colonial relations has affected

black migration in more fundameu.al ways.



The economic disparities between the Caribbean and Britain
made migration an attractive proposition for Brtitish
employers and for potential migrants. Nikolinakos summarises
the economic relations, partly founded on colonialism which
underpin this situation:

"The surplus labour in the emigrant countires and the

prevailing unemployment there are the results of the low

accumulation of capital and allied economic backwardness
coupled with their past dependence on imperialism."(11)

Therefore, migration not only achieves a balance of supply
and demand but also the,

"...perpetuation of +the dependency relationship between

periphery and centre."(12)

Nikolinakos(13) further points out that all countries of
emigration were formally or informally dependent on colonial
powers. Their economic structures and their class structures
were determined by this relation of dependence. Although I
remain unconvinced of the ‘stabilising function' of migration
for both emigrant and immigrant country that Nikolinakos
posits(l4), the relation of d. _endence and relative under-
development would seem to explain the attractiveness of
migration with its offer of employment and a higher standard
of living.

Taking Nikolinakos' and Castles' emphasis on the structure
of the world market “one can suggest that it is not only ‘'pull’
factors that are founded on international economic relations
based on colonial exploitation, but the basis of the ‘push’
factors is to be found there also. This emphasis on historical
relations within colonialism will be developed to form a
central theme in later chapters(1b) when the question of the

relation between race and class is posed.

Exploitation of one country by another is one of the three
levels of exploitation that Nikolinakos identifies. The other
two are the exploitation of the individual migrant and of
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migrants as a group, or in Nikolinalos's terms, as a sub-
proletariat(16). Nikolinakos sees the role of migrant labour as
a reserve army of labour which secured economic growth and a
standard of living(l7). He claims that foreign workers are
super-exploitable because they can be deported, they are
underprivileged with respect to native workers, they have no
political rights. Descrimination then raises the rate of
exploitation of migrant workers(18).

Green(19) adds to this the fact that the cost of the social
reproduction of migrznt labour is low. For the first generation
of black workers the cost of general education and training
had been paid for by the country of emigration. Black people
received less from state welfare because of the age structure
of the black population, because of the high proportion of
working people to dependents. So migrant labour was profitable
in the first instance but as the social cost of reproduction is
increasingly met by Britain and as the age structure changes,
profitability diminishes.

Nikolinalos concentrates on the features he Sees as common
to all countries 1in which foreign workers are employed in
significant numbers. But, as Phizacklea and Miles(20) point out,
even with the provisions of the 1971 Immigration Act, black
migrant labour cannot be deported en masse. Also, the politico-
legal status of black labour in Britain is not the same as in
other European countries. Early migrants at least had the right
of abode and the same legal status as the indigenous
population. Phizacklea and Miles(21) argue that the UK
citizenship that commonwealth residents enjoyed made migration
and finding employment easier for them than for migrant labour
from Southern Europe. But as Sivanandan argues, the position of
black labour in Britain has over the last twenty-five years
moved progressively closer to its European counter—-parts(22).

Phizacklea and Miles' criticisms of Nikolinakos show some
of the features peculiar to Britain. They use these to argue
that black labour in Britain should be seen as reproduced as

part of the working class, as black indigenous labour(23). The
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move towards settlement supports this argument but as will be
shown in chapter two, their conception of the class position of
black labour is extremely problematic. To view it just as a
part of the working class begs a plethora of questions.

The super-exploitability of black migrant labour makes it
attractive for metropolitan capital. But this suggests that
when labour requirements fall and when the <costs of
reproducing that labour rise, migrant labour should then be
expelled from the metropolitan economy. It suggests on the
other hand that, black migrant labour should be encouraged by
capital and by the state until it ceases to be economically
necessary. It will become apparent in the section that follows,
that in Britain the pattern is not that simple. In some ways it
has followed the logic of this view but in others it has
contradicted it.

Castles' and Nikolinakos' positions both imply that there
should be a correlation between the flow of migrant labour and
the demand for that labour. Given that the major constraint on
the flow of migrant labour has been immigration legislation
one must ask whether this has corresponded to labour needs.

In 1948 a Labour government introduced a nationality
act(24) which was the first and last piece of post-war
legislation to encourage an increase in the number of black
workers  migrating to Britain.  Subsequent immigration
legislation in 1962(25), 1968(26), and 1971(27) and a new
Nationality Act in 1981(28) have progressively restricted
rights of entry and abode for black people in Britain. Through
this legislation, other reductions in 'vouchers'(29) and
recently the need for visas(30) the categories and numbers of
black workers and their dependents allowed to enter and settle
have been made fewer and fewer.

Prompted by successive Immigration Acts, a realisation grew
in the 1960's and 1970's, particularly among Asian communities,
that settlement offered the best option. Communities and



religious and cultural institutions were beginning to be re-
created in Britain. The consolidation of a better standard of
living was going to take longer than originally expected and
the removal of the possibility of returning home on a trial
basis meant that family re-unification depended on settlement
in Britain,

The trend between 1962 and 1981 is very clear: a growing
restriction of entry to Britain of all black people and an
attempt to remove or de-stabilise their right to live here. The
cummulative  restriction  through  successive legislation,
Sivanandan(31) argues, has served the specific needs of
capital. He claims that British legislation on immigration
involves a movement towards a contract labour systen, the
usual form in which migrant labour 1s utilised(32).

This direction of development 1s, as I will show later,
complemented by elements of state strategy and action on
policing and on race relations. But, as Green(33) points out,
Sivanandan's account does not adequately describe the complex
relations between the actions of the state on immigration and
the ‘needs of capital'. Immigration legislation has not
perfectly fitted the needs of capital, it reflects political
interests as well(34).

Green argues that one must question Sivanandan's contention
that the interests of the racist political lobby co~incided
with the interests of the economy for two reasons: the
existance of localised labour shortages meant that there were
specific requirements for immigrant labour; legislative control
was not necessary in order to reduce primary immigration and
it had the effect of prompting secondary immigration in order
to 'beat the ban'(35). Green concludes that racist opposition to
immigration limited the full exploitation of a system of
migrant labour(36).

Castles supports Greens' conclusion when he identifies a
very unfavourable position with respect to labour supply 1ir

Britain(37). He says that,
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"...taking account of emigration from Britain, the supply of
labour bhad ..<{in the mid-1950's)..been more or less stagnent
since 1945. This together with the strength of the labour
movement, which Apas resisted attacks on the incomes and
conditions of wofkers, is at the root of the chronic crisis
of profitability of British capital."(38)

Britain needed a greater supply of labour but it reacted to
political and ideological pressures to limit black immigration.
Or as Green(39) puts it, the state has managed the
contradiction between the proceses of economic exploitation of
black labour and the social consequences thereof.

To explore this further, if one examines the turning point
for black migration to Britain, the 1962 Immigration Act(40),
two types of pressure and context can be identified: those
internal and those external to the metropolitan centre.
Externally, attempts to set up a West Indian Federation
following independence in the Caribbean and to get a bilateral
agreement on immigration had recently failed(41). Also, in 1960
the Indian Supreme Court had judged that the past practice of
withholding passports was unconstitutional(42).

The internal features bhave been far more prominent in
discussions of the 1962 Act. Foremost amongst these is the
growth of pressure from the organised political right and of
the incidence of racial attacks and clashes which culminated in
the attacks on black people in Nottingham and Notting Hill,
London, in August and September 1958. Local anti-immigration
groups formed and the ground had been layed for restrictive
legislation. Such legislation was further fueled by the growth
from 1961 to June 1962 of immigration which followed the
external developments described.

Sivanandan's argument that the 1962 Act should be viewed as
a product of a fall in the demand for labour is less tenable in
the light of these other factors. He claims that by the middle
of the 1950's demand had already begun to drop(43). This
allows him to correlate the economic and political imperatives

which impinge on the control of black migrant labour. But there
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are many conflicting views of what Britain's labour
requirements were in the late 1950's and early 1960's.

If one puts the beginning of the control of migrant labour
in a European context, the same moves are evident but they do
not happen until 1973 or 1974. Castles identifies the 1960's as
a part of the continuing economic boom in which labour demands
were high. If Green's comments are recalled it is clear that
the 1962 act was not motivated solely by econonmic
considerations. The resultant constraints on labour supply may
have been one cause of Britain's poor economic performance(44).

Racism, which owed a lot of its content and form to
Britain's colonial past, and fear about public disorder are
themes launched in 1962 and recurring in later legislation.
These themes also provide the official linkage, discussed later
in the chapter, between legislation on immigration and race
relations, between the control of numbers and racial harmony.

The combination of different elements in bringing about the
1962 Act begin to show how economic, ideclogical and political
considerations have interacted on race. Each is rooted in its
own way in Britain's historical relationship with its ex-
colonial possessions. Chapter three will examine in detail the
form that colonial legacy takes and its effects on the racial

and class structure of British society.

The role of black labour, the economic causes of migration
and the ‘super-exploitation' of black people suggests that
their 'position' in s;ciety is not adequately conceptualised by
regarding them solely as members of the working class. Their
subordinate position with respect to the white working class
indicates that even if black people are predominantly working
class, some form of 'intra-class' stratification is operating.

Sivanandan{45) claims that in Britain a racial division of
labour forms the basis for intra-class stratification. Castles

argues that the 1971 census shows black workers to be,
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"...concentrated in ship building, vehicle production,

textiles, construction and food processing...in services they

were mainly in transport and communications, hotels and
catering and the National Health Service."(46)

They were also concentrated in factories where shifts are
worked, with unsocial hours(47), low pay and unpleasant
working conditions(48). Phizacklea and Miles show that black
workers are predominantly manual workers, and that more than
two fifths are in semi- and un-skilled jobs(49). Afro-Caribbean
people in particular are concentrated in skilled manual work
but very few black people are in non-manual employment.
Phizacklea and Miles conclude that,

“...although the . majority of black workers are not

concentrated in unskilled jobs in Britain, neither are they

randomly distributed through out the working class."(50)

This occupational pattern, especially the concentration of
black people in manual labour is being reproduced through
systematic and individual racism. Black people have been
consistently allocated to the least desirable working class
Jobs and this is one factor in determining that there is a
difference between the material life of the black working class
and sections of the white working class.

The particular subordinate position of black people has been
conceptualised through notions of an ‘'underclass', a 'sub-
proletariat' and various other types of intra-class fractions,
sections and strata(51). If one understands "working class" to
be defined purely in terms of a particular but broad relation
to the means of production the importance and the reality of
the above divisions and differences can be glossed over. But
the above pattern, as well as representing a racial
fragmantation, has set in progress processes of material and
cultural re-alignment among the white working class. It has,

"...allowed social advancement to sections of the indigenous

working class; this took the form both of objective upwarc

mobility through occuupational promotion and improved
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income, and of subjective mobility in higher status relative

to a new status group."(52)

This fact and the occupational distribution of black peaple
derives in part from the specific labour shortages black
migrant labour was supposed to fill. They provided the first
basis upon which discriminatory employment practices were
secured. The job opportunities that followed from this led to
the ‘'deskilling' of the first migrants. Many 1950's migrants
from the Caribbean were skilled people who found no
opportunity to use their skills because they were refused
access to such occupations(53). The type of labour required for
expansion was helped by descrimination by both employers and
trades unions to 1limit black workers' access to higher status
and better paid employment.

Further disproportionate deskilling and unemployment follow
to a large extent from the patterns of employment. Recent
technological advances have deskilled many jobs and totally
removed others. This process has affected black people because
of descrimination and prejudice but other processes have also
been important. Castles(54) argues that the shorter average
duration in employment of migrant workers makes them more
vulnerable to redundancy, those in less skilled jobs lose their
Jobs first and migrants work mainly in the sectors that have
declined most rapidly in the recession.

This scenario is important for explaining why the recession
has hit black people hardest but it also shows how the
disproportionate number of unemployed young blacks is caused
not only by the discriminatory processes that restrict their
job opportunities but also by the contraction of the sections
of the economy which have provided their parents with
employment, albeit low status and low paid.

This account shows how black people suffer disadvantage and
descrimination in employment and how that is closely tied tc
the requirements of capital which prompted the original
migration. It reveals a major way in which descrimination

occurs but the systematic nature of that descrimination raisec



a number of very significant problems for how one should
conceptualise the economic and political relations within which
black labour is inscribed. The occupational structure outlined
clearly has significance for the ‘internal' divisions in the
working class but to what extent do those divisions suggest
that black people actually occupy a different 'class position'
to their white counterparts? An idea of "objective interests"
based on the essential material unity of the working class,
would seem to be threathened by the systematic differences
between black and white workers. Further, the experiences of
black workers at the hands of the organised white working
class would seem to deny the existance of any cross-race class
unity, rather it indicates that intra-class differences are far

more significant than i1s usually ackowledged.

Black experiences of the white labour movement are central
considerations for both analirsing the potential political
cohesion of +the working class and in understanding the
relationship between racial and class divisions. The response
of the organised working class to black people has, at least
until the mid 1970's, has been one of systematic opposition to
the presence and theﬁadvancement of black workers.

One of the clearest examples of this occured in April 1968,
Following Powell's speeches on the 'threat' of mass immigration
by Kenya Asians, London dockers and Smithfield market porters
marched to Westminster in support of Powell,

Explaining this sort of response is a major political and
theoretical problem. Resentment and antipathy based on work
experiences are scometimes cited as possible reasons. Vhere
white and black workers have been employed in the same
industries problems of communication and racism may have
endangered unity and trade union organisation but this has
been exacerbated by the vulnerability of migrant labour, its
weak socio-economic position, and the divisive uses made of it

by employers(65). This is a position that allows employers tc
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use black workers to keep wages low and threaten the standard
of living and the defensive power of the white workers.

The relationship of black workers to employers and to white
workers has led to a number of attempts on the part of black
workers to improve their standard of living and to secure
trade union rights. In following the development of ‘'black' or
'immigrant' strikes, .Sivanandan highlights how disputes were
supported by the "Asian community" but lost through the lack
of official union backing(56). He cites other examples in which
black workers sought higher wages and access to promotion to
Jobs ‘reserved" for whites. He claims that white workers
supported the wages claim but not access to promotion(57).

Sivanandan argues that by the time the predominantly black
work force at Imperial Typewriters struck,

"...there was virtually a standing conference of black strike

committees 4in the Midlands and a network of community

associations and groups plus a number of black political
organisations, all of which came +to +the aid of the

strikers." (68)

Possibly the most famous "immigrant strike" tock place in
mid-1977 at the Grunwick Laboratories in London. Sivanandan
clalms that,

“The basic issue for the strikers was the question of racist

exploitation with which union recognition was involved, but,

In the course of accepting union support, they also accepted

the union line that union recognition was really the basic

issue, losing in the process the lasting support of the
black people."(59)

The Grunwicks dispute Sivanandan interprets mainly in terms
of what it meant for the social contract with trade union
leaders and Labour ministers wanting to minimise any damage.
But making the recognition issue central corresponded with
labout movement conceptions of its legitimate concerns and
activities. But 1t is most significant that in order for this
to happen the vulnerability and lack of power of the Asiar

workforce which was a direct product of its racial compositior



had to be subsumed under traditional “colour-blind"
understandings of class and union solidarity.

A change of response on the part of the trades union
movement can be seen in the late 1970's when it began through
the TUC to commit itself in principle to opposing racism and
racial discrimination. However, Castles(60) and Miles and
Phizacklea(61) have claimed that the TUC only moved to combat
racism when the National Front grew and posed the threat of
organised racialist politics. That was the focus, not the
disadvantage of black and migrant workers nor the fight for
the specific material conditions of black workers.

The examples above show how in the 1960's and early 1970's
the trades unions responded to workplace struggles with either
lack of support or outright opposition. Sivanandan(62) claims
that the "black community" responded with support for black
workers and hence offered a different base to that which white
workers could expect. This poses key questions about
processes of class formation and segmentation. The importance
of ‘“culture" and ‘“"community" to the development of black
political organisation questions the dominance of the work
place in the making of classes. It suggests that racial or
ethnic identifications not only cut across class but may in
certain circumstances replace it as the primary identification.

Conflict between some of the priorities and aims of black
and white workers and their institutions, pose political and
theoretical questions about the limitations of traditional
class analysis. It shows that race is clearly an issue for
class, it asks how appropriate are the established institutions
of the white working class for representing the interests of
all members of ‘the class'. The allocation of black people to
different strata within the working class, different patterns
of employment, differences in material interests, different
sources o0f support ‘and different primary identifications, all
highlight the problems that derive from an assertion of the
fundamental and objective unity of ‘the class'. These issues

will be returned to in chapters two and three.
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Processes in the Development of Contemporary Ra

The changes in the demand for migrant labour, the form that
labour has taken and the response and role of the organised
labour movement bhave all contributed to contemporary forms of
racism. Two further aspects need to be given an initial
examination in relation to developments already outlined. The
first of these is ‘structural racism', what it is and how it
has developed; the second is the 'content' of racist ideology.

Much of the early racial conflict and antagonism was rooted
in the workplace but other processes have combined with this
to produce a more general “popular racism". It feeds on the
conflict around employment.~ housing etc. but has |Tbeen
generalised and complemented by the development of & more
systematic ‘structural' racism. A disadvantaged and subordinate
position with respect to white labour and marginalisation from
the institutions of the working class, such as trade unionms,
has further structuréd the position of black labour.

The state has reacted to fears about the political
consequences of "popular racism" and to a perceived drop in
labour needs Dby introducing discriminatory immigration
legislation. The state has also played an important role in
feeding that racism through the way in which it has justified
and explained legislation, it has aided in the construction and
legitimation of racism, but how has this happened?

The role of the state has been generally to take on the
responsibility for managing the political and economic effects
0of racism. This has been carried out through the policles
adopted on 'Law and Order', on Race Relations and in Education
and other areas of social policy.

These actions of the state must be related to the changes
in labour migration and the change from economic expansion to
decline. They must therefore ©be related to a particular
contemporary racism, not racism in general. It is a racism of
material decline(63). Both attitudinal and structural aspects of

racism must be located within this framework.
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Miles(64) has argued that the fact that industrial and
social decline 1in Britain has been accompanied by the
settlement of migrart labour has led to the identification of
immigration as the cause of that decline. He claims that this
link has also led to the strength of racial rather than class
identifications and loyalties.

Miles wishes to stress that "colonial stereotyping" cannot
offer a full explanation of the contemporary currency of
racism(65). The arguments offered above support this
contention. If a «colonlal legacy 1s deemed sufficient
explanation for racism then the central role of the state in
the reproduction of racism can be ignored. It would ignore the
particular features of contemporary racism. The popular link
made between decline and immigration must be part of an
explanation of racism but 1t does not account for the
availability of racial categories nor why immigration is
'acceptable’ as an explanation for material decline. It does not
explain why raciesm was sufficiently powerful to lead to
restrictive immigration legislation eleven or twelve years
before economic decline led to reduced labour requirements(66).

It appears necessary to look further back than the growth
of post-war migration to understand the source and dynamics of
contemporary racism. Hall(67) argues that the racial
antagonism visible in the late 1940's and 1950's was not only
a reaction to immigration, racial problems did not start then,
they are rooted in Britain's colonial and imperial past. That
"rooting" 1is not just a matter of a legacy of prejudices and
stereotypes, racism is endemic to the British social formation,
it is intrinsic to the dynamice of British politics and of the
economic crisils, it is part of English culture and belongs to
the “English Ideology"(68). This continues to be true but much
bas happened to the form and structure in which racism
appears.

Sivanandan(69) claims that the 1962 Immigration Act is the
watershed in the development of racism as well as the crucial

turning point in the control of the migration of black labour,



He argues that prior to that, racism was officiall'y condemned
but the change from the regulation of black labour by the
market to regulation by the state led to racism being
respectable and sanctioned. For Sivanandan, racial prejudice
was neither structured nor institutionalised before 1962, It
operated primarily through social life: housing, schooling,
employment etc. After 1962 it began to be institutionalised and
so became a matter of power not prejudice.

There are problems with this argument. Sivanandan Iis
correct to identify a change in the role of the state in the
regulation of black migrant labour and in the relation between
the officlal view of racism and popular beliefs and attitudes
but that does not mean that racism had not previously been
structured or institutionalised. 1962 witnessed a change in the
form in which racism was institutionalised. 1 have suggested
that the economic relation between the capitalist countries of
Western Europe and their (ex-)colonies i.e. the structure of the
world economy, involved structured relations of dominance
between them. That was a form of structured and systematic
exploitation of one “race" by another and hence was a form of
institutionalised racism. By 1962 the movement of black labour
to the metropolitan centre had already begun a new form of
institutional racism secured thi ovugh the specifc form in which
black labpur was exploited. 1962 saw the beginning of the
state regulation and further transformation of the form of
institutionalised racism characterised primarily by the
transformation of the legal and political status of migrant
labour. It was the b:éginning of one part of a dual strategy for
both controlling the aspirations and potential disaffection of
black workers and for managing the dysfunctional effects of
current and previous forms of racism.

State sanctioning of racism  through discriminatory
immigration legislation laid the ground for a more overtly
racist politics which developed in the late 1960's and early
1970's. It allowed Powell for example to express beliefs whict

were previpusly "morally unsayable"(70). It was the beginning
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of an anti-immigration consensus which although originally
identified with the right wing of the Conservative Party soon
impressed itself on the Labour Party also. The reason for this
was 1llustrated by Peter Griffith's victory in the 1964 General
Election on the basis of a clear anti-immigration campaign(71).

Powell, in each of his speeches has addressed popular fears
and prejudices. He was an early pioneer of racial arguments
which employed culture as a key concept. His "rivers of blood
speech"(72) 1in particular drew heavily on the 1dea that
different cultures existing side by side would necessarily lead
to conflict. Margaret Thatcher also addressed popular fears in
January 1978 when she made her now famous “swamping speech".
That too helped to ;hift popular concerns away from housing,
employment and education and towards the more general field of
culture. It also sowed the seeds of a specifically ideological
understanding of culture 1itself(73).

Barker(74) 1identifies the 1dea of “culture swanmping" as
central to the development of what he terms a "new racism". [t
is, he argues, conceptually distinct from a more traditional
racism because it posits irreconcilable cultural differences
between races rather than the inherent and biologically based
superiority of one race over another. He shows that many
right-wing politicians and commentators are justifying
prejudiced and discriminatory policies, behaviour and bellefs
on the grounds of cultural difference. They attempt to avoid
the charge of racism through not appearing to embrace notions
of raclal superiority. To that extent Barker's contribution is
useful but whether one 1s witnessing a truly "new" racism is
doubtful. The conceptual and justificatory strands Barker cites
may not call on the usual bilological basis nor involve notions
of superiority but the structural and institutional racism
found in many areas of social life do not depend solely on
elther articulation of an i1deology of racism. Although the
developments he describes may feed popular racism they do not
necessarily replace beliefs and attitudes about superiority,

they merely add to them and offer a sheen of respectability.



Central to Barker's argument is identifying what he calls
“the argument from genuine fears". It illustrates how popular
prejudice 1is addressed but transformed by justifications far
greater immigration control. He quotes Whitelaw:

"Over the years Britain has been an absorbant soclety,

welcoming all comers and in due course assimilating them

into our way of life(75)

Barker comments that,

“The literal untruth of this apparently innocuous statement

is unimportant, for the statement formed the backdrop to an

important gambit - the ‘argument from geuine fears'"(76)

That argument has the following form: there are fears and
resentments held by people who are just ordinary folks, they
are genuinely afraid and therefore the object of their fears is
real. This concept of "genuine fears" Barker claims,

"...acts as a bridge Dbetween an apparently innocent

description and a theory of race..On its way through the

meanings ‘genuine fears' picks up the idea of a 'way of
life', which is made to mean the same as ‘culture'. For our
genuine fears are aroused when our way of life or culture is

threathened." (77)

Culture is offered as a natural thing, based upon a narrow
vision of shared heritage and values and intrinsically bound to
a cultural group's natural home. Human nature is invoked to
Jjustify fear or antagonism towards other races and nations, it
is seen as natural to form a bounded community, a nation, and,

"Your natural home is really the only place for you to be;

for that 1s something rooted in your nature via your

culture.,"(78)

"We have here the bones of a theory that justifies racism.

It is a theory linking race and nation."(79)

Justifications of this type :ed into a state strategy of
curtailling black migration and criminalising the resident
black population. It utilises the idea of black people as alien
and poses “them" as a threat to "our way of life". They also

serve a wider ideological function by promoting a mythological
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vision of the past, of British traditions and values, as a
vision of the future. A fixed notion of human nature is
employed but it is not within a fixed vision of society, it is
used to justify and create a new form of society(80).

The value of Barker's approach is to identify clearly that
justifications for institutional (and structural) racism do not
necessarily invoke biological science and that irresolvable
difference can do the same work as superiority. It is important
for the analysis of contemporary forms of racism that one
recognises that ‘"racism" can be applied to ideologies,
practices and processes, structures and institutions which do
not employ biology or notions of superiority. Barker describes
a development in the ideology of racism which I will show to
be particularly important within education because of the use
made of culture and difference in the analytical base of MCE.
However, whether it deserves to be called a "new racism" is, as
I bhave suggested, doubtful. That would involve an unwarrented
concentration on the ideological aspects of racism at the

expense of the structural and institutional.

The effects of immigration legislation in structuring the
social position and experiance of black people in Britain show
that the state has played a central role in the development of
contemporary racism. Immigration legislation coupled with
policies on policing and law and order, have been described as
one part of a "dual strategy" on the part of the state in the
management of racism(81). Anti-discrimination legislation,
successive Race Relations Acts, make up the other.

The economic decline that has followed the post-war boom
and the resultant restructuring have affected, although not
‘determined‘'(82), the control of migrant 1labour and Iits
'position' in Britain. The political consequences of this re-
structuring are increasingly institutionalised racism and the
marginalisation of large sections of the working class,

particularly youth and black people. Economic and political
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elements make up the interacting components of what has been
conceptualised as an "“organic" or "deep structural" crisis of
the soclal formation(83). The actions of the state, both
coercive and co-optive, can be interpreted within the context
of crisis, as crisis management, as part of the racism of
material decline(84).

In this context, it is necessary to consider the meaning of
legislation the prima facie purpose of which is to combat
discrimination. To examine the theoretical and political
problems this raises in a detailed and comprehensive way is
clearly beyond the scope of this work but identifying certain
key features and questions will help to provide a context for
discussing equal opportunities initiatives in education.

The first +two attempts to develop anti-discrimination
legislation, in 1950 and 1956, were both through private
members bills in the House of Commons{85) and both failed. It
was not until 1965 that the first Race Relations Act(86) was
introduced by the Labour government. But its co-incidence with
the reduction, in August of that year, of the number of
vouchers avallable(87) fuels the argument that its purpose, and
that of all Race Relations legislation was to manage the
effects of restrictions on immigration.

Further Race Relations Act were passed in October 1968 (88)
and in June 1976(89). Sivanandan argues that the 1976 Act and
the formation of the CRE was a plece of crisis management, it
managed the effects of racism. He conceeds that the CRE was
given a few more powers to deal with discrimination but,

"..develop in the process a class of collaborators who

would menage racism and its social and political

fallout.,"(90)

Ben-Tovim et al(91) argue that the 1976 Act, the CRE and
local CRC's should be seen as more contradictory phenomena
than Sivanandan would suggest. Each is a 'site of struggle’.
They identify a range of motives for the 1976 Act and whilst
they recognise black peoples' cynicism and suspicion over such

legislation, they point out that none opposed strengthening
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it(92). They argue that the apparent role of the CRE in co-
opting black leaders and defusing black protest is not a
product of a governmental strategy but more of the structure
and accountability of the CRE itself(93).

The "Race Relations Industry" can therefore involve either
oppositional activity or collaboration and co-option. The
debate here between Sivanandan and Ben Tovim is implicitly one
about how one conceptualise the state and the position of
"quasi-state" bodies such as the CRE, whether one adopts a
"monolithic" model of the state. It is also a question about
power, whether it is exercised directly, meeting 1little
opposition at 'the point of application' or is contested and
meets with resistance or refusal.

The question of how to interpret anti-discrimination
legislation raises many of the same issues as initiatives and
interventions concerning race within education. Not the least
of these is the importance of approaches to the state and to
power (94). Generally, debates about anti-discrimination action
provide an important context within which specifically

educational activity should be assessed and evaluated.

Economic re-structuring has affected black workers
disproportionately because they ' ~ve been used to cushion other
workers from its effects(96), and because patterns of
employment of black labour i.e. the racial division of labour,
make black people particularly vulnerable to those effects.

Reductions in the total labour requirements in countries of
'the centre'(96) have-affected black people particularly because
of the characteristic features of black employment: the shorter
average duration in employment of migrant workers makes them
vulnerable to 'last in, first out' rules when redundancy occurs;
workers in the 1less skilled jobs 1lose their jobs first;
migrants work mainly in the sectors that decline most rapidly

during recession; migrant workers forestalled the decline of
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centres of production; discrimination in hiring, promotion and
firing(97).

Developments in the political sphere, especially the effects
of economic re-structuring, unemployment and marginalisation
have exacerbated the vulnerability of black communities. As
Castles puts it,

"...Western European states are developing an ideological and

political offensive against the minorities as part of their

strategies of political crisi! management." (98)

Hall identifies a 'symbolic' role for race and racism:

"Blacks become the bearers, the signifiers of the crisis of

British society in the 1970's: racism its  final

solution.” (99)

He argues that t*e language of racism connects ‘the crisis
0of the state' above with the state of the streets below, it
makes the crisis real for ordinary people(100). It draws on the
apparent crisis of race which has been a central theme of
recent political rhetoric since Powell's ‘'Rivers of Blood'
speech but,

"This is not a crisis of race. But race punctuates and

periodises the crisis. Race is the lens through which people

come to perceive that a crisis is developing. It is the
framework through which the crisis is experienced."(101)

Black people, predominantly youth, are identified as a
threat to societal values, to a way of life. A 'moral panic'
ensues which crystalises popular fears which have a real basis
and by providing a simple and identifiable social object seeks
to resolve them. It calls on the authorities to take control
and therefore can justify an increase of social control. In
this way if functions as one of a structured group of popular
authoritarian ideologies(102).

These connections not only interpret restructuring and
change but also justify a state strategy of criminalisation to
deal with their effects. It is a strategy of repression and the
division of opposition. Various aspects to this have different

impact and importance for different black and ethnic minority



communities. Sivanandan(103) has shown how successive
immigration legislation bhas moved +the 1legal and economic
position of black workers closer and closer to the position of
migrant workers which means their rights in general have been
diminished and their power to defend themselves severely
restricted. Consequently,
"As the access to welfare benefits and citizenship by birth
became increasingly dependent on immigrant status, all
those with foreign names or faces are becoming more and
more subject to police and immigration surveillance."(104)
This is a process which has been more of a pressing
problem for members of the Asian communities than Afro-
Caribbean communities but parallel developments in policing
have led to similar effects for the latter groups. The "Sus"
law and police campaigns of "stop and search" and "swamping"
operations have all attempted to police not particular sections
of black communities but the communities as whole. This is a
reaction to the political effects of economic restructuring
expressed as fears about increased ‘'lawlessness' and to the
practical strategies adopted by sections of black and white
youth to combat their wagelessness. As Hall et al explain, the
connection between members of the (criminalised) black working
class consists not of crime but of wagelessness. Crime
conceals and expresses 'the growing wagelessness of the black

proletariat'(105).

This chapter offers the broad context within which the
analysis of "racialised forms of education" must proceed. It
opens the door to three paths which need to be traced through
the chapters that follow. The first follows the development of
policies and practices on race in education illuminated against
a background of black peoples' experiences of the white
working class and its organisations, development of apparently

contradictory anti-immigration legislation and Race Relations



Acts, and criminalisation and marginalisation. The general
periodisation provides a bench mark for interpreting an
educational periodisation of policies and practices.

The second path that opens up pursues major theoretical
issues concerning the analysis of race in Britain. The main
issues focus on the relation of race to class stratification,
particularly the relation between the politics of race and the
politics of class. The post-war history of black peoples'
experience, especially of the white labour movement, means that
simple views of black workers as a section of the working
class cannot be sustained. Questions about the 'class position'
of black workers suggest that much more needs to be understood
about the role of political and economic differences and
identities in processes of class formation.

The third path connects the previous two and shows why
general issues of racial specificity and stratification are
crucial to this thesis. How one interprets past approaches tc
racial equality in education and how one attempts to lay a
foundation for alternatives, dépends upon how one models the
racial structure of British society. It will become clear in
chapters four to six that no approach, no 'racialised form of
education' has yet deveiloped an adequate model. Chapters twc
and three will therefore attempt to provide some of the
missing elements Df:a model in order to develop some of the
simplicities and to fill some of the lacunae in current anti-
racist frameworks for policy and practice.

Up to this point I have identified issues and problems but
provided few solutions. Before one can start to interpret
educational developments and build upon existing analyses of
them one has to develop a general framework of theory, an
outline of racial statification which can provide a starting

point for educationally specific considerations.
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The central axiom of this and the next chapter is that how
one understands the racial stratification of Britain has
profound implications for analysing how education contributes
to racial inequality and hence for how it may help to establish
racial equality. Different approaches to racial stratification
suggest and sometimes explicitly inform, different racialised
forms of education. Theoretical positions provide an analytical
framework and influence priorities and general strategies.

Theoretical critiques of various racialised forms have taken
as one focus the assumptive base discerned beneath policies
and practices. But the role of theoretical frameworks within
racialised forms, how they affect policies and practices, is, as
will become apparent in chapters four and five, considerably
more complex than some critics would have one believe.

Key elements of the theoretical frameworks that, in some
sense, ground different racialised forms represent aspects of
an analysis of the racial gstructure of the social formation.
Vhether explicitly considered or not, the concept of racism is
central, But to what does it r fer? Is it purely a matter of
beliefs and attitudes or are social structures and institutions
involved? VWhat is the historical cause or origin of racial
disadvantage, what secures its continued reproduction?

Considering the problem of racism raises a number of issues
which I will atterst to clarify in this and the following
chapter. Questions of the continued influence of colonialism
underpin much debate around race relations and racial structure
both generally and with reference to education. Much of chapter
three will therefore be devoted to understanding the form of
the colonial legacy and this will also be used to clarify a
number of more general theoretical issues relevant to race.

Concepts of racism operate within racialised forms of
education to identify what is specific about racial, as opposec

to class and gender based disadvantage. Each racialised form



works with a view, whether explicit or implicit, of the
particular nature of racial stratification or disadvantage and
those views are therefore a major point of opposition between
different overall approaches. It 1is the primary theoretical
task of this and the next chapter to analyse the nature of
that racial specificity in order to ground a critique of
various types of educational intervention.

Racial specificity needs to t- understood through two major
theoretical issues: the relation between race and class: the
distinction between exploitation and oppression. The analysis
of racial stratification has been dominated by attempts to
specify how it relates to the class structure of society. But,
as I shall show, “hat relation remains one of the most
thearetically complex and problematic within the literature.

The question of gender, with a few noticeable but far from
satisfactory exceptions(l), is significantly absent from
considerations of race and racism. The discussion that follows
will be similarly guilty but it will have certain implications
for how race, class and gender are to be theoretically related.
The analytical impasse in relating race and class has made it
impossible to undertake the task of extending any analysis to
gender., My approach to race and class could not Jjust be
extended to include gender, that would implicitly deny the
fundamental significance of gender, but if my deliberations
contribute to any advance at all then they illustrate a
methodology for outlining complex and dynamic relations
between different parameters of stratification.

The distinction between exploitation and oppression Iis
closely tied to questions of race and class. That distinction
will play a general theoretical role but it is also one of the
most important conceptual tools for relating the overall
approach to the specific problems of analysing racialised
forms of education. In fact different racialised forms could be
categorised and  their limitations revealed through a
description of how they seperate, relate, conflate or ignore

exploitation and oppression.
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The nature of oppression is particularly important for the
politics of race  and for understanding  educational
interventions. “Culture" 1is a major axis in debates in both
these areas, it is the stake and the terrain of oppression. It
will be important therefore to explore the significance of
culture for racial issues and to raise questions about the
relations between (black) politics and (black) culture.

Overall a theoretical outline of the structure of racial
disadvantage must point to the character and origins of basic
social antagonisms relevant to race. On that basis it becomes
possible to identify roles for 'racial' policies in education in
minimising, managing or removing those antagonisms. This helps
to explain the contention of the "anti-racist critique" that
officially sanctioned policies and practices have the primary
function of managing racism and its effects. An outline of the
racial structure of the social formation will contribute to a
theoretical basis for evaluating the anti-racist critique and
for developing further approaches to race in education.

As an overall approach to the issues outlined, an emphasis
on the historical determination of current structural
relationships underlays much of the discussion that follows. It
is expressed in the theoretical preference for the concept of
"class formation" over ‘“class position". This should be
theoretically located first, in the Marxist problematic which
attempts to understand the relationship between the different
'‘levels' of the social formation: the economic, the political
and the ideological. Secondly, it can be linked to the question
of the significance of “"race" at a time of crisis through
relating processes of re-structuring to the structural legacy
of colonialism. In that context, the considerations that follow
might be used as a background to the current relation between
race, education and a "structural crisis"() of the British
social formation.

These issues suggest certain tasks and priorities. First,
outlining the nature of economic class and its relation to the

formation of political forces. This is necessary in order tc
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show the limitations of some influencial explanations of racism
and racial disadvantage but also to ground subsequent
discussions. Secondly, the nature of racism, its relation to the
needs of “capital" and to the development of capitalism.
Thirdly, the relation between the concepts of race and class.
Each of these areas will contribute to understanding what is
specific about racial stratification and the particular

characteristics of racial exploitation and oppression.

In recent analyses of race, many of the most influential
approaches have concentrated on its relation to social class
and have used as a starting point the theoretical insights of
forms of Marxism(3). How these have taken shape has to a large
extent derived from debates around Marxist concepts of class.

Consequently, the question of the social basis and origin of
racism has been approached through attempting to ground it in
the structure of class society. Both theoretical projects have
had to contend, some more critically than others, with a
Marxist metaphor for social structure: the distinction between
base and superstructure. As a first approximation, this can be
said to denote the. relation of determination between ‘the
economic', understood as the base, and ‘the political' and 'the
ideological' seen as the two levels of the superstructure.

In “classical" Marxism(4), class and class membership are
constituted at +the economic 1level, defined in terms of a
relationship to the means of production. This is an objective
notion of class, class membership is independent of the
consciousness of individuals. Class is constituted materially
rather than by shared ideas, education or culture, they may
follow from class membership but they do not determine it.

Vhen taken in its most simple or 'vulgar' form, this concept
has been acknowledged by Marxist theorists as increasingly
problematic (5). Who constitutes the proletariat when the number
of people directly involved in production is diminishing is
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both politically and theoretically significant. The allocation
of a 'class position' to public sector workers, to those in
service industries, to the incresasingly unionised white collar
workers and particularly to the unemployed, makes the way in
which class has traditionally been analysed within Marxism
problematic. The growing feminist critique(6)> of the gender-
blindness of class analysis raises further doubts about the
basis of class position and the Marxist assumption of the
primacy of class expZoitation and oppression.

At the present time and especially with reference to race,
the class position of the unemployed is the most significant
problem. Given that +the Marxist concept of class refers
primarily to the Ilocation of groups in production relations,
changes 1in the capitalist mode of production which have
produced surplus labour and intense political struggles over
the composition of this surplus population(7), are difficult to
analyse in class terms.

Further, if class is defined solely in terms of relations to
the means of production, then what is the role for politics,
for culture and community in making classes? Ethnic unity and
identification are important factors in the organisation of
political forces but if class 1s based purely on economic
relations then such factors are politically diversionary and
theoretically insignificant. Generally it has been argued that
such a concept of class has led to 'left' theoreticians under-
emphasising culture and hence +to leaving ideoclogy and
consciousness inadequately theorised(8).

The problems of race and racism are therefore inextricably
linked +to current debates Dbetween ‘structuralist'(9) and
‘culturalist'(10) Marxists., Each express a general concern to
avold 'reductionism'. But in the following sections it will
become apparent that especially when attempting to explain
racial antagonism and racism both have their problenms.
Structural models employing the concept of “relative autonomy",

do not solve the problems of class and race. But some concept



of a structured social formation 1is essential if purely

voluntaristic accounts of class formation are to be avoided.

Johnson identifies three 'stages' in the development of
Marxist concepts of class. The first 'stage' he refers to as
"Manifesto Marxism" in which the possibility and process of
political change rests vprimarily on a class achieving
consciousness of itself as a class. This involves
distinguishing two aspects of the proletariat as a class: “the
class-in-itself", determined by its objective relation to the
means of production and hence to the capitalist class; "the
class-for-itself", a political and conscious entity which unites
subjective perceptions with objective position. It is, as
Johnson points out, only in this second moment that the class
becomes active, a collective agency or force(ll).

The distinction between the "in-itself" and the "“for-itself"
represents a distinction betwen economic classes and political
forms or forces. Johnson claims that some such distinction is
analytically indispensable,

"But these two forms of analysis are also bound in the

original formulation into a necessary and causative

unity." (12)

In this Marxist variant, the relation of the proletariat to
capital necessarily produces it as a revolutionary class. Its
achievement of revolutionary consciousness is worked through
teleologically organised stages towards an inevitable outcome.
It follows from this that the cu’*ural and ideological forms of
working class (or black) politics are not legitimate objects of
political concern or analysis.

Jobnson identifies the second ‘stage' in the work of Lenin:

“Lenin developed that side of "Manifesto Marxism" that

emphasised the > importance of political struggles

determining outcomes..He stressed the historic role of the

proletariat as the builder of socialist society."(13)
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Lenin's analysis,

"...moves constantly between the ‘objective' or ‘economic'

aspects of immediate tactical situations and the ‘'subjective'

features, matters of organisation and consciousness...Yet the
main themes are bhandled in a way that suppresses the
cultural or ideological content or object of politics and
obscures questions about popular attitudes and

feelings." (14)

For Lenin, ideology serves to obscure class interests and is
founded on delusion. It is a means by which control is exerted
over the working class. As such, perceptions and images of the
working class which serve to divide that class, racially based
images of 'working classness' for example, are merely false. In
this view such images serve ruling class interests, and do
not in any way spring from the working class itself(15). But
as 1 shall show, this ignores many of the processes and
contexts through which the concept of the working class and
subjective understand}ng of it have been formed.

Johnson's third 4}stage‘ begins 1in the work of Antonio
Gramsci and forms the basis for the "Marxist Culturalist"
school which Johnson represents. He argues that,

"Gramsci was the first major Marxist theorist to take the

culture of the popular masses as the direct and priveleged

object of study and of political practice.”(16)

The development through these stages represents a change in
the view of the role of politics. "Manifesto Marxism" had been
an essentially quietistic, millenarian politics whereas for the
Gramscian approach and its heirs, the content of ideology and
culture become objects of politics, recognised as integral to
the meaning and reality of class.

Jobnson's main concern is to release culture from a ‘'tight’
relationship to economic relations in order to prioritise ‘the
political' and +to ground the development of a concept of
political culture. This is sustained primarily through a
critique of the “"necessary" development of particular political

forms and forces. He «critises +the "in-itself, for-itself"



formulation and begins to develop a concept of class in which
‘the working class' is constituted through economic, political,
ideological and cultural processes. But the problem of how
these processes are ‘related has not been solved, it has more
been posed differently, without assumptions of determination. 1
hope to demonstrate that this offers a more productive basis
for analysing race but when one attempts to extend it to
questions of race it soon becomes clear that it is the concept

of class itself that is problematic.

Rex and Tomlinson(17), although treating all Marxists as
the ‘'Manifestn' variety, underline the methodological and
conceptual problems of sustaining a Marxist concept of class.
They correctly identify the subsidiary hypothesis that
economic class 1is the basis for objective interests. They
mistakenly claim that such self-interest arises from
differential control of property rather than a common relation
to the means of production, but the objective nature of
interests is a wvital but problematic component of Marxist
social theory.

The question of interests and their material basis is
fundamental to Marxist analysis of the formation of political
forces, and hence to the form in which classes are organised
in politics. Consequently, given the political divisions(18)
within the working class along racial lines one must ask
whether this is the result of ideology or whether it represents
any difference in ‘objective' interests. One must ask what the
basis is for 'intra-class' racial stratification.

Johnson attempts to circumvent these problems when he
argues that the material conditions of class,

*...profoundly shape class cultures less by specifying

“intersts" more by supplying a kind of agenda with which

culture must deal."(19)

A class culture is therefore the reaction to and partial

articulation of, what Clarke et al refer to as a ‘“clasc



problematic"(20). This 1is constituted by the economic
conditions of existance, including the social relations of
production entered into as a class. Class palitics and the form
in which they are expressed are similarly to be understood as
framed by material conditions and as a negotiation with an
objective economic situation. But conceeding the necessity of
some concept of objective material conditions does not have to
invalve the historical, causal and conceptual prioritisation of
that concept and its seperation from political forms and
political culture.

The above formulation would not satisfy Rex and Tomlinson.
They argue(2l) that the Marxist view of the role and
perspective of the proletariat is an attempt to respond to the
Kantian quest for a sociological a priori, it is "metaphysics
of labour". The core of their critique is that Marxists use
‘categories that transcend the immediate and observed
warld"(22). They prefer Veber's "ideal tpes", refusing to
“"abandon sociology for metaphysics" and arguing against the
idea of possible access to real structures which lie behind the
appearance af events.

Rex and Tomlinson prioritise "events" not "laws" on the
grounds that all events could have been otherwise. A contingent
view of outcomes 1is a centra. methodological tenet of my
project but Rex and Tomlinson's insistance aon "events" will be
seen to undermine their ability to make sense of these events.
It invites the confusion of common-sense and analytical
categories. This 1s particularly a problem in race relations
research where com.on-sense categories should be a major
object of study. Rex and Tomlinson are also led to using laws
and forming hypotheses without acknowledging that this is
being done. Substantive sociological analysis is necessary,
laws which demand that events comply will not lead to ar
understanding of complex social processes but analysis must

both be and admit to being, more than "pure description”.
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This is a methodological and theoretical dispute. It depends
on whether "class" represents relations founded on the 'deep
structure' of the social formation or refers to a variety of
groups engaged in conflict of a more contingent and transitory
nature. It turns on how one relates ‘“common interests"” to
observable behaviour. The "“class-in-itself" is designed +to
ground, to explain causally, the actual behaviour of economic
actors. As such it is only Irectly observable with Iits
realisation in a "totally conscious proletariat" which will take
on a role commensurate with the unravelling of its historic
task. What one observes, the forms in which the working class
becomes organised, becomes a political force, can always be
dismissed or re-intirpreted because they fall short of the
political and historical insight which identifies with
objective forces. Such an interpretation o©of the Marxist
paradigm, when applied to the events described in Chapter One
is neither materialist nor historical. Ideologies, cultures and
political forms are not grounded in material conditions and the
actual processes of class formation and organisation are
ignored because they do not appear to emanate from the
principal class dialectic. A concept of class, based solely on
economic relations, therefore cannot account for the experience
of black workers in post-war Britain.

Material circumstances are vital to the understanding of
political forms and forces but not based on a simple
opposition between two homogeneous classes. The racial
structure of occupations and black experience of white working
class organisations indicate the existance of economic and
political divisions within the working class. It needs to be
shown these divisions along racial lines are related both
structurally and historically but this, I contend, will involve
an understanding of how classes are constituted through both
economic and political processes. The processes of class
formation are central to understanding the current meaning of

race; race is integral to the processes of class formation.
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The contradictions and unresoclved problems suggest that to
attempt abstractly to relate the economic and the political is
to pose the problem in a way unlikely to lead to its
resolution. It indicates that a substantive analysis of the
development of the relation between economic position and
political forms 1is needed if racial stratification is to be
understood. A central component of that should be how race
affects class formation. To do that in detail would clearly be
beyond the scope of the present work but I will offer, in the
next chapter, a schematic cutline which will reveal some of the
components necessary for understanding the specificity of
racial stratification and its relation to class structure.

The purpose of this section has been to problematise
Marxist approaches to grounding political differences and
‘interests' in an objective view of economic position. The
discussion suggests a number of preliminary conclusions with
respect to race. First, 1if <class 1is constituted both
economically and politically then the political divisions, along
racial 1lines, take on a greater significance for racial
stratification. Those divisions need to be explained via the
nature of ‘'the working class', not through the actions and
interests of the ruling class. \

Secondly, it casts doubt on the concept of ‘economic
relations' as it is currently used. It questions whether that
concept ‘ideologises' economic relations; representing as
uniform, a range of ‘'different' economic relations which can
only be partially défined through focusing on their common
elements. This raises further problems of how one identifies
‘different' economic relations and of  making racial
generalisations about common - but more ‘narrowly' defined
economic relations.

Thirdly, questioning the usefulness of the Marxist metaphor
for social structure has implications not only for class and
race stratification but alsc for how racism is analysed. As the
next section will show, racism has been approached as a matter

of 1ideology and culture, as located in the levels of the
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superstructure but if the ‘structural' involves the ideoclogical
and the cultural then should racism be viewed as in some sense

‘structural'?

The axis of debate concernir the analysis of racism is the
relative importance attributed to beliefs and structures in its
reproduction. This section will be concerned with examining two
approaches representing the poles of this debate. One which
focuses on beliefs and attitudes and sees racial stratification
and systematic racism as deriving from those beliefs. The
other prioritises structural features of the social formation,
especially economic structures and relations, and sees beliefs
and attitudes as in some way 'derived' from those structures.

The differing approaches reflect not just different analyses
of racism but also different understandings of what it is. The
concept of racism suffers from being used to refer to a wide
range of sources, processes, effects and rationales relevant to
racial discrimination and disadvantage. It order to clarify the
situation a 1little it may be useful at the outset to identify
four levels on which 'racism’ operates. To call all of them
‘racism", it may be argued, is confusing but in popular and
soclological usuage each is referred to as "racism", in fact
part of the debate is about what the term may legitimately
encompass. The four levels I will term racism as ideas, racism
as practices, racism as institutions and racism as structures.

The four 1levels should not be seen as separate or
unconnected. The main theoretical task concerning racism is to
explain the inter-relation between them. The value of this
categorisation will be +to bhelp to analyse, as Hall@3)
suggests, specfic racisms and to show how they articulate with
different structures of the social formation.

The first category, "racism as 1deas", includes beliefs,
attitudes and prejudices. They can be predicated on notions of

superiority or difference(24) and employ stereotypes anc

62 -



generalisations. They operate in three main ways: to Jjustify
inequality, to explain inequality and to ground negative
orientations towards racial or ethnic groups. No particular
level of explicitness or consciousness is implied by this
category but that will become an issue when the relations
between the role of an individual and racist practices and
institutions are considered(25).

"Racism as practices" needs to be restricted to a specific
meaning which will exclude actions which derive primarily from
an individual or general cultural source - even though those
sources cannot be divorced from structural and institutional
considerations. By "practices' [ hope to convey a sense of
habit and system involving individuals and groups of actors
but not dependent upon their consclousness of the origin,
intention or effects of those practices. Beliefs and attitudes
may often justify certain practices but will not of themselves
give rise to those practices. Practices will therefore be
located within institutions.

"Racism as institutions" 1s part of what Ben-Tovim, for
example, means by institutional racism(26) and is mainly set
up in opposition to the concept of individual or attitudinal
racism(27). "Institution" has, as VWilliams claims(28), become
the normal term for any organised element of society but such
a definition would be too wide to be of much theoretical use.
Ben-Tovim(29) lists some of the major state agencies and
activites which carry out and reproduce racism: education, the
police, housing, immigration and social services but it is not
clear that these are in fact institutions. That is not to say
that racism 1s not endemic and systematic within these
agencies, nor that it is not institutionalised within them but
certain aspects of their functioning will be better understood
through my fourth category.

Institutions are locations or sites for practices. They
organise, give meaning to and legitimise practices. Dominant
and received truths, explanations and traditions justify

practices within an. institutional context. They in turn are



closely related to the role, social location and effective
limits of the institution.

"Racism" as structure" refers to two things: {first, the
objective features of the macro organisation of society,
economic, power and legal relations, what is usually meant by
'the structure of society'; secondly, the relation between
institutions, the organisation of particular systemic parts of
the social formation. Schools for example are educational
institutions, have a structural relation to the system of
educational provision and to other non-educational
institutions, and they have a relationship to the structure of
the soclal formation as a whole.

The four levels give only a sketch of a model of racism
that will be developed in this and subsequent chapters(30). My
initial concern will be to discuss how emphases on the first
and fourth of these have sought in opposition to each ather to
explain racism. Problems with accounting for racism and
explaining 1its reproduction through attitudes or structure
alone will point to the necessity of examining practices and

institutions and attempting to relate the four levels(31).

The most developed approach to prioritise and focus on
beliefs is in the writings of John Rex. His approach to racism
derives from his overall approach to the sociology of race
relations which he says,

"...must take account of subjective definitions, stereotypes,

typifications and Dbelief systems in the business of

defining its field."(G32)

He stresses the causal agency of such belief systems but he
also claims to emphasise the dependence of these belief
systems on underlying structures. What Rex means by structures
and how belief systems are dependent on them is a major
problem with his work(33).

Rex argues that it is one of the sociologist's tasks to

explaore,
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"...both the relation between the racist theory and the
underlying structure, and th * between racist theories and
other theories."(34)

There is a problem of vagueness here. The notion of "belief
systems" conveys a sense of unity or coherence for a set of
beliefs but without indicating the source or basis of that
coherence. "Racist tlaory" would be linked to racist beliefs but
more explicit and better articulated.

Rex recognises this distinction when he claims that the,

"...conceptual content of social relations need not always be

set out in the form of explicit and well articulated

theories." (35)

However, the relationship between beliefs and theories is
neither clarified nor explored. This is significant because it
means that Rex does not consider the relation of common-sense
to explanation and justification within racist ideology.
Consequently, important processes in the propagation and
legitimation of racist ideology are not examined.

Rex's work is an example of what Hall calls ‘the
sociological tendency'(36) in the analysis of racially
structured social formations. That tendency stresses,

"...the autonomy, the non-reductiveness of race and ethnicity

as social features. These exhibit...their own forms of

structuration, have their own specific effects which cannot
be explained away as mere surface forms of economic
relations.”(37)

"It draws attention to the actual form and dynamic of

political conflict and social tension in such societies -

which frequently assume a racial or ethnic character."(38)

The emphasis is on the lines of division and conflict that
are manifest at a particular time. Political oppositions that
do not follow the lines indicated by the nature of the ‘class-
in-itself' are acknowledged as "real”. Accepting a
"sociological" fotus does not necessarily involve denying the
importance of economic relations for race or ethnic relations

but means refusing to reduce the latter to the former.
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Explaining the contribution of economic relations to the
origins of racism and the racial structure of societies is,
however, a major praoblem for Rex. Although he refers to
structures, to class and economic determinations he sums up
his position by claiming that,

"The stratification system of a soaciety arises from the

subjective picture or model of social relations which comes

to men's minds when they think of their saociety as a

whole."(39)

It would not be uncommon to label this as an "idealist"
formulation and hence to deem it unworthy of consideration.
However, mare telling and useful criticisms can be advanced
both in relation to other elements of Rex's theory of race and
in terms of the problems it leaves umnexplained. Primarily,
problems arise because of inconsistency with Rex's account of
the historical caomposition of the white working class and of
its influence on the social structure of metropolitan
sacieties(40). That account allows an interpretation of the
praocess of class formation as an  historically and
institutionally structuring one with respect to beliefs, self-
images, views of 'colonial workers' and racial stratification.

Even if the "subjective models", to which Rex refers, gave
rise to structures and institutions  which he sometimes seems
to argue - it would be reasonable to expect a stratification
system to change if and when "men's minds" were changed. There
seems to be little evidence of that with respect to racism.

Rex approaches problems of raclial tension and raclal
separation  primarily through an  examination of  the
metropolitan society's value system and the chances of ¢
'‘colonial warker' being incarporated in to it. He points oaut
that the value systems of advanced capitalist societies have &
complex structure which includes ruling class values, counter
values, truce-related values(4l) and status values which
subjectively transmute class attitudes(42). He argues that it
is therefore necessary to look at all aspects of a value systenm

because the incorporation of ocutsiders can only be understood



as incorporation into an existing complex value and social
system (43).

Rex claims that in protestant societies(44) colour is a sign
that "a man is only entitled to colonial status"(45) and
further that,

"...where colour discrimination is consistent with the

metropolitan culture and value system, it is likely to

operate as a means o0f classifying the colonial immigrant
and placing him in a state of relative rightlessness outside
the stratification system."(46)

"Minority status" is ascribed to groups identifiable through
colour, who will therefore not »e assimilated. Rex combines
this with an analysis of "different degrees of freedom"
experienced by different races under colonialism as a further
basis for assessing differing chances of assimilation.

He emphasises prestige and status, implicitly giving them
precedence over mire structural determinants of social
stratification. Rex argues that what amount or degree of
prestige is accorded to 'various ethnic stata of segments in a
plural society' is not a question of cultural practices nor of
the possession of particular qualities but depends of the
degree of violence suffered by their ancestors and therefore
the extent of a tradition of freedom.

"Hence the low status of the negro in any system of racial

or ethnic stratification in a plural society has much to do

with the fact that he comes from a people who were more

unfree than any others." @7)

Rex further poses the question:

"...what elements in the metropolitan citizen's perception of

the colonial immigrant are most significant in mapping his

place in relation to the metropolitan stratification

structure?" (48)

He answers that they are,

"...the political and economic status of the colonial worker,

as it is understood, his stage in cultural evolution and hie

colour and other physical characteristics."(49)

- 87 -



Rex is using highly questionnable notions such as "stage in
cultural evolution" and is focusing on a subjectively defined
concept of status " which he sees as determining social
stratification. He is seeking to identify a ‘causal role' for
beliefs and perceptions with respect to social organisation but
his consideration of beliefs apart from their institutional and
structural location means that he is unable to answer, in a
consistent way, questions about the effectivity of beliefs. His
approach does not allow him to relate the different elements of
the overall perception of the 'colonial worker' and consequently
his answer has no theoretical coherence. Colour, as one basis
for racial stratification, does not necesarily imply the same
position in the social structure as a history of violence and
‘unfreedom’. If both do affect perceptions of ‘immigrants', what
happens when they contradict each other?

Although Rex refers to the variety of values that exist in
metropolitan soclety - some of which directly oppose others -
he focuses on race relations problems between white and black
members o0f the working class. He thereby ignores how opposed
class positions are linked through a racially specific British
identity and consciousness closely tied to Britain's colonial
past. He also, because of his focus on beliefs rather than
structural position, cannot consider the class-specific aspects
of racism. This means that its differing role and significance
for different classes cannot be addressed.

Implicit in Rex's account is a view of the form in which
British society and social structure contains a colonial
legacy. He attempts to ground a legacy of beliefs and culture
on experiences or traditions of violence and unfreedom but no
means or method of transmition or reproduction of these
beliefs and culture is identified. The question of the form in
which a legacy survives is not asked, it is assumed that it is
as beliefs and culture.

Rex is attempting to ground racist beliefs in Britain's
colonial history, and he seeks to identify the processes by

which those beliefs can have real effects on the system of
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stratification. Both are necessary tasks in analysing racism
but it is clear that Rex's account is missing major components
of an adequate theory. The concepts that he employs are
ambiguous and lack clarity. However, there is a 'tension' in
Rex's work, although theoretically inadequate, his work is
valuable because it identifies certain "social facts" that any
competing theory must account for and hence it points to
weaknesses in many Marxist accounts of racial stratification
and racism. I hope to demonstrate that it is possible to
develop an alternative emphasis on structure, institutions and
practices that takes up and accounts for Rex's descriptive

insights but avoids the problems identified.

A ‘'structural' emphasis in accounting for racism can
primarily be associated with Marxist approaches. But it will
soon become clear that this does not mean that a Marxist
analysis necessarily sees racism as structural, as part of the
structure of the social formation, rather, racism is seen 1o
derive from the structure. The problems with this approach
derive in general from a particular concept of structure(0), a
concept closely +tied to the Dbase-superstructure metaphor
discussed earlier.

The post-war period covered in chapter one illustrates how
racism can operate to divide the working class along racial
lines and hence undermine the possibility of black workers
securing improved pay, conditions and security. Disunity also
prevents the identif*cation of interests which cross racial or
ethnic lines and so racism aids in the general disorganisation
and lack of solidarity among the whole working class. Such is
a description of the effects of racism on the processes and
institutions of working class politics. But does 1t also
identify the fundamental meaning and source of racism? Because
racism has operated broadly in the interests of capital, it has
been assumed that it necessarily and always does so, that it

derives from the relations of capitalist production(51).
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This represents the second of the two ‘tendencies’ that Hall
identifies, the ‘economic'. He claims that it takes,

"...economic relations and structures to have an

overwhelmingly determining effect on the social structures

of such formations...those social divisions which assume a

distinctively racial or ethnic character can be attributed

or explained principally with reference to econgmic
structures and processes."(52)

Cashmore and Troyna cite Co. as one of the first to argue
that racial antagonism was a 'fundamental trait of capitalism':

"Race as a soclally defined category is a product purely of

the development of capitalism."(53)

This view depends upon identifying the emergence of '"race"
as a concept in the "16th/17th century when the foundations of
modern European capitalism were being laid by colonial
expansion(94). On this basis, it might appear that the
distinctions and antagonisms to which ‘"race" refers were
produced by the advent of capitalism.

Robinson argues that on the contrary, the origins of the
racial distinctions that underlay racism and nationalism are to
be found in feudal society, they pre-date capitalism and
influenced the form of its histarical development(85). He
claims that,

"European civilisation, containing racial, tribal, linguistic,

and regional particularities, was constructed on

antagonistic differences." (56)

The development of the capitalist mode of production then
exacerbated and emphasised those differences:

"The bourgeoisie which led the development of capitalism

were drawn from particular ethnic and cultural groups; the

Eurapean proletariats and the mercenaries of the leading

states from others; its peasants from still other cultures;

and its slaves from entirely different worlds. The tendency
of European civilisation through capitalism was thus not tc
homogenise but to differentiate - to exacerbate regional,

sub-cultural, dialectical differences as racial ones."(57)
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Robinson(58) appears to argue that this formed the basis of
the availability of racial categories and of racism when it
emerged in the 17th/18th century as a rationalisation for
domination and exploitation. Further, this fed the emergence of
nationalism which, he clalms, denied the class 1dentity of
different national bourgeoise classes which then oppose each
other as ‘'national’ enemies(569).

If Robinson's historical analysis is correct then a central
part of Marxism's traditional explanation of racism and racial
stratification needs to be revised. It appears that although
the concept of race emerged with the advent of capitalism, the
antagonisms and perceived differences on which it was based
pre—dated capitalism and helped to determine the form that
capitalist development took. This means that the use that has
been made of racism and raclal stratification in the
reproduction and re-structuring of contemporary capitalism
depends not only on its functional utility but also on its
position at the root of European capitalism.

Robinson's argument(60) involves the further claim that
"critiques of capitalism" i.e. Marxism, ‘

*...to the extent that its protagonists have based their

analyses upon the presumption of a determinant economic

rationality in the development and expansion of capitalism,
has been characterised by an incapacity to come to terms
with the world system's direction of development."(61)

This criticism goes to the heart of Marxist social analysis.
It opposes the idea that the contradiction between the working
class and the ruling class has to be resolved in a given
direction with the inevitable result being the collapse of
capitalism. It denies that class contradictions are necessarily
the primary contradictions of the social formation and refutes
the idea that they determine all other oppositions and
conflicts. It argues for an analytic approach which does not
ignore class but neither does it a priori, relate all political

forms of expression and organisation to class antagonisms.
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An approach is suggested that unifies aspects of the
economic and sociological tendencies. One that utilises Rex's
descriptive insights and places them within a materialist
framework. A materialist framework founded on a view of
material conditions that goes ©beyond simple and broad
relations to the means of production. Within this it should be
possible to outline a structural concept of race that
acknowledges its specificity and its ‘internal' relation to
class, one that recognises racism and racial antagonisms as
real and material,

It appears that far from racial differentiation and conflict
being products of class antagonisms, race and class are
‘mutually structuring'. The form that each takes depends on the
other. The dominance of the social formation by capital depends
contingently on racial antagonisms, but, the particular
organisation of the capitalist mode of production, as it is
currently manifest, is integrally bound to race. By implicationm,
this questions the idea that racism is a product of the
structure of the social format! n rather than a integral part
of it. It questions an assumption at the centre of both Marxist
accounts and  Kex's Weberian one: that racism is a question

only of beliefs and attitudes, of ideologies and cultures.

As a theory of class based exploitation and oppression,
Manifesto Marxism assumed a direct link between exploitation
and oppression, the latter securing the reproduction of the
former with both necessary to the maintenance of class
society. Manifesto Marxism involved the idea that 'the position
of the proletariat' was ‘unoccupiable' and that it necessarily
produced 1t as a revolutionary class. Exploitation was
accompanied by a level of oppression that demanded opposition
and revolt. The theoretical transformations represented by the
work of Gramsci has severed that immediate 1link between
exploitation and oppression but can it then be assumed that a

revised class analysis can simply be extended to explain not
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only the particular level of exploitation of black workers but
also the racially based oppression that black people suffer? 1f
race is acknowledged as having its own specificity can the
analysis of class merely have a 'race dimension' added to it?.
Is Marxism an adequate bas.; for a general theory of
oppression or have the particular features of class
exploitation and oppression been generalised beyond their
applicability?

Racism 1is identified, within the Marxist tradition, as a
question of ideas,: attitudes and prejudices through being
allocated to the ideological and cultural levels of the social
formation(62). If a structural model of society, depending on
the difference between economic base and a superstructure made
up of political, cultural and ideological 'levels' is employed,
then racism understood as ideas etc. must be allocated to the
superstructure.

The analysis of racism as a part or product of a ruling
ideology uses the Leninist concept of ideology(63) discussed
earlier and stresses its role in securing the reproduction of
the capitalist social formation. Ideclogy is seen to help the
ruling class to dominate the working class by mis-representing
and obscuring the true nature of capitalist domination. It
constitutes amn illusion which attempts to justify and explain
inequalities of political and economic power and of income and
standard of 1living.

This concept of ideology has the advantage of clarity but
its clarity depends upon the simplifications inherent in the
base-superstructure metaphor. As that metaphor has been
criticised and modified a more sophisticated concept of
ideology has emerged. Ideology may now refer not only to
beliefs but common-sense (64), theories, practices and
institutions(65).

Abandoning the idea of ideology as illusion raises the
central question of the source and nature of the “reality" of
ideology. From the “reality" of ideology stems its materiality

and effectivity but given that "material" is often seen as



equivalent to 'the economic'(66), how can ideology be said to
be material? Further, if a theory maintaining the specificity
of race 1s to be developed how can one, in Althusser's terms,
“hold onto both ends of the chain" at once, that is, assert the
relative autonomy of ideology and its determination in the last
instance by the economic?(67)

Many ‘'‘non-reductionist' accounts of general social structure
and of racial statification are available which employ
Althusserian terms but these often seem to overuse them and so
misapply the concepts which they represent. The usual emphasis
is on avoiding the reduction of 'non-economic' levels to 'the
economic' whilst holding on to a materialist base.
Consequently, the problem is to explain the "relative autonomy"
of ideology, from economic relations, of ideological production
from economic production.

Ben-Tovim, for example, argues that,

"... racist theories and ideologies have their own relatively

autonomous  determinations, they are the result of

theoretical and 1ideological practices which cannot be
collapsed into their economic basis or seen in terms of
their class functions alone."(68)

He <claims that economic, ©political and  ideological
structures provide the conditions under which racist ideclogies
and practices have been reproduced(69). But the question is how
has this occured and what does it indicate about the relation
between different types of determinant?

Ben-Tovim takes the argument a little further when he
argues that,

*Structural factors...have certainly underpinned the
development of ideological. and cultural racism in this
period but legal transformations in the position of black
people has been fought out on the terrain of a specific
ideological and political discourse...which has had its own
independent effects and its own internal determinants”.(70)

But this 1s no more than a statement of the problem, given

the broad lines of the Marxist problematic. What it means and



how much is being said depends on the meaning of key concepts
and the nature of the processes to which the metaphors of
‘linkage' refer.

Miles attempts both to distance himself from reductionist
accounts and to maintain a structural model of the social
formation. He «claims that the expression of racism and
nationalism within the working class is not a result of
brainwashing but is a result of independent economic, paolitical
and cultural processes which structure working class political
processes(71). This locates the author with respect to his
intellectual antecedents but again really only states the
problem, it does not increase our knowledge of how the process
referred to takes place.

Miles bases his analysis on a critique of the concept of
race and of race relations -'n general. He criticises the
everyday use of ‘"race", saying that it refers to phenotypical
variation on the basis of which discrete races can be
identified. Such a usuage, he argues, is not biclogically valid,

"The formation and maintenance of (these) interbreeding

populations are “not due to genetic or other bilological

factors. The determining factors are geographical and socio-
economic."(72)

Miles argues that,

"The basis of racism is to be found not in the attribution

of meaning to phenotypical difference but in identifying the

economic, political and ideoclogical conditions that allow
the attribution of meaning to phenotypical difference."(73)

Miles establishes that "races" are socially constructed not
biologically given but uses this fact to argue that race
relations are different to other social relations only in that
they are so defined(74). Race relations should not be divorced
from other social relations but the concept of race is not
fully explained by calling it a “common-sense" category. Miles'
project, to understand the social construction of race, is a

valid one but, as Cashmore and Troyna(75) have argued, Miles'
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hard distinction between ‘'common-sense categories' and
‘structural realities' is extremely problematic.

Hiles would argue that the first includes race whereas the
latter refers to class and relations of production. On the
contrary, the racial organisation of the occupational structure
shows that racial differentiaticm is a structural reality even
though it may be expressed in thought through common-sense
categories. Once again the problems of seeing racism as
beliefs, attitudes and prejudices arise. Miles' approach shows
what happens when economic reductionism is replaced but class
remains unchallenged as the primary structural category: the
reality of race, of racial differentiation and hence of racism,
is assigned to be a contingent feature of Britain's capitalist
social formation rather than one of its defining features.

A structural approach to racism should avoid the problems
in viewing racism as ideology but it should not deny the
materiality and effectivity of ideas. Miles attempts to
ackowledge this and account for structural racism by saying
that,

"The extent of racial discrimination is an important

determinant of the economic and political circumstances of

those subject to it...Consequently, groups of people come to
share structurally determined interests."(76)

Kiles explains the effectivity of ideas or beliefs about
race (and nation) by claiming that,

"We can view the articulation of racism and nationalism as
having real effects at two levels: first, historically in
having assisted in the social construction of current
realities; and second, in being available as a means of
interpreting that reality and structuring subsequent
political action."*(77)

If one considers these quotes in conjunction with Miles'
view of racial categories as "common-sense" two main problems
appear. First, Hiles refers to racial discrimination - by which
1 take him to mean individual actions arising out of prejudice

- but it is not discrimination that leads to structurally



determined interests, it is the other way around. Secondly, and
underlaying the first problem, Miles views racism as ‘about
reality' rather than as a part of reality. This springs from
the idea that racism is a question of ideology and ideas, that
its reality derives only from its effects on reality not from
being a structured part of the social formation.

It appears that there are two main problems with Marxist
attempts to avoid the pitfalls of economic reductionism. First,
the over-application of a too simple structural model of the
social formation. Secondly, the unquestioning use of a concept
of class that re-introduces many of the problems of economic
reductionism. It is important to free non-econonic ‘levels'
from being determined by the economic if race and racism are
to be understood. Classes are constituted through each of the
levels of the social formation but if that is conceptualised
without reference to any other source of conflict or opposition
- especially race - then class reductionism remains even if
economic reductionism has been superceded. The problem of
theorising racism on a Marxist basis depends not only upon
how economic relations are related to political forms and to
the content of ideology and culture, but also derives from the

a priori prioritisation of class relations.

In using the problematic of Marxist Culturalism as a basis
for discussing class, 1 have suggested that a range of
interactive processes - economic, political, cultural and
ideological are involved in its constitution. Consequently,
the hard distinctioxi between objective and subjective class has
been blurred and how the working class becomes organised in
politics is not derivative but constitutive of class.

A similar re-evaluation of the concept of race is necessary.
One must consider the economic constituion of black people as
a social 'group' but also the processes through which they may

become a cohesive political 'group'. "Race" has meaning within
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scientific as well as social scientific discourse. It is, as
Miles has pointed out(78), a “common-sense" category found in
both popular and political discourse. Miles' argument is useful
to the extent that it shows that the uses of "race" in both
popular and social scientific discourse refers to a system of
categorisation that has no basis in biological science but
should that lead to the abandonment of the concept altogether?

Miles(79) argues that “races" are socially constructed but
what does this imply for "racial stratification"? Miles' notion
of racial groups having “structu.ally determined interests" is,
as I have mentioned, based on the fact of racial discrimination
but one must ask what this implies for the structure of the
social formation. Race cannot be treated as merely a "“common-
sense" category. If racial groups share structurally determined
interests then what” it is about structural relations that
determines those interests? This suggests that a structural
concept of race is needed. One which can ground a concept of
"structural racism", the latter being the discriminatory effects
of the former.

These consderations suggest a problematic within which the
question of the relation between race and class can be
addressed without simplifying or ‘reducing' either to the
processes and structures of one level of the social formation.
A problematic which, because of the 'structural' nature of both,
does not attempt to reduce one to the other.

Different attempts +to relate race and class have
concentrated on identifying the position of black people in
‘class society'. How this has been approached is indicated by
the different terms that have been used to convey a sense of
that position. For example, Hall et al use the term "sub-
proletariat"(80), Rex refers to an "under-class"(81), Miles and
Phizackalea prefer "class-fraction"(82).

Each term reveals something of how each theorist attempts
to conceptualise black people as in some ways a section of the
working class and in other ways set apart, exploited anc

oppressed to a greater degree. Earlier comments on Miles anc
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Phizacklea shaowed how they view the paosition of black peaple
as a question of intra-class stratification. The primacy of
class is upheld and the political task is to unite the various
"class fractions"(83). The demand that one avoids ‘class
reductionism' and develop a 'structural' concept of race renders
. Miles and Phizackles's formulation inadequate.

Rex's concept is primarily descriptive but he does offer an
explicit political strategy which makes use of that cancept.
The concept of the “under-class" is dependent an two
contentions that are used to elabaorate Rex's caoncept of class.
First, that "truce" between antagonistic classes(84) is puossible
for fairly prolonged periods and secondly, that class struggle
expresses itself in a number of different struggles aver
resgurces(85). Within this schema, Rex affers "under-class" as
an “ideal type" and defines it as,

*...minaorities systematically at a disadvantage to working

class whites, outside working class culture, community and

politics, having their own organisations."(86)

From this definition Rex argues that the paosition of the
under-class should be compared with that of the working class
incorparated in the welfare state. He says that it has the
potential to become an "under-class far itself" i.e. to organise
both culturally and for political action(87). Rex's emphasis
means that he can point to important differences between the
political and cultural formation of black people as a 'social
graup' or ‘class', and of differences between their social
location, and that of their white working-class peers.

However, the significance of this Rex leaves under-
theorised. It is symptomatic that Rex places black peaple
gutside of the stratification system, because they are not seen
to be 'assimilated', even though the concept of "under-class" is
clearly designed to indicate a sub-ordinate position within a
system of stratification. "Under-class" appears as a structural
concept but because “class" focuses on access and consumptian
the former concept does not i fact relate to a structural

position. One 1is left with no way oardering or relating the
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various bases upon which antagonistic 'groups' may come into
conflict(88).

The approach preferred by Hall et al, in opposition to Miles
and Phizacklea and to Rex, views racial structures and
processes as internal to the social formation. They claim that,

"The constitution of this class fraction (black labour) as a

class, and the class relations that inscribe it, function as

race relations. The two are inseperable. Race 1is the
modality in which class 1is lived. It is also the medium in
which class relations are experienced."(89)

The key to this picture is the meaning of the concept of
"modality". Hall et al are arguing that black members of the
working class experience their class position as a race and
through their race. To the extent that class is defined in
terms of economic relations this formulation 1s adequate but
how can the role of politics in the formation and definition of
class be accomodated?

Hall et al are clearly concerned to stress the 'relative
autonomy' of the levels of the social formation and the lack of
a necessary correspondance betw¢ 1 them(90). They claim that,

“Race is intrinsic to the manner in which black labouring

classes are complexly constituted at each of those

levels." (91D

This would appear to be consistent with the view of class,
and race, formation~which I have begun to develop in this
chapter. It is unclear at the moment where such an approach
leads in relating race and class but it does highlight the
importance of the politics of race and how black people are
politically constituted as a group.

If the active and constitutive role of ‘the political' is
maintained then one channel for exploring the relation between
race and class is through asking about the ‘'class significance'
of black struggles, 1i.e. about the relation between class
struggles and black struggles.

In general, the problem is how to maintain the primacy of

the ‘anti-capitalist struggle' whilst asserting the specificty



of black oppression and struggle. Sivanandan resolves this
partly  through  incomsistency and partly through the
mythologisation of past struggles(92). He seems to generalise
from that mythologiésl past to assert the class nature of all
black struggles but elsewhere(93) he recognises that this is
only a potential, something +to be accomplished through
politics.

Hall et al take up this problem and claim that,
"The white working class...fundamentaly mistakes itself and
its position when it extends itself, out of fellow feeling
or fraternal solidarity, to struggle against racism on
behalf of 'our black brothers'; just as black organisations
misrecognise the nature of their own struggle when they
debate whether or not to form tactical alliances with their
white comrades...(however)...at every critical moment in the
post-war history of the class in advanced capitalism, the
struggle has necessarily divided into its strategic seperate
parts. But the analysis has a certain logic, which must
drive through to its conclusion...Each section of the class
requires to confront capital as a class, not out of
solidarity with others, but for itself."(94)

This position emphasises the political division of the
working class into racially specific sections and how this
allows capital to divide and hence defeat the class. Hall et al
are specific that they are not presenting a tactical call for
unity but it is clear that although disunity has a real basis,
unity is a political pre-requisite for change.

Gilroy adopts a slightly different approach, taking up
Hall's argument and stressing the role of struggle and politics
in class formation. He uses Hall et al's 'modality argument' to
equate 'struggle for the race' and ‘'struggle for the class'. He
claims that,

"The consciousness of exploitation provoked imn the

experience of racial oppression is not some preliminary

Phase in the development of a mythically complete class

consclousness sometime in the future."(95)



"The class character of black struggle is not a result of
the fact that blacks are predominantly proletarian though
this is true. It is established in the fact that their
struggles for ‘civil rights', for freedom from state
harassment or as waged workers are instances of the
process by which the working class is constituted, is
organised in politics."(96)

Gilroy distinguishes between exploitation and oppression but
he assumes that consciousness of the latter necessarily
involves conscicusness of the former. He leaves himself open to
the problems associated with a ‘'black nationalist' position,
which as Henderson has pointed out, is a theoretical
orientation necessary to consciousness but insufficient for
practice(97). It mis-recognises the relationship between the
exploitation of the white working class and that suffered by
their black counter-parts.

Gilroy's approach i1s interesting because it stresses that
black struggles play a part in class (re-)formation. But much
more needs to be said about the relation between the object of
those struggles, the object of the struggles of the white
working class, and the possible contradictions between them.
The emphasis on class formation as opposed to class position
is clearly consistent with the general lines of my argument. He
uses the idea of class constitution through politics, through
struggle to advance what might be termed an 'activist Marxism'
An approach which will remedy many of the problems of
reductionist Marxism but it will however, court the danger of
becoming a purely pragmatic and voluntarist view of politics, a
view shorn of its basic materialism.

This is a problem for Gilroy because he explicitly states
his desire "to restore some of the determinacy which class
struggle has lost in much recent Marxist writing"(98). He
argues that,

*We must re-draw the boundaries of the concept ‘class

struggle' so that it includes the relentless process by
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which classes are constituted organised and disorganised

in politics."(99)

There seem to be two main flaws in Gilroy's approach to the
question of class constitution. First, his idea of a 'relentless
process' is too abstract, true only as a limiting case(100). It
blurs all distinctions between periods of crisis and periods of
"truce", between 'revolutionary' or ‘normal' conjuntures and in
the end far from 'restoring determinacy' it invites a purely
contingent account of class formacion.

Secondly, Gilroy's concept o0f class struggle covers
different types of social conflict. It is important to
distinguish, and analyse differently, different types of
struggle. He says that his concept includes not only processes
by which classes ;re constituted but also the struggles
between them once formed(101). But the specific features of
these two types of struggle should be drawn out and analysed.
Gilroy obscures the differences between them and is led to
equating all types of interests and identifications. Conflicts
over consumption, conflicts between non-class groups - both of
which are relevant to the politics of race - cannot be
accomodated in Gilroy's schema.

These conflicts are of central importance for race because
they represent wmajor forms in which people experience
structural discrimination. Also, to the extent that the
institutions of working class life contribute to structural
discrimination, it 1is necessary to change those institutions.
That would constitute a process of class re-constitution but
would it be reasonable to call it class struggle? Such
struggles 'for the race' may in the long term be 'for the class'
because they try to re-constitute it in a unified form but they
maintain important differences to those struggles which oppose
the structures and institutions which exploit and oppress the
white, as well as the black, working class.

The problem of relating race and class is clearly one of
trying to isolate the exploitation and oppression that black

people suffer over and above that suffered by white members of
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the working class. However, so far the approaches that I have
discussed founder on the need to acknowledge the importance of
political, cultural and ideological processes in class formation
whilst retaining a ‘structual' and non-voluntaristic position.
Rex and Gilroy fail, in very different ways, to satisfy the
second requirement. Miles and Phizacklea pay 1lip service to
non—economic processes but ultimately their complex class
reductionism leaves them unable to cope with the ’'structural’
nature of race. The contributions of Hall et al appear to offer
the greatest chance for moving towards relating structural,
non-reductionist concepts of race and class. But the problems
in that approach seem to stem from problems of expressing
structural relations per se. The concept of 'modality' could be
useful but to what extent is it another structural metaphor
trying to express the inexpressible? This is not to say that
the relation between race and class cannot be talked about but
that the emphasis throughout this chapter on the constitutive
role of a range of processes - economic, political, cultural and
ideological - suggests a different approach. To attempt to
express the relation in structural terms alone, without
reference to the processes through which each has been defined
and through which they have interacted, may be to miss the
significance each has for the other. That possibility will be

examined in some detail in the next chapter.

This chapter has focused on three issues of relevance to
understanding the specificity of racilal stratification. Three
particular foci have been used. First, I examined the question
of the relation between the economic and political in class
formation. This suggested a concept of class in which class
formation is a process involving all the 'levels' of the social
formation. It showed that political differences and antagonisms

between the white and ©black working <class were not
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representative of 'a divided class' but were part of the
process through which 'the class' is re-constituted.

The second issue was the question of racism. How should it
be conceptualised, what does it refer to, what are its origins?
I demonstrated that an exclusive faocus on attitudes or on
‘'structure' was not adequate for the analysis of racism. I
showed that both approaches treated racism as a question of
beliefs, attitudes and prejudices whereas chapter one bhas
suggested that a structural concept of racism was required.

In the third section I examined how race and class can be
viewed as structural concepts formed through  complex
interactions of the levels of the social formation. Such is a
pre-requisite for developing a structural concept of race and
hence for grounding a concept of structural racism. But
attempts to analyse a structured relation between race and
class and hence to locate the 'position' of black peaple have
each been shown to be lacking. What then is the way forward?

The emphasis on class formai.on rather than class position
is clearly important. It is re-inforced by the critique of
existing structural metaphors for the relation between race and
class. Together they point to an examination of the historical
pracesses through which race and class have interacted. In the
next chapter I intend to demonstrate that the structural legacy
of colonilalism offers a key to how race and class are

intrinsically ©bound together by the processes of their

formation.
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See for example Davis A. (1982), Carby (1982b) or James
5. (1975)

See Solomos (1982), Hall et al (1978) for an elaboration
of the relationship between race and a structural crisis.
See for example, Miles (1982a), Gilroy's work and Hall et
al (1978). Each of these will be discussed in detail later
in this and other chapters.

This term corresponds to what Johnson has called
"Manifesto Marx:sm". See Johnson (1979).

This debate has been extensive and many have made
contributions. Two main themes can be identified within
this. One centres on who currently comprises the 'working
class', for commentary on some of the relevent issues and
problems see Hunt (1978). The other theme is the relation
between economic class and political forces and political
interests. The position that there is no link between them
is argued in Hindess (1983), see pp.34-42 in particular.
Yore complex and more interesting has been recent work
in the Gramscian tradition of which Laclau and Mouffe
(1984) is possibly the most developed and comprehensive.
See for example, Hartman (1979) and Eisenstein (1979,
especially the introduction and chapter one.

See Gilroy (1981) p.211.

See Johnson (1976) pp.203-208.

Structuralism, Marxist or otherwise, is as Villiams (1983)
pp.303-308 points out, complex and difficult to define. I
use the term in a broad sense to refer to those strands
of Marxist thought, primarily associated with Althusser,
which emphasise the determinant relations between the
economic, culture, politics and ideology as a product of
deep permanent structures of the social formation.

Again a broad body of thought is referred to but the key
point is an emphasis on the active role of subjects in
the determination of events and the lack of any fixed or
constitutive relation between ‘levels' of the social
formation. Johnson, whose work provides a useful starting
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Op.cit. p.204.

Op.cit. p.206.

Op.cit. pp.207-8.

See Johnson Op.cit. p.208

Op.cit. p.209.

Rex and Tomlinson (1979) pp.2-3.

See the outline of black post-war experience of working
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See Clarke et al (1976) p.29.

Op.cit. p.302.

Op.cit. p.301.
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Barkers' work on whether racist bellefs and theories
necessarily involve notions of superiority will be
discussed later in this chapter and chapter six will
consider the relevance of this to education.

See chapter six for a discussion of these relations with
reference to educational institutions.

Ben-Tovim (1978) p.208.

This 1s particularly the case in the context of debates
around racism in education. See chapter six for a full
discussion of this issue.

Villiams R. (1983) p.169.

Ben-Tovim (1978) p.208.

See in particular chapters three and six,

See chapter six.

Rex (1983) p.9.

This will be more fully discused in chapter three.

Rex (1983) p.ll.

Op.cit. p.12.

See Hall (1980a).

Hall (1980a) pp.306-307.

Op.cit. p.307.

Rex (1983) p.105.

This point will be covered in detail in chapter three.
This refers to values which Rex sees as dominant during
times of truce between the major antagonistic classes., For
further discussion of this see chapter three.

See Rex (1983) p.91,

Ibid.

When talking about the difference between the social
status of black people 1n Protestant socleties and in
Roman Catholic countries Rex attributes greater tolerance
to the latter and claims that this 1s caused by Iits
adherance to Catholicism. This claim 1s however a totally
unsubstantiated and anecdotally based generalisation.
Op.cit, p.108.

Op.cit. p.110.

Rex (1983) p.42.

Op.cit. p.106.

Ibid.

For further comments on t  difficulties with the concept
of structure see chapters three and four.

0. C. Cox 1s seen as the major proponent of this view. In
Cox (1972) he states that "racial exploitation and race
prejudice developed among Europeans with the rise of
capitalism and nationalism" (p.322). It is also a thesis
that has often been implicit in how the politics of race
has been approzched within the organised labour movement,
Hall (1980) p.306.

Cashmore and Troyna (1982) p.32.

See Husband (1982) pp.12-13 for an outline of the
emergence of the i1dea of race and its development as a
sclentific concept in the late 18th/early 19th century.
Robinson (1979) p.145 & (1983) p.o.

Robinson (1979) p.146 & (1983) p.10.
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Robinson (1983) pp.26-27.

Robinson (1983) p.27.

Robinson (1983) p.28.

Hall (1980a) p.317 makes a similar point when discussing
Rex's work. He refers to the absence of any tendency to
move to “the more rational form of free labour".

Robinson (1979) p.145.

See for example, Tierney (1981b), Miles (1982a).

See note 16 above.

An idea associated with the Gramscian legacy. See Gramsci
(1971), especially pp.321-330.

See Althusser (1981).

See Hall (1977) p.30.

Hall (1977) pp.29-30.

Ben-Tovim (1978) p.204.

Op.cit. p.205.

Op.cit. pp.207-208.

Miles (1982b) p.288.

Miles (1982a) p.17.

Miles (1982a) p.64.

Miles (1982b) p.282.

Cashmore and Troyna (1983) p.ll.

Miles (1982a) p.63.

Miles (1982b) p.286.

See Miles (1982%) p.280.

See Miles (1982a) p.20.

Hall et al (1978).

Rex (1983).

Miles and Phizacklea (1980).

For further discussion of different political processes
through which 'black interests' may be expressed see
chapters one and three.

This will be discussed in some detail in chapter three.
See Rex (1983) p.XIV.

See Rex and Tomlinson (1979) p.275.

Rex (1983) p.XV.

This, as an element of a critique of Rex's concept of
class will be develaoped in chapter three.

Hall et al (1978) p.394.

Op.cit.

Hall et al (1978) p.394.

See Sivanandan (1981) p.138. Also see chapter one.

See Sivanandan (1976) p.336.

Hall et al (1978) p.395.

Gilray (1981) p.219.

Gilroy (1981) p.219.

Henderson (1978) p.159.

Gilroy (1981) p.211.

Ibid.

Gilroy's contention is true in a sense but the scale of
the re-formation 1is negligible in mast cases, having
little effect on the organisation, institutions anc
political forms of the working class.

See Gilroy (1982) p.284.
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The processes of class formation in Britain over the last
hundred years or so are inextricably bound to the history of
British colonialism and imperialism. Consequently, the current
relations between black and white members of ‘'the working
class' are underpinned by relations between European ex-
colonial powers and their erstwhile colonies. I will attempt to
demonstrate that the historical relation between European
countries and their colonies is not only the background to
contemporary race relations but represents an earlier form of
structural racism which has helped to shape and structure the
current form.

A model of the structure of the social formation that
identifies the particular 'locations' occupied by black workers
should include an historical outline of the exploitation of
black people and the nature of oppression under colonialism.
Both bhave implications for how British society is racially
structured and hence for the operation of structural racism.

I have discussed in the previous two chapters how the
'position' of black labour depends in part on the racial
organisation of the occupational structure. I have also
illustrated the problems of Rex's Weberian approach and of the
major Marxist ones, in explaining and conceptualising the
paticular nature of the exploitation of black people. 1 have
emphasised the importance of not conflating that problem with
the question of the specificity of black oppression. Together
these issues and problems delineate the problem of analysing
the specific and particular nature of the ‘'position' of black
people under capitalism.

This is the central problem of relevance to understanding
the assumptive and conceptual basis for educational
interventions around race. Two major areas are significant for
educational theory, policy and practice. First, is the form in

which a colonial legacy remains in the contemporary social
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structure. It will be explored through an examination of, on
the one bhand, the effects and legacy of slavery and on the
other, the processes of class formation under colonialism. This
will prescribe whether the emphasis placed by educational
initiatives will be on residual attitudes or on structural
relations which bave their origins in colonialism.

Secondly, the structural legacy of colonialism will be used
to examine the structural position of black labour. This
largely determines the life chances of black students and hence
profoundly affects the limits of educational initiatives in
effecting change. It also makes possible a potential role for
education in managing the efffects of structural racism through
ignoring its existance and helping to establish alternative
explanations of racial inequality(1).

Throughout the previous chapter, two levels of the social
formation were of primary significance for the analysis of the
relation of race to the processes and structures of the
capitalist mode of production: the economic and the political.
Focusing on colonial relations will help to sketch some of the
lines of connection between the two.

I have referred to how black labour has played a central
role in  the development ' of metropolitan  capitalist
economies(2). The exploitation of black labour power has been
secured on the basis of inequalities and relations of dominance
rooted in colonialism. The higher rate of exploitation of black
labour, the patterns of their employment, and their structural
disadvantage with réspect to their white peers, have led to the
effects of economic and political re-structuring, or ‘crisis‘,
falling heavily on black people in general.

As mentioned in chapter one, some recent Marxist analyses
have sought to identify the political role of race within a
contemporary economic and political crisis. This has included a
consideration of the economic position of black workers and
how that is affected by crisis but the emphasis is on policing
and managing the political effects of crisis and of state
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An exploration of the continuing significance of colonialism
should inform and underpin an analysis of the significance of
race during crisis. Consequently, I seek to extend the analysis
of colonialism beyond identifying its contribution to the
comparative prosperity of ex-colonial nations and of the
working classes in those countries. Colonial exploitation
helped to make prosperity and expansion possible but one needs
also to ask: what 1is the éignificance for contemporary
economic and political structures and institutions of the role
of black labour in the development of the capitalist mode of
production? In particular, what effect has the colonial basis
of capitalist expansion had on class constitution and class
identity? ’

A materialist analysis of the current situation requires a
historical materialist analysis of the development of two
relations: between black labour and British capital; between
black labour and white labour. If racial segmentation in
employment and residence are to be 'located' it would be an
inadequate explanation that ignored economic and political re-
structuring but other aspects of the current situation, for
example, the post-migration struggle of black workers for
parity and equality with white workers, demand that further
elements are included.

The historical legacy of clags formation and relative
prosperity from colonialism continues to form part of the
fabric and structure of racism. The form of that legacy is
crucial. Residual colonial prejudice supplies much of the
content of current racist attitudes, it helps to explain the
availability of racist categories and explanations but my main
concern with colonialism is its role in the formation of
contemporary structures and institutions through which such

attitudes derive their materiality and power.
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Colonia

The question of the relations between black people and
white people has become visible in the last thirty years or so
but it is a relation that has a much longer history. Hall
points out that the fates of the "two labouring classes" have
long been indissoluably linked but that only recently have they
had to face each other(3). Gilroy suggests that the relation of
black workers to white workers is through "discontinuous but
related histories“(4). However, the issue is what form that
link has taken, the source of the discontinuities and their
implications for post-migration class formation and politics.

Two aspects of the development of the structural relation
between black and white workers need to be based on a firm
historical-analytical foundation. First, the relative economic
positions of the two groups: the economic relations between
them and their different relations +to white metropolitan
capital. Secondly, the general importance of ‘'the political' in
processes of class formation(d) and the relevance of political
relations and political forms to structural relations.

In laying down the framework for considering economic
relations, Hall paints a clear picture when he points out that
Britain's relationship with the Caribbean and the Indian sub-
continent have been,

"...central features in the formation of Britain's material

prosperity and dominance, as they are now central themes in

English culture and in popular and official ideologies."(6)

He adds that mercantile dominance and the production of
surplus wealth which powered economic development was founded
on the slave trade and plantation system in the Americas in
the 17th. century. India was the basis of empire in the 18th,
century and trade with Latin Am~rica and the Far East was the
centre piece of industrial and imperial hegemony in the 19th.
century (7).

Rex and Tomlinson argue a similar position, that racism,
and any analysis of it, must be located within class formation

-
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under 400 years of imperialism(8). They identify the advances
of the white working class as having been paid for by unequal
trade between Britain and the rest of the world(9). The
comparative prosperity, security and power of the organised
working class in Britain has been formed by British capital's
exploitation of colonial possessions.

They claim that the relative prosperity of the indigenous
British working class has led 1t to develop a "stake" in
production in Britain. This, Rex and Tomlinson suggest, has
Been the basis of a "truce" between British capital and British
labour(10). Advances were made in job conditions, pay and
benefits and most significantly, in the degree of control over
the process of production. They were achieved through the
formal institutions of strong trade unions and links with
other workers, and through informal controls: restricted access
to skilled or "well paid" jobs e.g. the use of "tickets" in the
docks, restrictive shop floor practices and job demarcation.
All contributed to the development of a collective strength, to
an element of control but they also represented a stake in the
form and organisation of production, a relatively priviledged
position that was to.be defended if and when necessary.

This Dbenefit from colonialism constitutes an ‘internal'
relation to the form in which capital, and the organisation of
production developed. Class formation under colonialism has
also profoundly affected the political form and organisation of
the white working class. This allows one to agree with Rex
(although [ shall make different use of the insight<11)) when
he says that it is,

"...not profitable to talk about societies in general, about
their value systems and their stratification systems, unless
we look first at the institutions around which the larger
socilal order is  built....Before  talking about  the
stratification of plural societies, it is necessary to look
at the Dbasic political and economic institutions of
colonialism."<12)
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Rex claims that this would d scribe the social structure of
empire and within this,

*...the basis of class formation of both immigrant and

native metropolitan worker could be located."(13)

He emphasises the distinction between centre and
periphery (14) and cliims that there are,

“...differences between social structure, institutions of

production and forms of labour discipline at the periphery

and at the centre."(15)

Both sets of institutions were, according to Rex(16),
produced by capitalism and race relations situations in the
metropolis arise out of interactions between centre and
periphery through migration. Race relations problems are,

*...problems relating to the transfer of different groups,

whose structural position has previously been defined in

colonial terms to some kind of position as workers or
traders in metropolitan society itself."(17)

Black and white working classes have developed within the
same system of colonial capitalism but the difference between
centre and periphery mean that they have occupied different
locations within it. Rex is offering a framework of historical
structuring but this is not developed in his work into a full
theoretical framework. The extent to which Rex can pursue his
insights through to the structure of the social formation, is
restricted by his concept of class(18), by consequent
understandings of what "class formation" involves and by his
vague, ambiguous notion of "structure"(19).

If a single, unequivocal view can be ascribed to Rex, he
appears to say that structures arise from beliefs and values.
On the contrary, 1 would argue that the relation of white
working class beliefs, values and cultures to structures is
mediated and given form in the institutions through which the
white working class has become organised and is represented.
Beliefs, values and cultures represent in its complexity, the
relation of the class to capital and to black workers. A

shared, but subjective, concept of the working class 1is
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institutionalised in the organisations of working class
political life. They are an expression, and one of the bases,
for the relative prosperity of the white working class. But
they are also the material form, the channel for the
effectivity of subjective images of who comprises "the working
class"., They express a meaning for "working classness" which
has traditionally, to differing degrees, excluded not only
blacks but women, the unemployed, the unskilled and others
marginalised from the mainstream of production.

If the “"working class" has been constituted, at a subjective
level, 1in this way, it ceases to be surprising that the
record(20) of the white labour movement in defending and
suporting black workers is far from exemplary. Notions of
solidarity and common interests which attempt to unite white
and black workers not only conflict with material differences
but they actually attempt to re-define who makes up the
"working class".

A particular subjective image, a particular political concept
of the working class has been used to represent ‘the class' as
a whole. The section of 'the class' to which it corresponds has
enjoyed a hegemonic relation to other sections of 'the working
class'. It is predominantly this section that bhas directly
benefited from the truce to which Rex refers. But although
Rex's concept of truce suggests a political and economic
'dominance' for one section of the class, it ignores the
heterogeneity of the working class, and the marginalisation of
other sections on bases other than race(21). In the working
class as a political force, a mythologised image has been
accepted which identifies exactly with this 'privileged' section
of the working clas§. An image which has justified, and helps
to explain, the unwillingness of the 'organised working class'
to intervene on behalf of marginalised workers and the
unemployed.

Subjective images and economic relations are bound together
in the institutional form that the working class has taken,

dominated by the development of capitalism within colonialism.



There is, therefore, an internal relation for the privileged
white section to the black members of the working class, a
structural relation determined both economically and
politically.

Rex's analysis of the processes of class formation within
colonialism has, paradoxically, great significance within a
problematic that seeks to resolve the problems that derive
from the distinction between political forms and forces and
economic relations. Rex uses a plural model of stratification
which allows class to refer to consumption as well as
production. Hence, for Rex, the necessity to understand the
'‘objective' structural significance of the processes he
describes does not arise. But if one asks what the above
analysis implies for the meaning of class, what it says about
the relationship betgveen race and class encapsulated in that
meaning, then it becomes clear that "the working class", both
as a concept and in its institutional form, has been

historically constituted without blacks.

Analyses of contemporary race relations, of the particular
features of Dblack political cultures and traditions and
generally, of the ‘legacy' of colonialism, all have as an
important focus, the question of the lasting effects of slavery.

Two broad sets of questions about the legacy of slavery
need to be posed. The first concerns +the relation between the
development of the capitalist mode of production and the
institution of slavery. It is important to question the idea
that slavery an be understood solely as an extension of the
logic of capitalism. This is so not only for historical and
analytical accuracy but also as an aspect of the relation
between race and capital. The relation that emerges will raise
questions about the necessity of the wage form for capitalism
and so highlights the significance of the ‘conditions of entry

into production' for understanding <class position. These
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questions will broaden the relevance of the discussion to
include Asian people as well as Afro-Caribbean. It will open
the way for considering the importance of the way in which
black labour, both Afro-Caribbean and Asian, is sold not as
'free' labour, but is constrained in ways that 'free' white
labour is not.

The second set of questions concerns the continued cultural
impact of slavery both for black people with a history of
enslavement and for the white people whose nations' prosperity
was built on enslavement. This 1is particularly relevant to
educational questions in two ways: because of the centrality
of the history of colonial oppression and slavery in
explanations of under-achievement(22) and secondly, because of
the role, that certain theorists have suggested(23), that black
political traditions, grounded in opposition to slavery, have in

contemporary political forms.

The importance of +the atlantic slave +trade +to the
development of European capitalism is well established(24). As
Robinson points out, historically slavery was a critical
foundation for capitalism(25). But does this imply that there
is some form of 'necessary' link betwen capitalism and slavery?
The use made of slavery by a developing capitalism poses
questions about the relationship between them and how pre-
capitalist and capitalist forms have differed.

Robinson emphasises that the history of slavery starts many
centuries before the advent of capitalism. He claims that it
was common for Europeans, prior to the 11th century, to view
all non-Europeans as "barbarians" and argues that there was a
continuity of slavery, mainly of "“barbarians", from the 5th
century to the 20th(26). He concludes that, although slavery
was vital to the development of the capitalist mode of
production, it was taken up and developed originated by
1t (27).



The continuity of slavery that Robinson identifies also
means that slave labour persisted 300 years into the
capitalist era alongside wage labour, peonage and serfdom. His
argument therefore supports his main contention that the class
dialectic does not provide a sufficient analysis of the
capitalist mode of production. The existance of forms of
‘unfree' labour under capitalism implies that wage labour is
not a necessary form, the capitalist mode of production cannot
be characterised as the extraction of surplus value via wage
labour. Further, there is no demonstable tendency to move
towards wage labour as the most ‘“"rational form" for the
extraction of surplus value(28).

S0, the relation between slavery and the capitalist mode of
production does not lend itself to narrowly economic
explanations, thus emphasising that the basis of racism cannot
be located in the economic rationality of capitalism(29). The
contention that race cuts across and may undermine lines of
development based on a purely economic rationality is re-
inforced. But the most important point is that slavery under
capitalism shows that the cu..ditions of entry into the
production process affect the relation to the means of
production and hence "class" relations. In Hall's terms, slavery
is "formally capitalist" because it excludes 'free labour' even
though those who deal in slaves are capitalists(30).

The conditions associated with slavery might not appear to
be relevant to the current racial structure of society but
slavery and “free" labour are not Jjust two opposed
alternatives, they represent the two extremes on a continuum of
"degrees of unfreedom". Under the heading of slavery one can
identify peonage, indenture and chattel slavery but contract
labour, casual labour and "illegal" working will also involve
different levels of control or freedom affecting the conditions
of entry into employment. Hence, the question of the 'degrees
0of unfreedom' and its effects on the position of different
groups 1n a system of stratification, is of central importance

to Asian workers in Britain as well as Afro-Caribbean.
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The characteristics of slavery raise questions about the
significance of the form in which surplus value is extracted.
The dominant form and organisation of production under
capitalism the use of "“free" labour can be stressed but if
the conditions of entry into * e production process affect
relations to the means of production then they may represent,
or underpin, different structural locations or ‘'positions'. This
is clearly going to have implications for how one specifies the
class position of black workers in Britain because they do not
generally sell their~labour under exactly the same conditions

as white workers.

A second side to the significance of slavery for
contemporary class and race relations is to be found in the
'‘cultural' legacy it provides for both white and black people.
Slavery 1is invoked in explanations of racial discrimination and
statification(31) but it also features in characterisations of
black political forms and traditions where, it may be argued,
it provides a distinctive legacy of strength(32).

Each of the explanetary uses made of the cultural legacy of
slavery depends upon an interpretation of the black experience
of slavery. Vilson identifies the main alternatives when he
inquires into the psychological effects of slavery was it
'‘devestation' or were there strategies to preserve humanity, to
find a 'breathing space' and resist degradation?(33)

Vilson considers the particular example of “"Southern
paternalism" in the USA and argues(34) that slaves turned
acquiescence 1in paternalism into a rejection of slavery.
Following Gutman(35), he claims that the development of an
Afro-American slave culture, which was not perceived by white
planters, subsequently provided the basis for the creation of
Afro-American communities(36).

Rex(37), on the other hand, refers to "Elkin's six shocks':
capture, march to the sea, being sold, the middle passage, re-

sale and the seasoning period. He argues that, each was
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fundamental to the experience of slavery and consequently
affected its lasting significance but even that applies only to
the survivars, two-thirds of the captives died.

Rex stresses a particular feature of slavery: the lasting
impact of the experience aof violence(38):

"...the violence used by those who ran the slave trade is

the most important factor in the structure of race relations

situations." (39)

He adds that the fact of enslavement i1s most important to
subsequent race relations patterns:

"...in being recruited as a slave, the negro was not merely

severed from his own culture, he was psychologically

shaocked by the process, so he was bound to become dependent
upon his master, and his master's culture and social system
in every possible way...being pathetically grateful for any
kindness, and not even aspiring to any kind of independent

life* 40)

Rex 1s ignoring the evidence that many slaves escaped and
set up independent communities, that they adopted a range of
forms of resistance and refusal(41l). Even if his account were
histarically accurate, to explain the "low status" of blacks in
metropolitan societies he would have to demonstate the process
or mechanism by which these experiences were transmitted and
re-produced with their original significance. He would also
have to explain why Asian people in Britain also suffer
discrimination and have ‘'low status' when, although they were
subjected to colonial oppression, they were not enslaved in the
same way. Rex's position 1s not, however, just historically
inaccurate, it helps to underpi” influential arguments in the
sociology of race relations which employ "black pathology" and
"deficit" models to explain racial inequality(42).

Rex and Tomlinson's view of the form of the colonial legacy
underpins their analysis of the sources of racial tension. They
claim(43) that immi*ration produced respaonses "latent in the
structure of British society". The question is, how is it that

colonial relations can be 'latent' in the soclal structure?
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According to Rex and Tomlinson, belief systems, grounded in
colonialism, cause fears and anxieties leading to hostility and
aggression and finally to new justificatory beliefs based on
obvious cultural and physical differences. But racism is not
just a question of beliefs and one must identify how beliefs,
and structures, have been perpetuated. It follows from my
approach to the processes of class formation that a colonial
legacy has its effects through the structural relations between
black workers and British capital on the one hand, and through
their relation to the 'white working class' on the other.

In stark opposition to Rex's approach, Gilroy argues that,

"...the accumulated Thistories of (blacks") far-flung

resistence have brought a distinct quality to struggle at

the cultural level in their metropolitan home."(43)

"The lingering bile of slavery, indenture and colonialism

remains...in the forms of struggle, political philosophy, and

revolutionary perspectives of non-European radical
traditions and the 'good sense' of their practical

ideologies." (44)

Gilroy's and Sivanandan's history of slavery and its effects
is clearly very different to Rex's. They use it primarily to
ground a particular reading of Britain's urban 'riots', of the
political significance of Black youth's ‘refusal', and of the
potential for the production of a black political culture.

Traditions and shared histories are incorporated as major
themes in the development of contemporary cultures and
politics. They combine with, and build upon, the legacy of
black resistance drawn from black experiences of colonialism
and slavery. Further, the forms of resistance associated with
slavery underpin the contention that black culture is political
and that ©black politics necessarily involves a cultural
dimension. Gilroy argues that black people,

"...brought with them legacies of their political, ideological

and economic struggles in Africa, the Caribbean and the

Indian sub-continent as well as the scars of imperialist

violence." (45)
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He quotes Cabral:

"If imperialist domination has the vital need to practice

cultural oppression, national liberation is necessarily an

act of culture."(46)

Sivanandan argues similarly that black culture is
necessarily political, that it must in fact be revolutionary
because it has to surplant racist white culturedd?). He claims
that through opposing white culture and the particulars of
white cultural superiority, the black person,

*...engenders perhaps not revolutionary culture, but

certainly a revolutionary practice within that (white)

culture."(48)

If one examines Gilroy's and Sivanandan's claims, certain
empirical issues are raised about the existance of a unifying
black political culture. But some of their statements appear to
be rhetorical and designed to aid their own becoming true. As
such, they perform a function in the constitution of black
people as a political force that unifies different ethnic
groups. The identification of black political traditions Iis
central to the political meaning of the term "black" and to the
political project of 'unifying the race'. But still, if culture
is central to black politics, if black culture is political
what are its organising features and principles?

The work of Willis<49) on the limits and contradictions of
sub-cultural forms offer certain insights. Willis argues that
‘cultural penetrations' such as those he found in the counter-
school sub—-cultures that he studied, fall short of
'transformative political activity' as a result of their
partiality(50).

Villis bases this claim on the informality of the sub-
culture studied. He argues that those cultural penetrations are
not a basis for struggle nor a direct political resource. They
are 1ill-formed and unspoken and this 1is their greatest
weakness(51). In this sub-culture,

"The analysis of the world which actually directs its

distinctively cultural responses remains silent. It is into
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this silence that ideology strides.. Powerful ideologies..

always have the gift of formality, publicness and explicit

statement. They can work within the scope of consensus and
consent because nothing in oppositional cultural processes
can displace their level of action and effectiveness."(52)

A political culture has to oppose the dominant ideology and
contest political hegemony by building on the ‘good sense' of
‘the community' in order to bre~k the grip of ‘common sense'.
Consequently a central component of political culture is
formality and organisation for which institutions are
necessary. This is illustrated by the ways in which the white
working class 1in Britain bhas consolidated and built its
oprganisations and institutions over the last century. It showed
that the development and sustenance of a political culture as a
basis for contesting meanings and values 1.e. for contesting
hegemony  depended on  the  development o0f  supportive
institutions.

Like Rex, Gilroy and Sivanandan put great store by the
continued cultural significance of slavery and the resistence
to it. The competing claims will inform and depend upon the
concept of culture employed, and hence both will pose problems
for educational interventions which attempt to make the
cultures of black people in Britain the starting point of their
promotion of racial equality.

But 1if Gilroy and Sivanandan are correct then they also
must meet the requirement placed on Rex to demonstrate the
processes and mechanisms through which culture - particularly
that based in the experience of slavery - is transmitted and
reproduced and provides the basis for a distinctive black
politics.

I have identified possible components of a legacy from
colonialism and considered competing claims made for the
content of the cultural legacy for the victims of slavery and
for white metropolitan workers. But this is just one component
of the legacy. It relates to the relative position of white and

black workers constituted within the relations of colonialism
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and to different material conditions that belie the apparent
uniformity of interests between white and black members of the
working class.

But more than this, the form in which ‘the working class' is
politically represented in Britain has also been shaped within
the relations of colonialism. The "truce" and "stake" that Rex
and Tomlinson(53) identify is part of the foundation of the
institutions of the organised working class and so the meaning
of "working class" depends on racially exclusive conceptions of
"working-classness" and working class membership. The fact
that class is not only economically but politically constituted
gives this argument even more force. It means that the
particular form in which the working class becomes organised
cannot be seen to fall short of expressing objective interests
through the obscuring action of ideology. The political form of
the working class 1s just as real, if not more so, than that
dictated by an abstract notion of shared economic relations.

Robinson's<54) contention that Marxism is "Burocentric" is
therefore corroborated to the extent that the political and
economic forms of the working class have been theorised
without reference to its genesls within the relations of
colonialism. The problems of accounting, within a Marxist
problematic, for the lack of unity between white and black
members of ‘'the working class' spring from the limits and
application of that concept of class.

The two forms of the colonial legacy cover the four levels
of racism identified at the beginning of chapter two. Rex and
Tomlinson's emphasis, and the structural one that 1 have
attempted to develop in opposition to it, re-pose the problem
of the relation between the level of beliefs and the level of
structure. In my prioritisation of ‘structure' I have sought to
re-locate the problem of their relation in the role of
institutions., Institutions thr¢ zh which one part of the
structural 1location of black labour, its relation to white

labour, is secured. Institutions in which practices give force
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and effect to beliefs about race and about class and hence
about the relation between white and black.

The discussion in this section although concentrating on
the question of slavery and the form of a colonial legacy,
draws on two broader areas of inquiry. The discussion of
slavery highlights the issue of the relation between politics
and culture for black people in Britain but so far, there is no
clear picture of what that relation is nor of what it implies
for black political forms and ways of organising. That will be
the subject of the next section.

The second area concerns the implications of the form of
the colonial legacy for how one conceptualises the structural
position of black labour. Two main theoretical consequences can
at this point be drawn out. First, that in discussing race and
racial  stratification one 1is discussing a  structural
phenomenon, but although the meaning of "structural" is
crucial, it is by no means clear. Secondly, that structural
relationships have been historic-lly determined and hence, that
an analysis of the structural position of black labour should
start from the relationships formed within colonialism.

An analysis of the structural position of black labour
should be based upon the identification of a structured
relation of black lébour to white metropolitan capital and to
organised white labour. A structured relation based on the
economic and political processes of class formation. Through
this both economic and political relations are grounded in and
derive their form from colonial relations. The structural
relation between white and black labour depends not only on
their different economic relations to white metropolitan
capital, it is also constituted through the virtual exclusion of
black workers from the political organisations, from the
institutional form, of the working class(55). This 1is the
dominant feature of the political relation between white and
black labour. These issues will be further developed following

a brief discussion of black political forms.
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Forms of Struggle and the Struggle over Politica

The concentration of black’ people in certain types of
employment, high rates of unemployment, limited influence in
the institutions of the working class, little protection oar
suppart from those institutions and different relations to
community bases from other sections af the working class, all
indicate that neither” theoretically nor politically can race be
subsumed under class. Economic and political processes of
class farmation underlay the specificity of the exploitation
and oppression of black labour but the particular links between
black cultures and ©black paolitical forms raise further
questions about the relation between race and class. They pose
questions about the significance of 'black' struggles for class
struggles and about the forms of arganisation and struggle
which are most likely to further the cause of black equality.

Miles and Phizacklea approach these issues by considering
three alternative forms of organisation: the class unity
process, the ©black wunity process and the ethnic wunity
praocess (56). They begin by trying to explain low levels of
black participation in what they call the ‘'formal political
process' by referring to black resistance to, and "ignorance"
of, white political +traditions. They claim there 1is an
'immigrant ideology' through which black people view themselves
as temporary migrants wha have left their home country to
improve their economic position and consequently see na
importance in involvement in British politics(57).

The immigrant ideclogy would clearly be better called a
'‘migrant ideology', if it exists. But one must question the
extent to which this is still an important factor given the
end of primary immigration and the move to family re-
unification through settlement in Britain rather than through
‘returning home'(58),

Miles and Phizacklea also argue(59) that for Indians and
Pakistanis there is a strong relation between politics and

i‘eligion and that political activity in the UK is related to
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political parties, structures and developments in the Indian
sub-continent. Ignoring these factors would seem to simplify
and mis-represent the patterns and forms of ‘Asian' political
activity in the UK.

It is also necessary, as Miles and Phizacklea point out(60),
to take account of class position prior to migration but the
caricature of that position that they offer does little to
further understanding. They claim that a majority of migrants
are from the petit-bourgoise or peasant classes with very few
from an emergent working class which means they have little
experience of trades wunions or "the political structure and
process of an advanced capitalist form"(61).

Such a lack of experience Miles and Phizacklea see as
important because they believe that the "class unity process®
is dependant on the policy and practice of the Labour party
and the trades unions(62). Class unity is therefore dependant
on organisations, the overwhelming black experience of which
has been negative. Miles and Phizacklea thereby limit the
significance of that experience to purely contingent features
of those organisations. Through that focus they ignore black
political traditions and the growing strength and importance
of non-workplace struggles. On the basis of their observations,
Miles and Phizacklea conclude that the class unity process is
not a likely way forward for black political interests at the
present time. But class unity, in their view, can only be
secured on the basis of white political traditions, a view with
which many black writers have ..ken issue(63). It ignores the
history of various forms of black resistance and refusal, and
it continues to emphasise forms of political organisation
centred on the workplace when many of the black struggles in
this country have been located more in 'the community'(64).

Sivanandan has a:rgued(65) that a wide variety of Afro-
Caribbean, Asian and some joint organisations have been formed
and dissolved over the last thirty years. It appears from his
account that the watershed for the form that black

organisations have taken was in 1971 when the Immigration
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Act(66) restricted right of abode to 'patrials' and limited the
entry of dependents. The major effect of this was to focus the
“Asian community's" concerns and efforts on securing family re-
unification and defending members from deportation for illegal
entry or settlement. This development, Sivanandan counterposes
against an earlier period, predominantly in the 1950's, when he
claims that there was a common struggle against a more diffuse
and unstructured prejudice and discrimination(67).

It is clear that the 1971 act and subsequent legislation
has affected Afro-Caribbeans and Asians differently. Each has
been subjected to a strategy which criminalises the “whole
community" but this has taken distinct forms for each group.
However, Sivanandan does not demonstrate that this amounts to
the division of a once cohes’ve "black community". The details
he offers of how workplace struggles were sustained by
community support generally refer to factories etc. where
either Afro-Caribbeans or Asians predominated and hence they
do not substantiate his claims for “cross-eth ic unity".

Although it seems that some, particularly inter-island,
animosities and prejudices have been broken daown in Britain
and new identities and identifications forged, stronger
antipathy can exist Dbetween some Asians and some Afro-
Caribbeans. One root of this is the history of seperateness of
Afro-Caribbeans and Asian workers used in the Caribbean as
indentured labourers after the abolition of slavery(68). Other
roots and causes almaost certainly operate but it is clear that
significant differences exist in priorities, concerns and self-
perceptions (69).

Historical and continuing differences, especially of
ethnicity and culture must however be placed within the
framework of structural racism. I have suggested that the
analysis and argument that Sivanandan and Gilroy offer should
be related to the political project of constituting a ‘unified
race' across ethnic lines.

These divisions do still raise major problems for Gilroy,

Sivanandan and others who sSeem not only to wish to promote
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what Miles and Phizacklea have labelled the "black unity"
process but also to argue that the consciousness and unity
which 1is integral to that process is already present, albeit
possibly in an embryonic form.

Miles and Phizacklea c¢laim(70) that the most likely method
of securing political influence is the the "ethnic unity"
process. They argue that,

*...a fundamental ethnic group attribute 1is ‘'corporate

organisation around Dbeliefs and values sufficiently

coherent to enable collective orientation towards common
goals ta take place', hence...palitical mobilisation is an
inherent passibility."(71)

They identify processes of consolidation af ‘ethnic
attributes' for Afro-Caribbeans which may nat have been
recognised as such prior to migration. This they refer to as
an “"emergent ethnicity"(72). Similarly they point to the
importance of comm-nity suppart for work place struggles
involving Asian workers(73).

¥hile this is a description of some processes of
organisation in the 'formal' and ‘informal' political sphere, it
obscures many caomplexities and prablems and hence is severely
limited as a political strategy. Miles and Phizacklea take the
visible concentration of Afro-Caribbeans ar Asians in certain
inner city areas to mean that "community" refers simply to an
area and its inhabitants. The full picture is ane af localised
groups, many but nat all, sharing similar i.e. inner city
situations, but they are still potentially isclated from each
other. This would seem to indicate that a more political notion
of ‘community’', not dependant on proximity and shared lives ar
employment is necessary.

Secondly, the term “"Asian community" masks a wealth of
differences of religion, caste, class, sect etc. As I will shaw
in chapter five(74), these differences can be as significant as
similarites of position and experience in Britain.

Thirdly, as Gilray points out(75), Miles and Phizacklea put
their emphasis on the formal palitical sphere and althaugh
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they do not ignore the support drawn from the 'surrounding
black community' as - Gilroy(76) claims, they do restrict that
support to struggles originating in the workplace.

Fourthly, the notion of "ethnic unity" itself is extremely
problematic., It implicitly employs a common-sense concept of
ethnicity which is not defined and it connects with definitions
of black experience which obscure the common experiences of
racism and focuses on the particularities of culture.

These problems cast severe doubt on the way in which Miles
and Phizacklea seek to establish their contention that the
ethnic unity process is more likely than the black unity
process. They lend some support to the position of Gilroy,
Lawrence(77) and ©Sivanandan. Each lays great stress on
distinctive black political traditions which they see as
informing and structuring contemporary black struggle. Black
cultures are located in black opposition, in black history. It
is clear that this is also the case for the white working
class: current labour movement institutions are the embodiment
of that tradition and the material life of oppositional
cultures and ideologies. Hence it is not difficult to understand
how working class oppostion has been passed down and has been
reproduced. It is far more difficult to identify comparable
structures for the black radical tradition. If some vague and
"idealist" notion of racial history or collective psychology is
to be avoided Gilroy and the others must specify the forms and
processes which transmit and reproduce that radical tradition.

Fo clear conclusion is possible at this stage about the
relative likelihood of the three alternatives that are offered
as models of political organisation and process, however
certain elements of a framework can be identified and certain
questions posed in relation to the observations that have been
made. First, the political and cultural constitution of classes
becomes particularly significant in the light of the ‘cultural’
basis of black political traditions. The over-representation of
black people in the ranks of the unemployed and the focus of a

process of criminalisation on where black people live botl
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mean that the sites and locations of struggles by the white
and black working class must include, as a central component,
where people live as well as where they work. Sivanandan(78)
claims that as a consequence of the economics and politics of
"Thatcherism" the site of struggle has moved from the economic
to the political and the ideological, the locale of struggle has
moved from the factory floor to the streets. Consequently,
culture as well as production becomes significant for the
class. This has profound 1implications for how  oOne
conceptualises class and for how the processes of class
formation are understood. Gilroy quotes Katznelson that,

"The making of classes at work 1is complemented by the

making of classes where people live; in both spheres

adaptive and rebellious responses to the class situation are
inevitably interlinked."(79)

But given the changes that Sivanandan has identified race
and race struggles take on a new significance for the re-
constitution of ‘the class'. One needs to ask whether the
possibility is being offered of new relations between white and
black members of the class, of new cultures and new political
forms being evolved; to ask whether there 1is a potential for a
re-making of the English working class.

The meaning of class and the processes through which the
structure of the working class and the forms in which class
position receive political expression are rendered problematic
by these realisations. Their most fundamental implication is
that because the meaning and form of the working class is
questioned, the whole theoretical problematic of relating race
and class must be doubted. Showing that Eurocentric
assumptions about political forms have been made indicates
that, far from needing to be related to race, the concept of
class employed already involves understandings about race
defined by exclusion, by a lack of an explicit relation to

black members of the working class.
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The form that any re-making of the working class takes will
depend not only on economic relations both to capital and
between sections of the working class but also on opposed
cultural legacies and political traditions. The ‘black’
components o0f this will be made through working with a
cultural legacy and hence it is a legacy to be made, to be re-
discovered and generalised. But the experiences, cultures and
traditions of Afro-Caribbean and Asian people are very
different. Even though both have their radical traditions, the
cohesive force will have to be the elements of a shared
position in Britain; and the shared experiences of racism,
discrimination and exclusion that that position involves.

This i1s a structural concept of race but one constituted in
politics, through shared experiences of the racial structure of
the social formation, as well as through shared economic
interests which cross ethnic boundaries. But, like class, the
constitution of black people as a cohesive political force is
not determined by 'the structure' it is contingent, open to
contestation and open to being formed in ways which might
allow the cultural concept of ethnicity to dominate the
structural concept of race,.

Black struggles are clearly 'for the race' whether they are
about defending economic position, are a fight for equal
economic position with white labour, or are in defense of
culture or community i.e. against oppression. They are also 'for
the class' to the extent that they attempt to re-constitute 'the
class' in a unified form but that is not the same as a call for
class unity, that unity has to be made through transforming
the material differences on which disunity are built and
through transforming the political expressions of those real

differences.
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Understanding the relationships forged within colonialism
provides a framework for analysing the complicity of the white
working class in the exploitation and oppression of black
people in Britain. The defensiveness of the white working class
towards black people is a direct product of the stake it has
in the social organisation of production. This "stake" is
encapsulated in the "welfare truce" that depended for its
formation on ©black and white workers having different
relations to the metropolitan mode of production. The white
working class's comparative prosperity was secured at the
expense of their black counterparts.

The stake is both material and ideological. The relations of
colonialism have structured the mode of production, different
relations to it, the institutions and organisations of the
white working class and concommitant subjective images and
understandings of who and what the "working class" is. The
institutions and organisations give meaning and substance to
the images and understandings. Through them the colonial
legacy of a mythologised class and race are given material and
structural form.

The historical constitution of the working class in Britain
underpins the cultural and structural exclusion of blacks from
the working class and so provides a basis for conceptualising
the structural position of black labour. If it is accepted that
race has been central to class formation in Britain then
analytically and politically it becomes conceptually
contradictory to talk of a divided class. This has implications
for calls for political unity between white and black, for
notions of objective interests wunderpinning the shape of
political forms and forces and hence for how one understands
the structural position of black labour.

The difficulties associated with specifying the structural
location of black labour derive in part from terminological

disputes but the conceptual differences that different terme
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represent depend to a large degree on the model of structure
that is being employed, on what "structure" means.

In arguing against Marxist class analysis Rex and Tomlinson
claim that,

"...there has to be a theory of the interpretation, overlap

and conflict between class structures and race relations

structures."(80)

They argue(8l) that there are "structural differences"
between the working class and ethnic minorities and they cite
as examples of this, housing, position in the labour market and
educational differences. These differences clearly exist but
from Rex and Tomlinson's account it is unclear in what sense
they are ‘'structural'. In particular they need to specify what
relation they bear to the organisation of production and the
legal and political structure of the social formation i.e. to
other elements of 'structure'.

Rex and Tomlinson claim to use Keat and Urry's 'correction'
of Veber's view of ideal types as fictions(82). "Race", '"race
relations”, "race structures" and ‘“class" are examples of
'structural ideal types'. They assert that ‘structural ideal
types' are neither =fictions nor just descriptions, they are
‘'yvardsticks'. They are ambiguous and have wide generality but
still have "a relation to reality". But what is their relation
to reality? It appears that Rex and Tomlinson sacrifice the
possibility of understanding the ‘structural position' of black
people because of their unwillingness to entertain any concept
of an objective ‘deep structure'. This is shown clearly when
they attempt to summarise their methodology and approach:

"We do attempt to make a structural analysis of tendencies

to the formation of classes and similar groups, and these

are derived in part from systematic sociology and not
simply in terms of structures that we see as relevant to
ends which we or some of our respondents happen tc

value." (83)

In their approach they are over-correcting for the manifest

problems of many Marxist formulations which a priori
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priviledge structural relations within the social formation
over any information that may come from substantive research.
In so doing, Rex and Tomlinson both mis-represent their method
and leave themselves pray to the uncritical application of
common-sense categories,

The fundamental “problem is that once the tendencies to
class formation have been analysed how are the economic and
other relations that underpin them to be related? What is the
structural relation between the structures that Rex and
Tomlinson identify? 1 contend that answering such questions
depends on some form of analysis of ‘deep structure' but Rex
and Tomlnson specifically refuse to engage in such "“systems
analysis".

Problems with the concept of structure are not confined to
Rex and Tomlinson's work. Within Marxist approaches(84) it is
equally ambiguous and problematic. It is used variably to refer
either to the "underlying structure" i.e. the "economic base"
that determines the content and form of the levels of the
superstructure(85), or it may refer to the structure of the
social formation as a whole 1i.e. to the determinate
relationships between the different levels including the
dominant economic level(86).

The first usuage is open to all the problems of economic
reductionism: structure is counter-posed to culture, ideology
and politics(87). The second Althusserian alternative
corresponds more closely to the relation between levels that I
have been attempting to outline. Politics and culture have
contributed to determining the structural position of black
workers. It is not only their relatively weak economic position
that governs their subordinate position with respect to the
white working class, but also their exclusion from political
and cultural institutions.

In Althusser's conception however, although the non-economic
levels are accorded a 'relative autonomy' one is led back to
his assertion of their ‘determination in the last instance' by

the economic. As Hall(88) has pointed out Althusser's
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‘structure' is a formalist one. Althusser copes with securing a
'material base' +through considering ahistorical structural
relations between levels whereas the approach I have attempted
to outline emphasises contingent relations between processes.
‘Structure' therefore comes to represent the outcome of those
interacting processes but should not be read in rigid and
fixed terms because that would deny the ways in which class
and hence structure is made and re-made.

The concept of class, constituted by each ‘'level' of the
social formation implies that “structure" cannot be counter-
posed to ‘“culture" or to other non-economic levels of the
social formation. Similarly, the concept of class implies a
view of ‘material conditions' or ‘materiality' which is not
restricted to the economic level but again is constituted at
all levels of the social formation.

This means that the economic, political and cultural
relations which affect the conditions under which black labour
is sold all affect the structural position of that labour.
Different conditions of entry into production amounts, to use
Hall's term, to the ‘“racially segmentary insertion"(89) of
labour into the production process.

Hall, in his analysis of the structure of South African
society uses Rex's work to point to,

“...pertinent differences in the conditions affecting the

entry into the Jlabour mrrket of ‘'black' and ‘white'

labour."(90)

I would argue that making full use of Hall's insights and
Rex's distinction between "free" and "unfree" labour depends
upon embracing an approach to the structural determination of
racial inequality iuvolving political, cultural and economic
processes. Without this, the general importance for racial
stratification of the conditions under which labour is entered
into cannot be recognised. Different degrees of freedom or
constraint in the selling of ones labour power, differences in
choice and in the extent of control over the production process

affect life chances and are therefore materially significant.
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Further, they constitute a significant difference in a relation
to the means of production and hence for a materialist
analysis necessarily represent a basis for different interests.

Hall uses the notion of ‘differential entry' to argue for the
existance of an,

"...articulation between different modes of production

structured in some relation of dominance."(91)

If the theoretical advances derived from this are to be
applied to Britain, then certain clarification is needed of the
difference between having more than one mode of production,
characterised by different deg. es of freedom and different
amounts of choice or coercion, i.e. different organisation and
relations of production and having different relations within
‘one' mode of production.

In societies such as South Africa the apartheid system
constitutes identifigble modes of production using ‘free' white
labour and ‘unfree' black labour and consequently, a good case
could be made for the existance of two (or more) different
modes of production. The relation between the modes is
structured and the capitalist mode is dominant, hence Hall's
notion of "formally capitalist" modes of production, such as
slavery could be applied to the dominated modes of production.

In Britain on the other band, although structural racism
may have similar effects to the apartheid system, to make such
a case is more difficult and complex. The existance of contract
labour, the use of work permits and the effects of ‘illegal
immigrant' status may suggest the operation of marginal and
dominated modes of production. However, the lack of any formal
and legally sanctioned definition of black labour as "unfree",
as exists in South Africa, plus some degree of integration in
work and residence, point to Britain being better understood
through the idea of different relations to the one mode of
production.

Deciding on the above point depends on what constitutes a
particular mode of production as opposed to another. There is a

tension between using "mode of production" in order for example
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to distinguish between capitalism and fuedalism, using it to
sketch a broad periodisation of the forms of organisation of
production and the application of what Hall(92) identifies as
Marx's principal criteria for defining a 'mode', the relations
of production. Unfortunately, a concept adequate for the task
of revealing crucial but none-the-less broad, historical shifts
is not necessarily suited to the analysis of the finer lines of
contemporary stratification. In fact, the central dispute 1 have
with prioritising class and economically defined class
relations, 1is that the ©broad features of the ‘'mode of
production’, the ‘'lowest common denominator' of relations of
production, are emphasised to the detriment of the finer lines
when the latter are often the more politically significant.

A third aspect is what counts as different relation of
production. If the contradiction between labour and capital is
not necessarilly the major contradiction in all societies nor
does it determine all others then a more ‘finely calibrated'
range o0f relations must be employed if race and other
conflicts are to be understood. This is not to follow Rex and
regard all oppositions and conflicts as having theoretical
parity, but he is correct to the extent that he would raise the
above question as an empirical one, not to be decided in
advance of substantive analysis.

1 raise these issues in order to show the limitations of
concepts commonly used in analysing ‘'racially plural' societies.
Deciding upon them is not necessary for my project but being
aware of their relevance is. 'Segmentary insertion' may in
extreme conditions become better conceptualised through
positing ‘different modes of production' rather than different
relations to ‘'one mode'. In that case the relations between
white and black members of ’the working class' will become
qualitiatively different.

Notwithstanding the above difficulties, the emphasis that
Hall et al put on the conditions of entry into the productior
process is important. They claim that in Britain the,
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"...racially segmentary insertion of black labour into the
production relations of metropolitan capital (and therefore
its position as a sub-proletariat to the white working
class) is the central feature with respect to how capital
now exploits black labour power...This 'structural position'
accounts both for the structured relation to capital and for
the internally contradictory relation to other sections of
the proletariat."(93)

This identification of a ‘structural position' is based on a
~e-assertion of the Marxist materialist premise, it attempts to
'‘ground' racial conflicts and oppositions. But how does it
account for the 'structured relations' of black labour, how is
the materialist premise is secured?

It is unclear in Hall's writings whether the racially
segmentary insertion of black labour determines an internally
contradictory relation to other sections of the proletariat or
that an internally contradictory relation is at least in part
leads to segmentary insertion. Earlier arguments suggest that
both happen. This would be consistent with Hall's work but it
is not explicitly argued. To have the first without the second
would amount to a complex eoo\nomio reductionism because the
political form of the working class would be excluded from
affecting the structural position of black labour.

This follows from the idea that “class position" does not
refer to economic relations alone. Consequently, 'conditions of
entry' are materiaiiy important but do not of themselves
constitute a different class position. 1f black workers are to
be considered in any way as a seperate class then that will
have to be based upon both economic and political processes of
class formation. It is those processes that underlay the
differences in structural relations that have been identified.

But given the emphasis 1 have placed on class formation
rather than class position, the question of the class position
of black labour becomes very difficult to pose. I have argued
that more specific economic relations are important for racial

segmentation and for race and class politics.
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The structural position of black labour 1involves both
relations to capital and to other sections of the proletariat.
These relations are both economic and political. Economic, not
Just through relations to the means of production but also
through 'segmentary insertion', through the conditions of entry
into production. Political, because both types of economic
relation are established, secured and reproduced through
political processes of class formation and organisation.
Political processes help to determine material conditions and
hence structural relations to both capital and white labour.

To assert that black and white workers share a class
position 1s correct to the extent that one emphasises an
abstract relation to capital alone. However, it implicitly
denies, on the one bhand, that the complexity of econonic
relations to capital constitute 'segmentary insertion' and on
the other hand, the structural nature of the economic and

political relations between black workers and other workers.

The emphasis I have placed on the historical determination
of economic and political relations in this and the previous
chapter does not ‘'solve' the problems of the relation between
‘levels’ of the social formation but that has not been my
purpose. The point has been to develop some theoretical tools
more adequate to the task of  understanding racial
stratification. This has had two major components. First, a
more ‘finely' defined notion of economic relations. Secondly, a
view of political relations, given material force and seen as
‘structural' through the emphasis on institutions. Together with
the cultural processes of class formation these two sets of
processes constitute the dominant lines of racial
stratification in a 'class society'.

A view of the structural location of black labour is taken
which involves outlining the specificity of black exploitation

and its relation to black oppression. This structural location
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is founded on colonial relations and hence it encompasses and
rests on class forms, on the results of class formation within
colonialism. It is not however a structural location in the
sense of a ‘'position' because that would not convey the
historical and contingent model on which it is based. Nor
would it reveal that the current 'race' and 'class' struggles
are not divided parts of the 'same' struggle but are part of a
praocess of class (re-)constitution.

The struggle over the composition of the surplus population
is currently a key part of that process of re-caonstitution. It
invaolves formal and informal methods of excluding black people
from certain types of employm¢ t, and from economic power,
which have become increasingly relevant +to the racial
segmentation of the working class. Exclusion from labour is a
particular relation to the means of production, a form of
marginality and subordination and hence these struggles, and
their outcomes, have~become part of the differential insertion
of black people into the relations of production. They
contribute to defining the structural position of black people.

In a sense this struggle epitomises how black labour is
opposed to both capital and organised white labour because 1t
is a struggle for access to the working class, access to its
institutions, its legitimation and strength, access secured
through work. But these struggles must be put in the context
of other processes of class formation, of other black
struggles, particularly in defense of ‘'communities' and black
cultures. Each poses fundamental questions of the nature of
"black struggles", their relation to "class struggles" and their
significance for the 'class as a whole'.

On the question of the relation between exploitation and
oppression of black labour, one can suggest that the specific
form of racial oppression is based not only on the higher rate
of exploitation but also on the underlaying racial and national
basis of European metropolitan capitalism. This fact has been
reflected in the way in which the structural position of black

labour depends on economic relations between white warkers,
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black workers and white capital and on the political and
institutional forms ¢t the white working class.

The concerns of this and the previous chapter cover
different aspects of racial stratification and racism. These
are major theoretical issues for the thesis as a whole and they
inform the discussions of racialised forms of education which
follow. How one views the racial structure of the social
formation 1is a major issue in all racialised forms of
education. They may not be expressed in racially explicit terms
but the object, context and meaning of those interventions 1is
race and even if it is absent, that constitutes an ‘explanation’
of racism and racial disadvantage.

Each of the various issues within racial stratification has
implications for how one approaches race and racism within
eduation. Most generally it is important to understand
differences as totally integrated into the structure of the
social formation. Racial discrimination and disadvantage are
not contingent outcomes of individual prejudice, they emanate
from the very basis of British society. To recognise this
within education is vital if one is to understand the context
and object of educational intiatives and what their limits are
likely to be.

A racial structure is not only a context for education, one
also has to ask what role education plays in its reproduction.
It will become clear in the following chapters that the
critical analysis of education and of interventions such as MCE
depend upon the role of education in social reproduction.
Outlining the major relations and formative processes for a
racial structure lays a foundation for examining the function
of education and for asking how educational processes interact
with their racial context. It is crucial if one is to progress
beyond a loose and general concept of structural raciesm to the
model of institutional racism in education in chapter six.

A framework for understanding racial structure will
generally inform anti-racist educational interventions by

showing, in broad terms, the nature of the problem. How the
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‘disadvantge' suffered by black students differs from that
suffered by working class students and girls. Vhat the
priorities should be, what the major barriers to change will
be, what the limitiations are for educational action. What other
types of action are required.

Specific aspects of the discussion of racial stratification
have been the relation between white and black labour, the
specificity of black exploitation and oppression and the nature
of racism. The first two of these are vital if one is to
provide a firm foundation for educational initiatives focused
exclusively on black students, their achievements and
experiences. Policy and practice depend on where white working
class students share these and where there are fundamental
differences or differences of degree. Chapters five and six
will show that there is still little clarity on this issue.

The nature of racism in a sense connects all of the aspects
of racial stratification. It is a major object of educational
initiatives. V¥hat it 1is, how it originates, how it is
perpetuated all affect how 'the problem' is framed and what
policies and strategies are adopted. This points will be taken
up in some detail in chapter six

Finally, it is important to recognise how the issues of
black oppression, culture and slavery are not only context but
also the specific concern and content of many educational
initiatives. The comments on the cultural legacy of slavery
suggests that culture is dynamic and is a site of struggle. It
cannot be equated to a fixed notion of ethnicity, to rituals,
artefacts and 'background' or heritage. Black cultures are based
on their heritages but they also act conscilously to rediscover
lost or suppressed aspects of that heritage. They respond to a
particular contemporary British problematic, material
conditions pose problems, cultures and sub-cultures offer the
'solutions'. Opposed readings of the cultural legacy of slavery
and colonialism offer different views of what education has to
respond to, to value and legitimate: whether it is de-

culturation, cultural maintenance, or ‘cultures of resistance'‘.
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Attempts to recognise and incorporate elements of black
cultures in the curriculum mean that educationalists have to
grapple with complex problems in this area.

Multiculturalists and anti-racists must recognise the
significance of black struggle and black political culture. If
black culture is of political importance then educational
interventions must understand {.3t in order to contribute to
racial equality. But further, the politics of black culture
involves profound implications for racialised forms of eduction

which work almost exclusively on the terrain of culture.
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The general discussion of racial structure, racism and the
development of black-white relations that has occupied the
first three chapters provides the historical and analytic
context for the analjsis of racialised forms of education that
will take up the remainder of the thesis. The main themes
explored and summarised at the end of the last chapter will
inform the assessment of the opposed approaches of
multicultural education (MCE) and anti-racist education(ARE).
But that assessment will depend on an understanding of how
that current opposition is founded on a succession of different
racialised policies and practices in education.

The development of raclalised forms of education(l) in
Britain spans the last twenty-five years. From the earliest ad
hoc responses to the needs of “"immigrants" to the complex and
increasingly systematic initiatives found in certain LEA's,
policy makers and educational practioners have responded to
what they have perceived as the particular problems of black
children in white schools. The history of the educational
response has shaped the forms of intervention currently
employed and it contributes to the determination of their
meaning. This chapter will trace that development through to
the contemporary debate between "multicultural education” (MCE?
and "anti-racist education" (ARE).

Understanding the development. of racialised forms of
education involves tracing how successive approaches have been
dominant and officially sanctioned and how they have affected
practice. It will become clear in this and the following two
chapters that that 1s not a straight-forward task. Identifying
a particular racialised form is difficult because no approach
is totally separate from those that precede or follow. Even if
it is clearly dominant at a particular time, other forms will
also be operating, affecting and shaping it. Also, the notion of

dominance is itself problematic because, as this chapter will
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show, it may refer to the official status and legitimacy of a
form which 1is not particularly widespread nor common in
practice. Frameworks, official rhetorics and school practices
may have contradictory dominant forms at different times.

Two inter-related tasks present themselves. First, the
identification of changes in approach to the issues and
problems raised by the interaction of race and education.
Secondly, analysing the reasons and motives behind those
changes. Three considerations will be relevant here: the
contexts for change, the levels at which change has taken place
and the sites for change.

Four ©broad contexts need to be recognised: economic,
political, social and educational. Many of the most important
aspects of the first three have been identified in chapter one.
Vhere there are clear links between them they will be used to
explain shifts in educational policy and provision but I hope
to demonstate that there is no simple nor determining link
between economic, political and social changes pertinent to
race and the form in which race and education have interacted.
That is not to say that changes in these contexts do not
profoundly affect the meaning and the significance of
educational changes. However, such effects are not directly
determined, they are mediated by the general structure of
educational provision and by the complex relations between
different sites and between different levels.

Each racialised form of education, if distinct forms can be
distinguished, has been specifie: at three levels and developed
on three sites. The three levels are theory, policy and
practice. Each of these will be seen to be far more complex
than the terms used to denote them would suggest. The role of
theory in a racialised form and 1its relation to policy and
practice have been “presented in the critical literature as
simple and unproblematic(2). Also, "policy" and "practice" do
not refer to products and activities that are easily identified

or analysed.
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I will argue that the meaning of a racialised form is to be
sought in the relationship between these levels and that
racialised forms are constructed through their interaction. But
that is not an interaction between seperate entities, each level
can be seen to be operating, as having a role, in each of the
others.

The relationship between levels 1is organised through
activity on three sites: national, local and school. Again, it
is the relationship between them that is of central importance
in identifying racialised forms and in understanding their
development. Critical analyses of national state policy on race
and education(3) have tended to.»ssume that, at any given time,
a framework and general assumptive base discernable in
national policy inscribes LEA, school policies and practices.

The first part of this chapter concentrates on the
development of policy at a national level. A preliminary to
this will be a clarification of the sense in which ‘national
policies' can be sald to have existed. The central focus of
analyses of policy(4) has been the body of reports, documents
and circulars produced at a national level which have been
taken to represent different stages of official "policy". I will
summarise those reports etc. and outline their content in terms
of key issues and concerns and through examining official
explanations of ‘'black underachievement'. Using the issues and
concerns 1identified I will re-consider the question of the
nature of 'national policy' and examine the ways in which it
may be said to have evolved over the last twenty five years,
and illustrate the areas of continuity and constancy.

Secondly, the developments at a national level will be
considered in relation to successive forms of LEA initiative
and school based practice. Within this, two issues wil be
raised. First, whether sufficient consistency can be identified
between activity on the three sites in order to justify
periodising 'the educational response' to black children in
white schools i.e. to support the contention that different

racialised forms have dominated at different times. Secondly,
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given that significant change has taken place, even if it is
not uniform nor between ‘different' racialised forms, what has

been the major dynamlo and impetus for change?

For the purposes of educational policy making "the national
state" comprises primarily the Department of Education and
Science (DES) but many reports have been produced by other
departments, semi-autonomous  bodies, House of Commons
committees and special investigative committees. A prima facie
conclusion that may be drawn from this complex construction of
'‘official policy' is that there has been no nationally co-
ordinated approach to race and education in Britain, i.e. that
no national policy exists. A variety of bodies have produced
reports on different aspects of "the problem" which have
functioned as position papers with respect to different
approaches and explanations. However, Hatcher and Shallice are
correct to point out that,

"...state policy 1s not reducible +to explicit policy

statements" (5).

A range of national and local agencles, state apparatuses,
and autonomous and quasi-autonomous bodies are all involved in
the production, dissemination, and legitimation of what comes
to be seen as "state policy". If one attempts to relate these
"parts of the state" and to show the processes by which they
constitute policy it is not sufficient to claim that

"The priorities and parameters of state education policy are

complexly constituted +through the cumulative "bids" of

various apparatuses of the state (e.g. Rampton, the Schools

Council, the C.R.E. etc.), private institutions allied with

the state and individuals whose views achieve official

sponsorship.”(6).

This formulation at best states the problem to be solved,
il.e. how those cumulative "bids" take place, but the
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conceptualisation of these agencies as merely "“apparatuses of
the state", makes even that unlikely. One needs to account for
the apparent cohesiveness of ‘'state policy" given its
production by formally autonomous bodies. Many reports have
contained sets of recommendations but few if any have been
acted upon(7). In particular, recommendations that a national
lead be given through central provision or specific resource
allocation have been steadfastly resisted by the DES(B). This
is curious for two main reasons: first, the national state
appears 1o be sanctioning uneven development on an issue which
it claims to view as important; secondly, this is happening
when the DES, and central government in general, is drawing
more power and conirol into itself than ever before.

The DES claims that its failure and its unwillingness to
set down a central strategy is not a question of commitment
but a product of the structure of the education system. It
refers to its "lack of authority in a de-centralised education
system"(9)>, in which the balance of responsibilities is
encapsulated by the provision of non-specific grant through
the RSG(10). But that relationship is changing rapidly with the
DES being eager to enhance 1its authority in other policy
areas(ll). It appears that the underlying cause is structural
but not in the sense that the DES means because,

"...discussion and research on MRE continue to be farmed out

on an ad hoc basis to organisations whose relationship to

the decision making structure is nebulous and whose direct
influence is marginal."(12)

If this is an accurate description of the Schools Council,
the APU, the Rampton/Swann committee, the CRE etc. then what is
the significance or meaning of the documents they produce?
They do not seem to be producing policy as such so what is the
role and function of the reports with respect to educational
provision and practice? If they do, in some sense, constitute
‘state policy', how do they do that and what does this mean for
how one should conceptualise +the role of the state in

educational policy making on race?(13)
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Since the publication of the Commonwealth Immigrants
Advisory Council's (CIAC) second report in 1964(15), many
“official* publications on “immigrants" and education have
considered 'the problem' of black children in British schools.
It has been a frequent theme of DES reports, Green papers and
circulars, of Home Office reports, of Select Committee reports
and most recently of +the 'S :rman'(16), ‘Rampton'(l7) and
'‘Swann'(18) reports.

The development of an ‘official position' has been organised
around a number of key concerns, explanations and concepts.
The major overt concern in educational terms has been “black
underachievement". TFis has been linked to the educational and
socio-political aim of “equality of opportunity” and has under-
pinned a political concern with social cohesion and racial
harmony. The development of a 'position' can be traced first,
in terms of changes in explanations of underachievement and
secondly, through related changes in the terms and concepts
through which the aim of social cohesion has been expressed.

In approaches taken in reports etc, it appears that there
has been a movement through three main stages, three broad
analytical frameworks and conceptual lexicons. These, Mullard
has identified as having been organised around the concepts of
assimilation, integration and cultural diversity(19). However,
it is important to establish the degree to which a change in
conceptual language and in apparent approach represents a
change of stance or aims and values. I hope to demonstrate
that while changes in the ‘official position' have taken place
there are also significant continuities.

The first stage in the development of an official position
occurred in July 1965 when the DES issued circular 7/65. It
was sent to all LEA's and its main purpose was, in the light of
increasing numbers of "immigrant" pupils in some schools,

*...to consider the nature of the educational problems that

arise and to give advice and assistance as is possible."(20)
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The circular advocated that LEA's adopt a policy of
dispersal in order to ensure that no school had more than 30%
‘immigrant children'. This approach was founded, as Tomlinson
points out(21), in the second report of the CIAC(22) which had
been drafted at the same time as a political crisis concerning
‘immigrant children' in schools. In particular, 'large numbers'
of ‘immgrant children' in two Southall primary schools had led
to white parents' protests and a visit from an education
minister. On this basis he told the House of Commons that in
future, a 30% limit would be suggested to LEA's(23).

As a number of commentators(24) have pointed out, the
problems that are belng addressed in this measure are problems
for the broad social aim of that time: assimilation. So
although the problems were educationally located - both
practically and in the official discourse they were as much
social problems as educational ones.

In the view of the «circular the major barrier to
assimilation and to academic achievement was seen as the
teaching of English. But, as Tomlinson argues, although the
1965 white paper (incorporating circular 7/65),

"...appeared to suggest that only non-English-speaking

children should be dispersed, in practice all immigrant

children were."(25)

In circular 7/65 the DES generalises linguistic and cultural
-problems to all "immigrant children"(26). It thereby laid the
foundations for two central components of racist discourse and
ideology: the use of "immigrant" to mean “"black"; the idea that
black pupils 1in schools ssarily present a problem for
teachers and for the educational system in general. This is the
result of what Green has called,

"The critical slippage from 'the problems encountered by' to

‘the problems of'."(27)

In educational discourse, as in the wider political and
social discourse, blacks are seen as a problem and that ‘fact'
is communicated by a variety of common phrases: "problems of

children from other cultures", "problems of low-achieving black
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children", "problems of black crime" and "“problems of negative
self-image”(28). The strategy of dispersal that the circular
advises LEA's to pursue, re-inforces the belief that a black
community necessarily means a large or compounded problem.

The concern over ‘numbers' under-pins the definition of the
educational problem but it alsc connects powerfully with the
concerns and Justifications of the 1962 Immigration Act(29)
which was designed to directly 1limit the numbers of black
people entering Britain. It is not so much that the 1962 Act
led to the dispersal policies of 1965 onwards, but they both
expressed governmental concern about the consequences of
political opposition to the presence of black people in Britain.

The particular emphasis on language in the mid to late
1960's communicated to both LEA's and to teachers that the
major concern of education should be to equip black children
with the linguistic competance to compete on ‘equal' terms with
their white counter-parts 1i.e. to be assimilated into a
meritocratic system. This is a defining characteristic of the
‘assimilationist' phase but it is also a major concern of all
subsequent phases.

In 1973 the Select Committee on Race Relations and
Immigration published its report for 1972-73 which focused on
education(30). By then in all but a few die-hard LEA's the
policy of dispersal had been abandoned because of practical
difficulties and widespread opposition(31). It is clear in the
report that the assumption that all black pupils are de facto
problems has been weakened in the intervening period but only
formally so. The report asserts that "immigrant children" are
not simply a source of problems, they also bring "rich cultural
variety". This indicates that the assimilationist aims of the
mid-1960's had been replaced, or were giving way to securing
social cohesion and 'unity' through "cultural diversity".

The report implicitly criticises previous approaches anc
assumptions when it claims that,

"It is not easy to seperate the handicaps of immigrant

children from those of others."(32)
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It pursues this by asking whether “{mmigrants" do have
special educational difficulties and therefore pose special
problems. However, it Speculatés that the problems could be
rooted in living in the decaying inner city. Unfortunately, the
report construes this dichotomy not as a problem about how
government policy approaches and conceptualises the needs of
black children in schools but as a problem about information
and statistics(33). i

The concept of "needs" has played an important part in the
articulation of ‘the problem’. The question of black pupils
having particular educational needs is clearly a central one
but to assume, on the one hand, that these needs are
homogeneous and peculiar to black pupils and, on the other
hand, that they can be understood largely through non-racial
categories such as urban decay, sustains the view of black
pupils as problems per se and excuses the lack of specific
action to combat racial inequality. This contradiction is at
the heart of the strategy and discourse of ‘inexplicitness'(34)
characteristic of the policy of this period.

The report follows up its speculation about the source of
problems with a, by then familiar, emphasis on language(35)
and a whole host of ‘'common-sense' assertions about the
problems with black children, black parents and the black
community. The report thereby makes assumptions about that of
which it ackowledges a lack of certainty or clarity.

In the late 1970's and early 1980's the problem has moved
on but there are still echoes of earlier priorities. In the 1977
Green Paper(36) the DES published its summary of the various
“consultations®, that is, of the "Great Debate", that followed
James Callaghan's Ruskin speech(37) in 1976. In this paper,
clear indication 1s given that assimilation is no longer the
aim, The terms and objectives focus on "cultural diversity" and
the foundation is being laid for “multiculturalism”, a pluralism
emphasising racial +tolerance and harmony, built on ar

acknowledgement of cultural difference.
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The Green paper advocates that schools aim,

"...to instill respect for moral values, for other people and

for oneself, and tolerance of other race, religions and ways

of life."(38)

It adds in its list of recommendations that,

“...the curriculum should reflect a sympathetic understanding

of the different cultures and races that now make up our

society." (39)

The Green paper also re-affirms the formal aim of “equal"
academic progress for “immigrant" children. It thereby
implicitly acknowledges the failure of the previous decade's
attempts to achieve this. It also offers a glimmer of an
explanation of that failure when the general theme of the paper
~ the inappropriate, out-dated nature of the curriculum is
affirmed in this specific area. It asserts that,

"...talents and abilities in all spheres need to be developed

and respected; the education appropriate to our imperial

past cannot meet the requirements of modern Britain."{40)

In 1977 the Select Committee reported on "The West Indian
Community"(41). In the section of the report which deals with
education, the central concern is the "underachievement of West
Indian pupils". It re-iterates the call for a special fund for
LEA initiatives but its most important recommendation was that
the DES should set up a committee of inquiry into the
achievement of West Indian pupils. The then Secretary of State
for Education, Shirley Williams acted upon this and set up the
committee. Its terms of reference were subsequently widened to
include "all ethnic minority groups" but it was asked to
produce an interim report as soon as possible on West Indian
pupils. Consequently, in 1981 it produced the “"Rampton
Report"(42) and after a change of chairman, in 1985 the "Swann
Report" (43) was produced.

In the same year as the Rampton report, the Parliamentary
Home Affairs Committee reported on "“Racial Disadvantage"(44).
It noted that disadvantage in education and employment are

crucial to racial disadvantage in general and that they are
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connected. It further lamented inconclusive results from
research in this area, echoing the words of the Select
Committee report eight years earlier(45). It claimed that there
had been little change in the situation and there was a lack of
certainty as to the nature of educational disadvantage specific
to "ethnic minority children"(46).

The Rampton Report represented a departure from previous
concerns and approaches because of its explicit focus on the
causes of underachievement and because in this report, racism
enters the official vocabulary for the first time. But, as I
will show(47), that concept is allied to a range of other
explanations and is seriously u ter-developed(48). This report
also stresses earlier views(49) of the curricula changes
necessitated by the changing ethnic composition of schools. It
argues that MCE 1is appropriate to all children and is
necessary in all schools, not just those with a high percentage
of ethnic minority prpils(50).

The Swann Report, "Education For All“(51), was published in
March 1985, six years after the committee of inquiry was
established. Many of the themes o0f this report echo the
concerns and the explanations of the Rampton report but it is
most note-worthy for its equivocal conclusions on all the
major issues that it considers(52). This lack of conclusion, of
direction and resolve means that it operates as a review of
polcies and practices rather than a framework and strategy for
change. Its major impact arose from the conflict over its
successive drafts, two members of the committee resigned in
November 1984 and a number of others threatened to do so
because of objections to draft reports(®3). This controversy
continued when the o0fficial rejection of four of its major
proposals followed immediately on its publication. On the day
the report was published, the Education Secretary, Sir Keith
Joseph, told the House of Commons that,

"He had no intention of changing the statutory requirements

for daily collective worship and religious education in

maintained schools. The government would not call into
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question the present dual system of county and voluntary

schools, change the policy on mandatory awards, nor would

it amend Section 11 of the 1966 Local Government Act."(54)

The key theme of explaining underachievement is continued
in the Swann report, as is the general social analysis and
framework characteristic of the recent period. It also echoes
the Rampton Report on racism(5) and its effects on
achievement but no significant advances are apparent(56).

It is clear that the twenty years between circular 7/65 to
the Swann report have witnessed some significant changes in
the pre-occupations, aims, explanations and prescriptions to be
found in ‘official policy' documents but equally clear is
continuity, or at least contiguity, in each of these facets. But
how significant are the changes given an underlying
consistency? Answering this question bears on how one
periodises 'official policy', and hence on the identification of
significant shifts. Relating change to continuity in official
policy is a pre-requisite for relating changes at the levels of
official rhetoric and official ‘'policy' to those in LEA and

school policy and practice.

Expl _Underachievement.

Explanations of underachievement have been a key element in
how different 'official positions' have been articulated. They
have been a major pre-occupation of official statements on
race and education and have reflected changes in the framework
and conceptual language of national policy. A concern with
underachievement has expressed fears about the social impact
of consequent disaffection(b7) as well as the more liberal
worries of policy makers and teachers that the principle of
‘equality of opportunity' is not being achieved (58).

Tomlinson has identified three types of focus in official
explanations of black underachievement: extra-school factors,
individual pupil characteristics and school processes (59). She
argues that in the 1960's the extra-school factors were, the

migration process, family backg. ound and cultural differences.
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In the 1970's, disadvantage, racism and discrimination had come
to the fore(60). But this latter shift was accompanied by a
growing rejection by Dblack parents of ‘home background'
explanations and a new focus on school processes: curriculum
processes, examinations, teachers and their training(61).

The  third focus, on pupll characteristics, refers
particularly to language problems and self-concept or self-
esteem (62)., But this does not feature as an alternative to
‘extra—school factors', the two, in conjunction, make up what
has been characterised as a ‘'black pathology'(63) account of
underachievement. Through this, 'the problem’ has been located
in the black child, in the black family, community and culture.

Early documents tended not to address the question
explicitly but the emphasis on language as a barrier *to
progress (64) and concerns with the ‘handicaps'(65) and
‘disadvantage'(66) of black pupils all served to convey and
legitimate what has become a mainstay of the received wisdom:
the underachieving black child.

The apparent changes in social and educational goals from
assimilation to cultural diversity, changes in terms and
concepts, have been accompanied by changes in explanations of
black underachievement. One can urace shifts from assumptions
about language difficulties, culture shock and culture clash,
through to more explicit concerns with barriers to equality of
opportunity in the Select Committee's 1973-4 report where it
discusses the needs and the 'handicaps of immigrants', and the
impact of urban dec;& and deprivation(67) and then on to 1977
where offical documents start to address the problem
explicitly(68).

The Select Committee report of 1977(69) refers to the
general view of the West Indian community and organisations
that Afro-Caribbean children were underachieving in schools. It
notes that the DES and the CRC accept the 'fact' of West Indiar
underachievement and that it seriously affects employment
prospects(70). However, the report laments the lack of

comprehensive research evidence of underachievement and it was
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this that prompted it to call for the governmental enquiry
which finally produced the Rampton and Swann reports{(71).

In the "Interim" report, the Rampton report, published four
years later, and in the subsequent Swann report, there is an
explicit cancern with the ‘facts’, with ‘proving’
underachievement and providing ¢ 2quate explanations of why it
occurs, In these reports, the relationship between research and
officially sanctioned explanations reaches 1its most explicit
stage. The conclusions of general summaries of research(72)
and particular studies or arguments find their way into the
main body of the repirts and become the official truth, even if
it is often a vague and non-commital truth.

Rampton and Swann, like other reports of the late 1970's
and 1980's accept the 'fact' of underachievement: that children
of Afro-Caribbean ‘origin' generally underachieve relative to
their white peers, and that children of Asian ‘origin' achieve
at a comparable standard to their white peers(73). But this
acceptance makes a number of assumptions and begs a number of
questions.

Parekh(74) has identified some of these praoblems in Swann
and Rampton. For example, he argues that although the research
shows that as a group Afro-Caribbean children underachieve,
some achieve on par with white and Asian children. In some
respects, in same subjects, Asian children also underachieve,
and although bright Asian children generally dao well, the rest
do only a fraction better that their Afro-Caribbean counter-
parts. Generally, he identifies great differences within the
Asian community with children of Bangladeshi origin doing
particularly badly(75).

Parekh takes up further points concerning the received view.
He claims that many reports and studies, the Rampton repaort in
particular, emplay the "“fallacy aof the single factor": assuming
the simplicity of an explanation for a complex phenomenan(76).
He also takes up an argument which has formed a crucial part
of official refusal of explanations based on racism and

discrimination. This argument suggests that racism cannot
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account for underachievement because both Afro-Caribbeans and
Asians must face racism but only the former group under-
achieve so cultural and other differences must be contributory
causes(77). Parekh responds that not all Afro-Caribbeans fail,
nor do all Asians succeed but all are subjected to racism. It
is fallacious, Parekh argues, to assume that "the same factor
must always produce the same results"(78).

The ‘facts' of underachievement must also be considered in
the context of the problems with measurement, of what one uses
to guage pupil ‘achievement'(79). The perceived need for
detailed information, for statistics, is not as unproblematic
as it might appear.

The Home Affairs committee sought more determination by the
DES to collect statistics about the achievement levels of Afro-
Caribbean children in the face of opposition from teacher
unions, LEA's and Afro-Caribbean organisations. It does not
however consider the reasons for that opposition.

The Rampton report gives more detail of the evidence of
"West Indian underachievement"(80) and refers to "“widespread
concern" about the apparent failure of VWest Indian children but
it recognises, to an extent that the Home Affairs Committee
report does not, that fully substantiating and explaining
underachievement is much more than a technical problem. It
notes that official attempts to '‘support' black people's concern
about underachievement with ‘hard facts' have met with
"suspicion and cynicism"(81l). Suspicion about the reasons for
focusing on West Indian children and cynicism about action
being likely to result from any official research or fact
gathering exercise.

The point is further emphasised by the NAME response to the
Swann report(82) which argues that not only will statistics
divide ‘'the black community', Asians against others, it will
confirm the racist stereotypes of teachers. Reliance on
statistics exaggerates perceptions and definitions of what
counts as legitimate knowledge and through legitimating that
type of knowledge at the expense of black peoples' knowledge
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re-inforces power relations between black people and white
policy makers and researchers.

In recent reports, the 'Swann' Report for exanple,
explanations based on ‘defects' in black communities or in the
black child have receeded from view. Links  between
disadvantages characterisitic "uf  the inner-city and the
position of minority groups are also questioned. However, no
alternative explanation is unequivocally supported and earlier
official doubts about racism as a fundamental cause of black
underachievement are re-emphasised(83).

Overall, one find';a, an unwillingness to seek the source or
cause of underachievement in the structure and institutions of
our soclety. The absence from official explanations of the
question of the contribution of racism is characteristic of the
general framework, concepts and values found in all reports up
to the Rampton report. But even when racism does start to be
acknowledged as a possible factor, the concept employed leads
to cultural and psychological factors being re-introduced to
explain(84) differences in achievement between black ethnic

groups ‘'caused' by different responses to racism(85).

It is clear in all of the reports and documents mentioned,
that a central concerns 1s to specify and prioritise aims and
objectives. I have referred to how the central motif has moved
from assimilation, through a notion of integration which
allowed the retention and development of cultural identity,
arriving most recently at "cultural diversity". This tri-partite
phasing of official policy and approaches 1s supported by a
range of theorists(86) and has in the Swann Report been made
the official history. But whilst those terms and concepts offer
a rough guide to the phases of national ‘'policy', certain
difficulties do arise if one attempts to define them more
accurately or show where one phase ended and another began.
The difficulties arise not only because of the degree of

overlap and continuity between the three phases but also
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because it is by no means clear whether a ‘'phase' should be
identified in national ‘'policy', national rhetoric, in LEA or
school, policy and practice or in some combination of these.

If one uses official statements to reveal the phases of
official policy and approaches sanctioned at a given time,
assimilation appears to have given way completely by the early
1970's. However, the full picture is considerably more complex.
The first suggestion of an alternative to assimilation from an
onfficial source was Roy Jenkins much quoted speech of 1966. He
claimed that the aim of policy should be,

*..not a flattening process of assimilation but an equal

opportunity accompanied by cultural diversity, in an

atmosphere of mutual tolerance."(87)

But this did not herald an immediate change of approach. As
Tomlinson (88), and Troyna and Williams(89) have pointed out,
the late 1960's saw a protracted debate between assimilation
and pluralist integration. The continuation of dispersal
policies by some LEA's(90) until the early 1970's bears witness
to this. This contradicts Mullard's 1location of the
assimilationist perspective in the period between the late
1940's and the early/mid 1960's(91). Therefore, even if one
concentrates solely on the development of what Troyna has
called "official rhetoric", there is no easy consensus about the
content of that rhetoric at any one time.

The integrationist period is similarly difficult to place
accurately. Jenkin's speech in a sense launched it but it
merges at the levels of rhetoric and practice into both the
preceeding phase of assimilation and the subsequent one of
cultural diversity. Troyna and Williams(92) suggest that
integrationism involves some criticism of school and a concern
with black dissaffection, but tﬁat these became official themes
because the compliance of black students was seen to be
necessary for assimilation to be successful(93). The change in
rhetoric is not matched by changes in the ultimate social goal
of policy, that r%pains the same, integration 1is just a

different approach to assimilation (94).
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Mullard's argument that the phases of policy exhibit an
underlaying continuity makes a similar point but it is founded
on an analysis of the social and political meaning of state
'policy' on race and education. Mullard claims that the three
approaches are related, that MCE founded on ‘“cultural
diversity" is 1linked in its “construction, presentation and
social orientation"(95) to the other two. He argues that all
three have,

“..a set of theoretically constructed interpretations about

the nature of +the dominant political, ideological and

economic order."(96)

Each aims for the protection of that social order. There is
no shift in intent or direction, the difference lies in social
presentation not in social construction(97).

Having identifed a continuity Mullard then 1links the
different expressions of sociat and political aims to a
periodisation of post-war economic actvity, of requirements for
black labour and the regulation of black migration through
anti-immigration 1legislation(98). I have demonstrated the
problems of proving a tight correspondance between economic
periods, needs for :black labour and 1its regulation through
anti-immigration legislation(99). Consequently, attempts to
relate phases of offical approaches to race and education to
developments in economic activity, 1labour requirements and
immigration control become problematic.

But two crucial developments in political and social history
seem to have corresponded to water—-sheds in the content and
articulation of educational policy. First, in 1962 legislation
restricting black immigration was introduced ©based on
justifications which linked numbers of immigrants to social
problems and to good race relations(100). Secondly, 1981 when
race, youth and the social and political costs of economic re-
structuring were vividly conjoined in widespread urban riots.
This has formed one of the major national contexts for the
growth in LEA policies and in their increasingly explicit

racial expression and focus(101).
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Returning to Mullard's point, if one accepts that the broad
social aim of policy continues to be social cohesion secured
through the assimilation of black people into white social and
political structures, then the basis for assimilation has
changed, so has the way that aim has been expressed and the
method through which it is to be achieved. This does not
contradict the idea‘that each social objective addresses the
same social problem but it shows that there are different
types of assimilation, that it can be broken down into its
component parts of political, economic <{(occupational) and
cultural assimilation. In the first phase, these converged and
were largely indistinguishable but increasingly, political
assimilation i.e. acceptance of existing channels for
opposition, has been secured through promoting cultural
diversity cultural assimilation. It remains to be seen
whether the continued lack of assimilation into the economic
structure will undermine that 'state strategy'.

Underlying this movement is the constant theme of sacial
and political harmony which each set of aims have sought to
interpret and achieve. Since the late 1970's this has meant a
two pronged strategy: equal oppartunities and achievement for
ethnic minorities, countering prejudice for the white majority.
Beneath this unity can be found different approaches to race
relations and hence to race. The shift is crucially from a
concept of racial superiority which implied that assimilation
was desirable to a concept of difference and diversity but this
justifies ethnic ‘'seperateness’' and hence may re-inforce
particular cultural forms of racism{(102).

Certain tensions derive from the above analysis. Changes ir
the explicit concerns and rhetoric of policy bave beer
identified but within a framework of consistent dominant
themes and pre-occupations. Clear social goals recur but thej
are not the explicit subject or object of policy. They address
practice and provision but do not prescribe solutions. This
suggests a particular but indirect and heavily mediated

relation between ‘'policy' activity at a national level anc
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changes at a LEA and school level. But what is that relation,
how has ‘'policy' been communicated? Vhat are the changes that
have taken place and do they follow the offically sanctioned
lines of development? Is the dominance, found at a national
level, of continuity over change, of meaning over rhetoric,

reproduced at LEA level?

1 have argued that the lack of central provision of extra
funds to meet stated aims and objectives, lack of leadership
about how they should be achieved and the refusal to adopt the
recommendations of a succession of reports, amounts to not
having a policy as such. But does that mean that there has
been no nationally determined direction for local initiatives?
Often a direct link is presumed to exist between intention and
effect, between national stance and local action(103) but that
would seem to be contradicted by the status of nationally
produced documents, by the process of their production and by
the lack of nationally co-ordinated action.

Questions can be raised about the validity of arguing that
there 1is a relation between developments at an
international and national level and the form taken by local
policies and practices(104). But as Troyna and Villiams point
out, processes of change are mediated by the state and,

"This determines the structural, political and ideoclogical

parameters within which local politicians and bureaucrats

operate."” (105)

But for LEA's there are {further determinants, LEA's are
sites of struggle in which there is a complex relation between
constraints. This is an assertion of their "relative autonomy"
but Troyna and Wiliiams are correct that it is difficult
give real meaning to this except in the context of a detalled
empirical study(106).

Recent years have witnessed a rapid growth in the number of

U.K, LEA's adopting policies on aspects or issues of race in
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education. This, as Dorn & Troyna(l107) point out, has occured
in the context, from 1971, of stated DES commitment but
without any coherent framework for policy as such, despite
pressure from "state" bodies(108) and “autonomous"
organisations(109). It appears therefore, that to some extent,
LEA's have Dbeen taking the initiative in responding to
pressures and demands for action in the broad field of race
and education.

In the initiatives taken by LEA's there is no homogeneity
over time or between LEA's. Research in the early 1970's(110)
revealed that LEA provision which addressed problems
identified in central policy stae“~ments was patchy and uneven.
This situation persisted to the late 1970's when Little and
Villey(111) reported similar findings in their 1980 survey. But
it is the late 1970's which Tomlinson(112) identifies as the
beginning of the growth in LEA policies following the lead of
the ILEA in 1677(1%3). Similarly, Troyna and W¥illiams claim
that the early 1980's saw the beginning of the development of
formal policy by a significant number of LEA's(114). One sign
of this growth was that by 1981 about 25 LEA's had appointed
‘multicultural advisers'(115).

The number of LEA's who have adopted policies is still
increasing and hence is difficult to identify exactly. However,
recent research does offer some guide to the approximate
number. Dorn's research in 1983(116) claimed that some 20
LEA's had policies but it is unclear whether this referred to
the UK. or to England and Vales only. Mullard et al using a
more systematic survey identify 36 U.K. LEA's which had
developed policy(117).

Mullard et al also inquire into the number of LEA's which
were either pursuing a racial policy without supporting policy
documents or were actively considering developments of racial
policy and practice(118). Combining these three categories
shows that the following percentages(119) of LEA's had or were
developing policy and/or practice:
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Greater London 77.8%
Metropolitan Districts 66.7%
Non-metropoiitan Districts 47.4%

This data appears to indicate that although metropolitan
LEA's (including London) are clearly more actively pursuing
policies and practices, the overall level of development is
much higher than previous research had indicated. However, the
level of ©policy activity, whether supported by policy
(position) documents or not is not necessarily indicative of
the level of practical innovation.

The 1lack of practical innovation to accompany LEA
statements and the terms many LEA's have used to express
their policy position have led many to criticise LEA policies.
ALTARF claim that the period 1978-1984,

*...witnessed the growing acceptance by LEA's of a bland and

totally de-politicised form of MCE alongside  the

intensification of state racism."(120)

LEA policies are criticised for being superficial and hence
for having little chance of success(121). Policy development,
because of the lack of a coherent national policy, is uneven in
both its spread and in its scope where it exists. Where policy
has been developed, the many contradictions, problems and
continuing conflicts which remain have led to the growth of a
critique of the purpose and content of policy(122) and of the
contradictions between policy and practice(123). Such a
critique will be shown to connect with and complememt a more
general "radical critique" of MCE(124).

Vithin this general context of policy document production
and critique the policy statements of a small number of LEA's
are worth noting not only because of their content but also in
some cases because of the process by which they were
produced (125). Mullard et al found in their survey that 10% of
their survey population of 110 LEA's had engaged with the
question of racism(126). That engagement is a crucial aspect of
the few LEA policy statements which have begun, at least on
paper, to meet objections leveled at earlier policies(127).
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Troyna and Williams argue that certain LEA's have produced
policies which do not reproduce national patterns and
trends (128) They claim that the ILEA, in 1977, and Manchester,
in 1980, produced policy statements conceived of, by those who
drafted them, as change agents. Their aim was:

"...to provide a reconstituted conceptual framework for

curricular, organisational and pedagogic procedures."(129)

In terms of the relation between the national and local
educational apparatuses, this suggests that ‘'key' LEA's are in
fact ‘'making the pace' for national policy statements. 1t also
re-inforces the idea that the political meaning and
significance of local policy statements cannot be ‘read off'
national statements and developments.

Some elements of a ‘'national lead' can be found. The Home
Office bhas, through Section 11 of the 1965 Local Government
Act(130> financed projects and appointments specifically aimed
at black school children and the black population in general.
But two problems stop this contributing to a national policy
or practice. First, its origin in the Home Office means it
cannot be part of an education policy orchestrated by the DES.
Secondly, this provision is always for projects initiated by
the LEA and until recently was not even monitored after being
agreed (1317,

There is some legislative back-up for the aims and
objectives outlined by central government in addition to the
Section 11 provision but it has not seriously affected the
relationship between the national and the local educational
apparatus. The 1976 “Race Relations Act(132) is the principal
plece of legislation here. In sections 17 to 20 it proscribes
certain actions but as Dorn and Troyna(133) point out, no
alternatives are prescribed. ©Section 35 ©provides  the
possibility of compensatory provision but it is permissive, no
compulsion 1is involved. Section 71 is possibly the most
important section because it lays a statutory duty on LEA's to,

"...eliminate unlawful racial discrimination and to promote

equality of opportunities and good relations."(134)
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But as Dorn and Troyna show(135), again that duty is
"persuasive rather than obligatory". It is also, as will become
clear(136), open to interpretation when that duty has or has
not, been fulfilled.

Both ways of providing extra funds have been criticised
over how they are administered and allocated (137). Severe doubt
has been cast upon whether they actually benefit those on
whose behalf the funds have been claimed. Recommendations to
establish a central, special fur were twice turned down in the
1970's by the DES(138). Consequently, the policy statements
stand alone as national policy and their impact and meaning
for practice is mediated by existing central-local relations,
LEA interpretations and 1initiatives and general racial
structures and idenlogies. These mediations have given an
increasingly specific form to the effects of national policy.

The uneven development of policy has partly depended upon
the dominance of a view held by LEA's where there were few
non~white pupils, that MCE was not relevant to them because of
the absence of black pupils. Respondents to Little and Willey's
survey also felt that to instigate multicultural initilatives
would only create hostility and be divisive(139). If this
opinion is compared with the central strategy of both meeting
the needs of black pupils and educating white pupils for living
in a multicultural society, it is clear that the over-arching
aims of racial harmony and tolerance relates primarily to
multi-raclal areas.

This might seem a proper or practical view of where
bharmony etc. is a priority but it contradicts a prominent
official claim that MCE is for all, that a multiracial Britain
demands a new type of education(140). It appears that the
official positions, although not 1linked to an overt central
strategy, do convey to LEA's which of them should be listening,
thinking and acting in this area. They also convey a set of
concepts, problems and measures which ‘targetted' LEA's can

then utilise. In this way the effective relationship between
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national policy positions and local initiatives and policles
starts to become clear.

The racial  inexplicitness of terms, concepts and
explanations point to non-racial roots for racial disadvantage.
It denies the need for any analysis of the racial structure of
British society and hence allows an official silence on
(structural) racism. But this is combined with a raclally
specific target for official documents and reports. The
message 1s that black children are ‘'the problem' and schools
and that LEA's which have a ‘concentration' of black people
have the largest problem, they are the target.

Race Relations legislation, reports, documents and other
pronouncements on race and education form a permissive
framework which has shaped LEA thinking and action without
requiring any action at all. For LEA's 'targetted' by national
pronouncements, official policy 1s connected to the processes
of local policy and decision making through sanctioning and
focusing on certain issues. Power and influence is exercised
not through compelling certain types of action but,

*...through the neutralisation and marginalisation of

potentially contentious issues."(141)

How it does that 1is centrally concerned with the
development of an agenda of issues for policy. Dominant
conceptualisations are constructed which offer ways of
thinking through the agenda items. The dynamics of the former
and the functioning of the latter within the specific discourse
of "race and education" will both be explored in some detail 1ir
the following chapters(l42). It is clear however, that each is
linked by the role of silences and omissions within policy
which in turn contributes to a dypamic relationship between
action and inaction by state educational apparartuses.

The lack of national state action is justified through the
racial 1nexplicitness of policies and explanations for black
disadvantage. But the ‘'noise' of research and the production of
reports creates the appearance of activity and concern. Vhilst

'‘black underachievement' is a central concern of officially
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sponsored and sanctioned research, no policy has been adopted

at a national or lacal level which will alleviate 1t(143).

Action and Inaction.

The 'action and inaction' of LEA's is not just a matter of
what is done or what is not. Through action and inaction,
educational policy 1s related to general racial structures,
ideclogies and discourses(l44). If the state 1s viewed as
playing a central role in the structuring and managing of
racism through its social, immigration and criminal policies
then educational policy can be located not only as another
contributor to that role but also as a primary means for
handling its effects, for managing 1its contradictions and
conflicts. Therefore, as Dorn and Troyna abserve(145), terms of
reference, unchallenged assumptions and the institution-
alisation of conflict are all important and highlight a concern
with the problem of legitimation.

If one now uses this as a framework for re-examining the
national-local relation, certain ~spects of the role and effects
of policy statements can be identified: they offer the
appearance of producing policy, they connect with the dominant
racial definitions and discourse, they communicate an agenda to
LEA's and legitimate LEA concerns about black pupils in their
schools, they help te identify which schools and areas need to
act to change their organisation and curriculum.

These processes overcomes the "“formal autonomy" of LEA's
and the de-centralised nature of the education system. Through
these relationships, "state policy" may cohere, but it clearly
does not cohere as policy as such. It offers an 1deological
framework for policy and practice at a local and school level.

But the framework may be refused. If state policy is not
cohesive as policy, LEA's may offer alternative approaches ta
race and education, But if they do, one needs to know the
pracess by which alternative approaches are constituted. If
space 1s created in certain LEA's, is it merely provided by the

local state or is it won through opposition and pressure?(146)
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Answering these questions not only demands a more detailed
understanding of the relation between national and local policy
making but also of the process by which MCE is produced,
disseminated and legitimated(147). It should point to further
understanding of how "official ¢ scourse" should be interpreted
and evaluated.

Given this broad ideological role with an audience of
educationalists, LEA's and the black communities, one needs to
know in detail the extent to which the themes of central
policy are 4 reproduced at a local level. It is also
important to find out the extent to which LEA's adopt
‘policies' with a similar role in mind but with schools,
teachers and local black communities as the audience.

Dorn in his review of LEA policies on MRE claims that,

“Though policy statements frequently commit themselves to

‘promoting equality" and "combatting racism" these concepts

are rarely defined in terms of eductional practices and tend

to float rather uncomfortably on a sea of “harmony",

“respect” and "tolerance"."(148)

Given their emphasis on general social goals, Dorn concludes
that most policies are affirmations or statements of positionm,
not programmes for action. As such, a policy 1is more a
reaction to local pressures than a 'real contribution' to MCE
and that,

“...probably derives form the perception that race relations

is essentially a moral issue...one takes a stand rather than

makes provision."(149)

It is in the few isolated cases where an LEA does not
follow this pattern, as arguably Berkshire(150), the ILEA(151)
and one or two others do not that the dynamic of official
racial discourse on education becomes more complex and
problematic. Alternative positions such as these which
emphasise structural concerns both in their analysis and ir
their proposed implementation, may oppose both the content and
the role of policy represented by national statements. Hence

attempts to portray the current raclalised forms of education
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as being of one type only, albeit with variations, are shown to

over simplify and over-generalise complex processes.

The Development af Pr

Largely as a consequence of the absence of a national
strategy towards MCE and because of the form and intent of LEA
policies referred to above, MCE barely exists in schools(152).
In Green's view MCE is not an accomplished fact but an agenda
of reforms and is a struggle,

"...waged on the grounds marked out by this agenda."(153)

Green claims that reforms issue in part from LEA's, from
the DES, the Schools Council and in part from 'progressive
teachers' who are 'forced to work on the terrain determined by
the state'.

"All are a response to the struggle of black parents and

students over the miseducation of ©black children in

schools." (154)

If one accepts that claim, then one needs to know how these
different responses are related and particularly whether they
in any way correspond to each other.

buring the period when the assimilationist paradigm was in
the ascendency within national policy it is clear that the
emphasis on language needs was met with a similar emphasis
both within LEA structure and in the classroom. Between 1960
and 1965 teachers and LEA's with growing numbers of ‘immigrant
children' developed practices which centred on the provision of
English as a second language(155). But this was as much a
product of LEA and school interpretations of pupils' needs as
an outcome of officially sponsored emphasis on language.

The dispersal policies sanctioned 1in 1965 were the
culmination of a technical crisis perceived within some classes
and schools but were closely linked to governmental fear of a
white backlash(156). Both were wunder-pinned in official
discourse and in igieologies of practice by the notion that

black children were a problem per se., The issue for teachers
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was one of expertise and of the demands on that expertise, it
was a technical problem(157).

The failure of this paradigm, which Mullard has labelled
“immigrant education", began in the late 1960's because of
resistance pre-dominantly by black parents and students but by
some white teachers also(158). The assumed superiority of
white culture that characterised the assimilationist paradigm
was superceeded by attempts to ‘re-habilitate' black culture
and religion and, through this, to combat perceived problems of
black self-identity and self-esteem(159).

In the late 1960's, Tomlinson argues, poor achievement began
to be linked, in some schools,

"... to poor self-image and a lack of cultural identity and

hence began their own attempts to change the curriculum to

give minority cultures more recognition...Policies for
curriculum change in multiracial schools thus quite clearly
began at school level and filtered upwards".(160)

These problems were interpreted through a psychological
notion of racial identity in conjunction with a concept of
shared culture. That concept involved seeing culture as
artefacts and rites rather than lived experience(161). This
motivated a particular type of tokenism within primary schools
which not only ‘answered' criticisms of "immigrant education”
from the ©black communities but also connected with the
influential practical ideologies of “child-centred",
"progressive” and “relevant" education(162).

This approach to the education of black children has been
variously characterised as a “Steel-band and Divali" approach
or as "the Three S's": Steel-bands, Saris and Samosas (163).
Both epithets encapsulate the severe limitations of such an
approach and indicate how the rest of the curriculum and the
formal and informal life of the school were largely unaffected.

A slightly developed form of this approach had its hey-day
in the 1970's in secondary schools. Courses in 'Black Studies',
'A' levels in Black History etc. were developed in order tc

placate students and parents angry at their under-
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representation in the formal curriculum(164). These courses
fought for academic respectability but their continuing low or
‘different' status(165) bears witness to their marginality.

The demand for these courses were the seeds of a critique
of the existing ‘mono-cultural' curriculum. As Davis(166) points
out, the curriculum is written in terms of a specified content
which represents a selection from knowledge and conveys what
counts as valuable knowledge. That content finds its basis,
meaning and validity in white British culture and experience
and hence is a racist selection from the 'available' knowledge.

Such an analysis, linked to a growing awareness of the
importance of the everyday procedures of the school, underlays
the move towards ‘whole school' approaches and policies. A
change 1identified by Little and Willey in their 1980
survey (167). They refer to a shift from insertions or additions
to a re-evaluation of the curriculum as a whole. They report
that heads of department,

“...recognise the need to undertake appropriate curriculum

development but constraints of time and resources and in

some cases uncertainty as to what action to take, severely
limited the progress they had been able to make."(168)

A ‘whole school' approach was endorsed by the Rampton
Report(169) which it linked to an aim for the curriculum: it
should broaden the cultural horizon of every child. MCE is
therefore appropriate to all children and reflects the multi-
racial composition of our society. This a version of the whole
school approach which tacitly accepts the criticisms leveled at
a ‘mono-cultural' approach. However, ‘whole school' approaches
may take a variety of forms, they do not necessarily involve a
systematic overhaul of the formal curriculum.

Villey, for example, gives his support to particular
approaches, emergent in the last two or three years, which
specifically focus on equality and employ the aim of
combatting racism as a core around which to develop responses
to diversity(170). He claims that such school policies are

opposing racism, or more accurately, racist ideology based on
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the assumption that black people are inferior to white people.
He adds that,

"Such notions are deeplly imbedded in the procedures,

practices and structures of institutions."(171)

This involves a much wider concept of the curriculum of the
school and points to the limitations of the Rampton version of
a whole school approach. It also begins to elaborate a concept
of institutional racism which 1s sorely lacking from the
Rampton Report. The only gesture in that direction 1is the
‘individual’ racism ‘unintentionally' perpetrated by particular
teachers(172).

Rex(173) 1s correct that a 'whole curriculum’ approach may
Just be a cover for doing nothing. General entreaties may
reproduce at the school level, the national and local
tendencies to adopt a position without necessarily adopting a
strategy. If a school adopts a policy without a commitment to
a systematic analysis of all aspects of the life of the school
then it is 1likely to be superficial and cosmetic. It will
function primarily as a palliative: to black parents and
pupils, to anti-racist teachers and to ‘progressive' local
authorities pressing schools to make their position clear.

Other pitfalls await a school even if it does undertake a
'systematic analysis'. It still has to avoid cultural tokenism
within the formal or overt ¢ rriculum and cope with the
dangers of reproducing hegemonic relations between cultures
through white teachers re-interpreting 'black cultures' and
then relaying them +to black pupils(174). This raises the
question of who has legitimate rights to be involved in the
development and impfémentation of school policies. Mullard, for
example claims that,

"...individual school policies and practices are developed by

white teachers without, in most cases, any reference at all

to black advisory, parental or community groups..

(consequently)..these policies and practices have helped to

institutionalise racism."(175)
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To emphasise a slightly different aspect of this:
“"Anti-racist teaching that stops at the classroom door
cannot truly be described as anti-racist."(176)

These issues mark out some of the often implicit points of
contention between MCE and ARE. A possible shift of emphasis
is to a curriculum designed to nurture not ‘“existing"
ethnically defined cultures but a critical, conscious and
"political" culture which takes as its starting point a critical
appraisal of a variety of cultures. This would allow the
possibility of tackling the ' :xperiential and structural
realities of race in an explicit way.

These considerations begin to raise specific questions about
the form that policles and practices, whether ‘'multicultural' or
‘anti-racist', should take. They also raise serious doubts about
the usual audience “and content of school policies. It is
becoming the accepted pattern(l77) to start with a statement
of aims and objectives but it could be argued that a statement
of what is wrong, of what needs changing and the barriers to
this would be more appropriate. This could be a systematic
analysis of the school and its effects or it could be an
outline of the overall social context and role of the school,
or both. Either would begin to reveal that an anti-racist
stance, or a multicultural one worth that title, is necessarily
critical and oppositional.

The complexity and unevenness of changes in practice make
any perlodisation of practice quite broad and general. Clear
movement 1s apparent in those schools and LEA's which are
leading the practical critique of past orthodoxies but still
developments in most 'all white' schools are extremely limited.
'MCE' is viewed by many to be for black pupils only(178), In
many racially mixed schools assimilationist perspectives are
still prevalent and iniatives can be both tokenistic and
paternalistic.

A picture of non-uniform change shows that any link with
developments at LEA and national level is complex and varied.

National reports and documents are a powerful context for LEA
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and school policies" and practices. They provide an analytic
framework, preferred concepts and explanations but some
schools and LEA's, under pressure from black pupils, black
parents and anti-racist teachers have, through their practical
critique of nationally sanctioned positions, affected those
positions. They have made demands of future reports that bear
directly on their legitimacy and credibility with black people
and anti-racist whites.

In multiracial schools and areas a struggle is being waged
over a general framework, over values, aims, explanations and
solutions. Opposition to officially sanctioned approaches is
affecting the content and expression of those approaches.
However, key concepts and terms of official discourse are being
modified rather than abandoned in favour of more 'radical’
ones. Also, despite claims that 'MCE' is for all, the message is
unequivocally that predominantly white schools and areas have

‘no racial problem' and that no change is necessary.

In the preceeding sections 1 have outlined the development
of 'the educational response' on three different sites: national,
LEA and school. On each of these sites, different ‘'approaches’,
or ‘“racialised forms of education"” have been defined and
expressed through theory, policy and practice. The first two
sites have been dominated by theoretical and policy
expressions of an “approach" even though both have attempted
in different ways to address and affect practice. The school
site 1is largely synonymous with practice but policies have
been produced (179) and theory has played a part.

The complex links between developments on the three sites
make it problematic to sustain simple periodisations of ‘the
educational response' into identifiable racialised forms with
national, local and school components and expressed and
articulated though theory, policr and practice. The preceeding
discussion therefore contradicts the tight linkage between
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educational developments and economic, political and
legislative contexts which 1is characteristic of the radical
critique.

One of the key arguments or contentions, and one of the
central analytic methodologies within the racial critique of
MCE concerns the identification of what Mullard calls "racial
forms of education"(180). It rests on a usually implicit view
of the relation between theory, policy and practice. Analyses
of MCE have considered each of these levels but the emphasis
of the radical critique has predominantly been on policy.
Theories, concepts and frameworks have been "read from" policy
documents and taken to represent an underlaying rationale or
basis for that policy(181). Practice has then been assumed or
claimed to 'correspond' to policy so that it represents simply
the implementation and operationalisation of that policy.

The relationship between developments in policy, practice
and theoretical frameworks is crucial for specifying a
racialised form, its content and definitive characteristics.
Through this competing claims for the “true" meaning or
significance of racialised forms of education can be assessed,
attempts at periodising the educational response can be
evaluated and it should become possible to make distinctions
within the broad set of policies, practices and frameworks
currently employed and all referred to as MCE.

The distinction = between assimilation, integration and
cultural diversity is valuable especially if, as Mullard
claims (182), significant aspects of +the officially preferred
model of society have not changed. However, as I have argued,
it only tells of +the explicit changes in national state
position, of changes in +the national rhetoric. It does not
prove that an approach based upon cultural diversity is now
dominant nor that those based on integration and assimilation
were previously so.

Differentiating between social aims and showing how these
have been officially sanctioned at different times helps to

periodise the educational response to black students in British
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schools. But in the current situation, one has to decide
whether merely to :acknowledge the breadth and confusion
covered by the term "MCE"(183) or to recognise that a number
of racialised forms of education are being practised. If we
accept the latter then we must discover the relationship
between these forms. Are some dominant and legitimated, others
dominated and oppositional or residual but with continuing
influence, yet others, dominated but oppositional. Before these
questions can be answered a basis must be established for
specifying and identifying different racialised forms.

Vhen considering issues concerned with race and education
one of the first sources of confusion and difficulty is that
terms are used inter-changably and loosely to refer to a broad
body of practices and policies. These terms are “"multicultural
education" (MCE), “multiracial education"(MRE), and "multi-ethnic
education"(MEE). Further, "immigrant education", and “anti-
racist education"(ARE) are used to refer to similar but more
specific sets of practices and policies. This situation means
that one must decide whether a particular usuage is significant
or not. Whether it merely reveals a personal preference, or
whether it depends on different terms having different
connotations(184) or actually signifies a different set of
educational and social values, different practices and a
different framework.

One approach to identifying and differentiating between
‘approaches' has taken practice as 1its primary focus. This is
the approach VWilley adopts in his discussion of contemporary
developments(185). Davis(186) also concentrates on practice. He
distinguishes four approaches to meeting the educational needs
of black pupils: a 'colour blind' approach which claims that no
conscious discrimination occurs, it advocates 'treating them
all the same' but effectively means 'treat them as if they were
all the same'; a ‘'special needs' approach which emphasises
general remedial and E2L needs; a compensatory-appeasement
model, based on a 'special needs' approach but including black

studies for black pupils; a curriculum with ‘multicultural'
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aspects which Davis argues is effectively ‘cultural apartheid',
a tokenistic approach focusing on food and festivals(187).

This schema refers to sets of practices which can easily be
found operating in schools. It may be descriptively useful but
it has two main problems. First, Davis's emphasis on practice
over-compensates for the usual critical focus on policy. His
four approaches are unrelated to dominant wvalues and
conceptualisations to be found in official policy documents.

Secondly, he confuses three sets of things which impinge
upon multiculturalism. First, justificatory ideologies within
multiculturalism compensation, cultural maintenance, cultural
relevance. Secondly, mode of provision - special needs,
remedial and language provision. Thirdly, forms of practice and
justification which actually refuse and oppose any amendment
to practice, for example the 'colour blind ' approach.

To make sense of the alternative responses to black pupils,
one has to ask how practices and modes of provision relate to
Justificatory ideologies, to values, aims and concepts, and to
the content and context of official pronouncements on race and
education. A narrow focus on what 1s being practised neither
poses that question nor takes one closer to an answer.

If one examines an oppoélce approach, the most well
developed classification of different racialised forms of
education by theoretical framework is found in Mullard's recent
work. He argues that the debate between MCE and ARE,

"...possesses all the features of a debate or rather contest

over competing ‘berspectives and definitions of socio-

educational reality and objectives."(188)

This contention he extends to each of the six ‘racial forms
of education' - immigrant, MRE, MEE, poly-ethnic, MCE and ARE -
that he identifies. Each involves preferred social and
educational objectives (189).

Having specified his six racial forms Mullard sets three
objectives: to identify them historically; to set out their
characterisics and contexts; to establish the relations between

them (190). The first is achieved through focusing primarily on
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MRE, MEE, MCE and ARE which he argues occured in their main
expressions in that order. Each of the first three is seen as
emerging at a particular time and for particular reasons.

MRE, Mullard argues, resulted partly from white teacher's
and black parents' and childrens' resistence to immigrant
education, and partly,

“..from the requirements of the political state...MRE

socially surfaced in the mid-1960's to counter not racism

per se but the culturally exclusive and race discriminatory
educational policies and practices of the 50's and

60's."(191)

Similarly, MEE which Mullard refers to as the 'primary
ethnic form of HKMCE' arose in the late 1970's partly as the
result of the resistances of white teachers and

"... 'black' (ethnicised) parents and children against the

racially structured authority and legitimacy of HRE, and

partly as the result of the requirements of the political
state to re-align itself yet again in order to maintain
control over and manage the rapidly changing social and
economic realities of the late 1970's and early

1980's."(192)

This description of the genesis of MRE and MEE is useful in
a number of respects. It provides more detail of different
periods of ‘the educational response' and shows how particular
forms are predominantly but not exclusively linked to
particular historical periods. It therefore allows the location
of these forms to be explored, it allows the significance and
role of a whole range of contexts to be evaluated. Further, it
brings into the argument not only developments in the social
and economic order but shows how racialised forms of education
can only be fully understood in relation to others,
particularly those that they attempt to supercede and oppose.

Problems arise with the assumed nature of the state in
Mullard's descriptions. He makes a similar assumption to Carby
about the homogeneity of the state and its ability to impose
ite intentions(193). Also, although he cites black and white
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teacher pressures for change these are not related to the
requirements of the state, so the relationship between
diffferent pressures for change which gave each racialised
form its distinctive characteristics is not explored.

Mullard's historical identification of MCE and ARE is mare
limited than for the above two racialised forms. MCE is
characterised as a reaction to and development from MEE which
makes it a phenomenon of the late 1970's and 1980's but his
usuage here restricts "MCE" to a more developed, specific and
increasingly complexly institutionalised form of a more broadly
understood MCE. His claim that MCE constitutes a cultural form
of racism  ethnicism rests on that usuage.

ARE is characterised in the following way:

“..from its formal emergence in the early 1960's as a

reaction to the structural racism built into immigrant

education to its educational efflorescence in the 1980's as

a largely 'Black' response to the ethnicism of MCE, this

dominated form addresses the central problem of Vhite

racism."(195)

This representation of MCE and ARE depends upon the
theoretical and political opposition between them. That
opposition is specified in some detail but as with MRE and MEE
the major way in which they are defined is through the
theoretical  frameworks  identified with  these different
approaches, It is a problematic approach because the 'content'
of racialised forms in the sense of practices engaged in, is
not specified nor related to theory. However, Mullard is
correct to challenge the lack of theoretical clarity in the
debate between ARE and MCE and he does attempt to specify the
‘content' of ARE in later papers(196).

The main theoretical oppos..ion utilised by Mullard in
analysing the four main racialised forms is between "structure"
and “"culture”. It is crucial to the differences between ARE anc

MCE and between MRE and MEE.
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Mullard claims that MCE,

"...both attempts to incorporate the significances attached

to culture and ethnicity and to bridge the theoretical chasm

between culture and structure via a re-articulation of
structure (multiracial education) in terms of culture."(196)

"It re-interprets and re-locates the structural significance

of race (multiracial education) in terms of the broader

cultural as opposed to strictly ethnic significance of
ethnicity (multi-ethinic education and poly-ethnic
education) within a multicultural framework."(197)

Mullard seeks to make complex use of the structure-culture
relation but without offering any definition or discussion of
the difficulty of either term. His categorisation sees
immigrant education and MRE as ‘structural forms and
expresions', they encapsulate understandings of racial
stratification and racism and emanate from the structure of
the social formation as a whdle. MEE and MCE are ‘'cultural
forms and expressions’, they embody an essentially cultural
basis for racial stratification and racism. The distinction
between structure and culture is both the main theoretical
opposition and the main dynamic for change from one form to
another. But accordi;xg to Mullard, ARE is different, although
it has been primarily generated in opposition to MCE, it has
been a dominated oppositional form since the early 1960's and
s0 has a relation to each of the other three major forms, and
is therefore located within the structure-culture opposition:

"ARE, because 1t evolved 1in part as a reaction to botk

structural and cultural racial forms and hence made quite

different connections between structure and culture, ther
appeared to astride both structure and culture though its
actual soclal derivation was structural."(198)

Mullard's account represents, as I have said, the most
detailed analysis of the theoretical and assumptive frameworks
assoclated with various racialised forms of education. But the
use which Mullard makes of theory, and the form of argument

that he employs, result in an appproach to theorisation anc
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explanation which restricts the levels at which racialised
forms are determined and hence with reference to which they
are to be analysed. If distinct racialised forms can be
identified then each will develop through an inter-play between
the three levels of policy, practice and theory. A racialised
form is constituted through the relationship between those
levels. Any developirig form will be in part a reaction to what
has gone before but this will involve not just the preceeding
theory or framework, change can also be stimulated through
debates and conflicts at the level of policy and practice.

The major problems with Mullard's account rest on the
nature and role of theory with respect to the racialised forms.
Mullard is clearly concerned to establish a theoretical basis
for ARE which is a pressing problem for its adherents, but
that is different to attempting a theoretical characterisation
of all racial forms via largely implicit conceptual and
theoretical frameworks. That approach he takes to represent an
historical identification of those racial forms. For this to be
the case the reading of an implicit framework and assumptive
base would have to be accompanied by and related to accounts
of the development of both policy and practice.

The relationship of theories and concepts to policies and
practices within a racialised form is not made explicit. Where
one 1is offered metaphors of linkage(199) they indicate a
relation which is problematic because it is too simple. Mullard
views racialised forms of education as derivative from their
largely implicit theoretical framework. He effectively equates
that implicit framework with origin or explicit analysis. He
therefore provides a useful guide to the analytical short-
comings of a racilalised form of education (and therefore its
likely practical limits) but that is not an historical account
of the relation between forms, it is a logico-conceptual de-
construction that tells little of the processes involved.

Although the above discussion of Mullard's work and of
other contributers to specifying different racilalised forms is

concerned with the 'content' of the different forms, it is the
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nethodological argument and conclusions that have the greatest
implications. These can be summarised in the question, how
should one analyse a racialised form of education? A question
most pertinent when that racialised form is an LEA's specific

set of policies and practices.

Conclusion

The meaning and origin of the opposition between MCE and
ARE depends, in part, upon its historical antecedents. This
chapter has sought to provide an outline of that history and
the main issues around which different racialised forms of
education have been organised. But this is not Just background
or context. An accurate picture of the broad lines of
development 1s esential if one is to explain the form and
content of racialised forms of education.

I have suggested that a major barrier to the development
of a framework for anti-racist policy and practice has been
the dominance, within the radical critique, of a particular
approach to the analysis of state sanctioned racialised forms
of education. In this chapter I have attempted to describe and
explore it and point to some of its weakness.

This has been accomplished through an analysis of tensions
and contradictions between national, local and school sites on
which theory, policy and practice have been developed. I have
sought to use the disjunctions between sites and levels to
problematise the processes which have led to the overall
convergence of developments in each. This focus suggests that
racialised forms of education are not generated at ome level or
on one site alone. Consequentiy, one has to re-pose major
questions: What determines the form that LEA policies take?
Vhy should some adopt the values and framework of national
reports and documents and others explicitly refuse and oppose
them? How is one to decide when a policy is oppositional or
anti-racist? In general, how should one read LEA policy

documents?
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As explained in the introductory chapter, the phrase
'‘racialised form of education' is used as a generic term
for various types of policy and practice which have
developed since the late 1940's as a response to the
presence of black children in British schools.

This point will be expanded as a major theme of this and
the following two chapters.

See for example the work of Nullard (1980b) & (198la),
Carby (1980) & (1982) and Dhondy et al (1981).

See note 3.

Hatcher and Shallice (1983) p.4.

Ibid.

Tomlinson (1983) pp.21-22, refers to a total of 228
recommendations, very few of which the DES has taken up.
See Department of Edu ation and Science (1974),
Department of the Environment (1977).

See Dorn and Troyna (1982) p.177.

The RSG (Rate Support Grant) is the major mechanism
through  which  central government  finances local
government spending. It does not specify how much should
be spent on what. Each council i1is expected, within a
framwork of <=tatutory duties to decide on its own
priorities.

This is seen in a range of initiatives and developments
such as the formation of the APU, the use of Education
Support  Grants, <changes in the maintenance of
polytechnics, and new arrangements for teachers Inservice
Education and Training.

Dorn & Troyna (1982) p.l178.

These questions provide one backdrop to the discussions
in chapters four to six. My emphasis will be on exploring
what constitutes policy and how it is produced. This
involves revealing processes and relationships of which
any adequate conceptualisation of the state would have to
take account.

This section is necessarily a brief summary. For a fuller
account see Tomlinson (1983).

Commonwealth Immigrants Advisory Council (1964).

Scarman (1981).

Committee of Inquiry into the Education of Children from
Ethnic Minority Groups (1981).

Committee of Inquiry into the Education of Children from
Ethnic Minority Groups (1985).

See Mullard (1982a).

DES (196%) para.Z2.

See Tomlinson (1983) p.l16.

CIAC (1964a).

See Tomlinson (1983) p.17.

See for example, Carby (1982) pp.184-190 & MNullarc
(1981a) pp.120-123.

Tomlinson (1983) p.17
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Report where it claims that of the 130,000 ‘immigrant'
pupils in schools with 10 or more such pupils, one
quarter had language difficulties. This substantiates
doubts about the appropriateness of a language based
strategy. The 'Rampton Report' (p.26) later emphasised
this point and argued that such an approach leads to
neglect and avoidance of underlying issues.

Green (1982) p.23.

See Carby (1980a) p.65.

Commonwealth Immigrants Act (1962).

Select Committee on Race Relations and Immigration
(1973).

See Select Committee on Race Relations and Immigration
(1973) p.4l.

Op.cit. p.3.

A theme re-iterated in DES (1977).

See Tomlinson (1981).

Op.cit. pp. 7-14.

DES (1977).

For the text of this see Callaghan (1976).

Op.cit. p.6.

Op.cit. p.40.

Op.cit. p4.

Select Committee on Race Relations and Immigration
1977,

Committee of Inquiry into the Education of Children from
Ethnic Minorities (1981).

Committee of Inquiry into the Education of Children from
Ethnic Minorities (1985).

House of Commons Home Affairs Committee (1981).

Select Committee on Race Relations and Immigration (1973)
Op.cit. p.54.

See chapter six.

In particular, where racism is recognised at all it is
seen as solely a question of negative attitudes.

See for example DES (1977) pp.4 & 40.

Op.cit. p.27.

Op.cit.

Op.cit. For details see part V in particular.

For an indication of the major incidents and issues see
the Times Education Supplement 29/6/84, 6/7/84, 23/11/84,
7/12/84 and 15/3/84.

Times Education Supplement 22/3/85.

See note 48.

See NAME (1985) p.l1. where it 1s argued that the theory
of racism in the OSwann Report 1is no more than a
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and Immigration (1977) p.XX.
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Tomlinson (1983) p.4.
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and self-esteem see Verma and Bagley (eds.) (1979).
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Parmar (1981). On pathology and educational policy see
Carby (1982) pp.190-2.

See for example DES (1965), circular 7/65.

Select Committee on Race Relations and Immigration (1973)
p-3.

See for example, House of Commons Home Affairs Committee
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Op.cit. p4.

See Select committee on Race Relations and Immigration
19777,

Op.cit.
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Op.cit.
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Parekh (1985a)

Op.cit.

See Parekh (1983) p.113.
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Parekh (1983) p.114,
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measuring standards and the levels of school outcomes see
chapter five of Barrow et al (1986).
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Op.cit. p.3.

NAME (198B5) p.2.

This is one of the effects of the Reports' acceptance of
Parekh's argument about the “"fallacy of the single factor".
See House of Commons Home Affairs Committee (1981) p.55.
This is one of the main arguments of the radical critique
and 1t will be discussed more fully later in this chapter
and in chapter six.

For example Mullard (1981a), Troyna (1982).

Quoted by Willey (1984) p.l17.

Tomlinson (1983) p.11l.

Troyna and Villiams (1986) p.21.

Select Committe on Race Relations and Immigration (1973)
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Troyna and Williams (1986) p.22.

Ibid.
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in chapter six.
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See chapter five.
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See for example Mullard (1982), Carby (1982) and Hatcher
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A point emphasised by Troyr~ and Williams (1986) p.5.
Ibid.

Ibid.

Dorn and Troyna (1982) p.175.
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p.3. and (1978) p.7.

See Townsend (1271).

Little and VWilley (1981) pp.9-10.

Tomlinson (1983) p.23.
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See Troyna and Williams (1986) p.2.

See Tomlinson (1983) p.23.

Dorn (1983) p.3.

Mullard et al (1983) p.l2.

This represents a total of 64 out of 110 respondents.
Op.cit. p. 14, table 6.

ALTARF (1984) p.1.

See Laurie Lax (1984) pp.208 & 209.

See for example Hatcher and Shallice (1983).

See Menter (1984)

Vhat this comprises will be discussed in detail in the
last sections of this chapter and in chapter six.

This is particularly +true of +the Berkshire policy
considered in chapter five.

Op.cit. p.23.

For further details of the failure of policies to engage
with racism see chapter six.

Op.cit. p.27.

Troyna and Villiams (1986) p.28.

For a critical evaluation of the workings of Section 11
and an account of the revised regulations see Hibbett
(1682) and (1983).

This has been changed by recent rule changes outlined ih
circular No. 72/1986, Home Office (1986).

For an account of this see Tomlinson (1983) p.20.

Op.cit. p.180.

1976 Race Relations Act, quoted by Dorn and Troyna (1982)
p.180

Op.cit. p.180.

See discussion of the Berkshire policy in chapter five.
See Hibbert (1982) and (1983).

See note 9.

Op.cit. p.21.
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An approach grounded in DES (1977) but most fully
elaborated in the Swann Report.

Dorn and Troyna (1982) p.175.

See particularly chapters five and six.

See Tomlinson (1983) p.2l1.

See chapter one for a detailed consideration of these as
both background and context.

Op.cit. p.177.

It is interesting to note that Robin Richardson, at that
time the Adviser for MCE in Berkshire, suggests in a
letter to Richard Hatcher, that space is in fact won
through opposition and pressure whereas, Richardson
argues, Hatcher assumes it is merely provided by the
local state.

This issue will be discussed later in the chapter.

Op.cit. p.3.

Dorn, aop.cit. p.5.

See Berkshire Education Committee (1983a)

See ILEA (1983a)

See Green (1982), Little and Willey (1981) and Troyna and
Ball (1985b).

Green (1982) p.19.

Ibid.

See Tomlinsaon (1983) p.18.

This formed the subtext of DES (1965), circular 7/65
where concerns about effects on standards were expressed
and white parents asked to monitor whether LEA's were
responding to the circulars' recommendations.

This has ©been 1labelled by VWilliams (1979) as a
'technicist' approach.

One significant group of white teachers were the
Association of Teachers of Pupils From Overseas (ATEPO)
wha first expressed their changing emphasis through
changing the name of their journal from "English For
Immigrants" to Multiracial Education in 1971 and then by
becoming The National Association for Multiracial
Education (NAME) in 1973. More recently, NAME has come 1o
stand for The National Anti-Racist Movement in Education
and indicates a move to an explicitly anti-racist stance.
For an overview of some of the issues centring on
questions of identity and esteem see Verma and Bagley
(eds) (1979).

Op.cit. p.21.

Further comments on concepts of culture in state
sanctioned racialised forms will be made in chapter six.
These connections will be. =xamined in detail in chapter
seven.

See Troyna and Ball (1985b) p.13.

See Green (1982) p.20.

See Rex (1984) p.42.

Davis (1982) p.4.

Op.cit. p.20.

Ibid.

Op.cit. p.29.
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Op.cit. p.7.

Ibid.

The notions of ‘'individual' and 'unintentional' racism will
be discussed at length in chapter six.

Rex (1984) p.4b.

For a discussion of this and related issues see chapter
seven

Mullard (1982) p.29.

ALTARF (1984) p.2.

In LEA's such as the ILEA where all schools have been
required to produce policies this is particularly the
case. But it should be noted that there are counter-
examples: see Inner London Education Authority (1982).

See Little and Willey (1981).

See for example the Swann Report, pp.380-381, Lindsay
(1984).

See Mullard (1984).

See for example, Hatcher and Shallice (1983, Hatcher
(1985).

See Mullard (1981a) p.l121.

i.e. to accept it as a generic term.

See Hussey (1982) for a discussion of one aspect of this.
Villey (1984).

Davis((1982).

Op.cit. p.6.

Mullard (1984) p.7.

1bid.

Mullard (1984) p.10.

Mullard (1984) pp.10-11.

Ibid.

See for example note 190 above.

Mullard (1984) p.l2.

See for example. Mullard (1984).

Mullard (1984) p.l11.

Mullard (1984) p.l12.

Mullard (1984) p.16.

Mullard (1984) p.l11.
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In the 1980's, since the urban 'riots' of 1980 and 1981, a
few LEA's have produced policy statements on race and
education which have differed from their ‘multicultural’
predecessors through adopting an explicit focus on race. These
are some of the policies which Troyna, with Ball and with
Williams, has referred to as ‘'racialised' policies(l). They are
not only explicit about their concern with the issues of racial
equality but they also suggest that there are specific
characteristics of racial inequality and disadvantage and that
racism is a major factor in their perpetuation.

Policies from LEA's such as Brent(2), ILEA(3), Haringey ),
and Berkshire(5) can be viewed as representive of the current
stage of development of an embryonic anti-racist approach. As
such, 1f one wishes to assess the potential for policy and
practice to surmount the problems endemic to MCE, then it is
these policies which must be analysed. In this chapter I will
examine in detall Berkshire's policy initiative, the contexts
and processes of its production, the position it adopts and the
strategy employed in its implementation(6). Such studies are
fundamental if one is to discover the meaning and significance
of LEA policies and hence learn how they should be 'read' or
interpreted.

Berkshire's policy is particularly significant because when
the discussion document on which it was based was published in
June 1982 it received considerable attention from the press(7).
The policy as finaly adopted has been the object of critique by
academics, teachers and other commentators(8). It was also
included <(but without acknowledgement) almost in its entirety
by the ILEA in its revised policy of 1983(9). Consequently, the
Berkshire policy may be viewed as a high-profile statement,
representative of an alternative approach to race and education
which seeks to gain more credibility and achieve greater and

different success to the ‘multicultural' policles of the past.
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The ‘'radical' critics of MCE have argued(10) that the
reasons and motives behind LEA policy making are the same as
those of the national state: that they are concerned with
managing the effects of racism and minimising dissaffection
and dissent. In chapter six I will examine how this
‘functionalist' view confuses effects with intentions(1l). I
will also develop the idea, suggested in chapter four, that the
‘radical critique' employs a monolithic theory of the state
which drastically over-simplifies the relations between the
national and the local state(12).

This chapter 1is concerned with exploring the processes
through which the effects of local policy making are produced,
Through this I hope to show that although the ‘'radical
critique' offers a description of effects which is often
accurate, the assumptions made about their cause are seriously
mistaken. I intend also, through an emphasis on processes, to
assess the extent to which the effects of avowedly ‘anti-
racist' policies are similar to those associated with
'‘multicultural' policies.

Attributing a political meaning and intent to LEA policies
has been based not only on a view of the state but also on haw
LEA's are seen to interpret national events of significance for
race and race relations. The urban ‘'riots' and the general
racial structure of Britain outlined in chapter one, will
provide important contexts for LEA policy making but how will
they shape or influence the subject and object of policy? I
intend in this chapter to illustrate the way in which, in one
LEA, national ©policies, even*~ and general +trends and
developments affect policies and policy makers. Through this, I
hope to arrive at a more detailed idea of how national and
local state concerns around race and education intersect, and
hence discover whether LEA policy statements can or should be
read in the same way~as national documents.

1 will demonstrate that problems arise if one takes an
LEA's formal statement, their explicit policy position, as a

privileged and accurate expression of policy. Such an approach
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equates policy with official policy position, attempts to
access the meaning and significance of policy via an emphasis
on official discourse and applies a process o0f "symptomatic
reading® to official documents(13>. I will show that this
approach misunderstands the nature of policy documents, their
status, process of production and the role they have within the
articulation of the policy as a whole.

How one should read LEA policy statements on race and
education is a central concern of this chapter. One has to ask
what policy is, and where in an LEA's structure, activities and
system of provision the meaning of policy should be sought. A
general answer to these questions 1s suggested through the
approach to the analysis of Berkshire's policy. Four processes
of policy articulation are ideﬁtified: contexts and pressures
for policy; the explicit position, perspective or framework; an
agenda of issues and projects or measures; the strategy and
structure of implementation.

I hope to demonstrate that through these processes policy
is developed and it; meaning articulated. Consequently, it is
through an examination of these four processes that policy
should be analysed and policy statements ‘read'. From this is
should be possible to provide a guide to the comparison of
different LEA policies that recognises the complexity of LEA
policy making, that acknowledges the significance of the
process 0f policy production and the strategy  for

implementation as well as the 'position' publically endorsed.

Since 1945 Berkshire, both as a county and as an LEA, has
undergone many changes which have formed a general context
for policy making on race and education.

This is particularly true in Reading(14) - until 1974 ar
LEA in its own right where the system of schooling which
developed in the late 1940's and 1950's was closely linked to
the organisation of local industry. In keeping with the tri-
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partite philosophy of the 1944 Education Act, schools were
linked to specific sets of occupations which connected school
organisation to the form of the industrial base. Since then
changes in production and in the economy 1in general,
comprehensivisation and the changing racial composition of the
school population have combined to pose questions about the
appropriateness of Reading's system of schooling.

The re-organisation of local government in 1974 took these
problems to the new and larger Berkshire LEA which gained
Slough as well as Reading. These two towns have the large
majority of Berkshire's black people and their inclusion gave
racial equality greater visibility and made it a likely issue
for policy making(15).

In January 1983, the Education Committee of Berkshire
County Council adopted a statement of policy for racial
equality(16). This statement was the product of formal and
informal meetings and consultations(17) during 1981 and 1982.
It was the final form of a position on racial equality which
had changed significantly during that period.

The responsibility for drafting a statement had been given
to an Advisory Committee for Multicultural Education, a
committee of representatives from black communities, teachers
and head-teachers, local pressure groups, councillors from each
party, officers and two outside consultants(18). They produced
a discussion paper, 'Education For Equality'(i9), in the summer
of 1982. This was followed by extensive consultations up to
the presentation of a report and the adoption of the formal
statement by the Education Committee. Three policy papers(20)
were then produced based on the Advisory Committee's report.

The process of its production reveals the policy document
to be of a ‘consultative-working group' type as opposed to an
‘officer-member' type(21). As a description of the production
process this 1is accurate, and 1t is an important fact in
analysing the meaning and sigrificance of the policy, but it

does not reveal the context of its production. In other words,
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we do not necessarily know why it was produced at the time it
was, nor why it took the form it did.

To answer this, one has to look at pressures and
motivations for producing a policy. One must ask whether a
specific set of contexts or pressures leads to a specific type
of policy. One has to decide on the relative influence of
national and local events and the relation between them.
Through this, one can see how local events and contexts give
meaning to national events and contexts and explain why other
LEA's subject to the 'same' events and contexts have no policy.

Further, if, as 1 shall argue, the process and context of
policy production is an integral part of the meaning of that
policy, it becomes clear that the same policy statement adopted
by different LEA's will, if the local context and the process
of policy production are different, form part of policies which
need to be read differently.

Finally, one needs to know how the interaction of national
and local trends and events become interpreted by key
individuals in the LEA. Particular officers, and councillors,
play a vital role in receiving i;u essure and converting it intc
action and direction in the LEA structure. Their aims and
intentions therefore become extremely influential on the final
shape and meaning of the policy. Their conceptions and
understandings of what is being demanded and what it is
possible for the LEA to deliver, will affect the emphasis and
the limitations of the policy as a whole.

The demographic and other changes that have taken place ir
Berkshire provide the 1local general background for the
development of the policy for racial equality. The history of
black people's experience 1in Britain and the structural
position they now occupy, form an overall framework for
understanding particular responses such as Berkshire's

Education for Racial Equality.
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Vithin this framework, certain local events and
developments help one +to understand the significance of
Berkshire's policy. Foremost amongst these was the campaign
that arose in 1978 as a response to the Education Committee's
proposal to introduce a new sc;heme to govern which children
went to which schools in Reading. This scheme proposed to
divide the city into five ‘'zones' with children in each zone
being allocated to particular secondary schools(22). Members of
the campaign(23) argued that the system of =zoning
discriminated agains;, black and working-class pupils both by
intention and in effect.

Two further ‘campaigns' were significant in raising racial
equality as an issue for the LEA. The first of these has been
identified by one of the consultants(24) for the policy as a
campaign against racism in Reading. It was symbolically
represented by Berkshire's only black county councillor and
meshed two political forces: the Labour Party and the black
community, socialist principles and black politics. This was
not a campaign in the sense that the zoning campaign was but
it did have a central organising focus: youth provision,

"Youth" has often been a cipher for other issues and
concerns and this appears to have been the case in Berkshire
in 1980 & 1981. Two Reading youth clubs, the Appollo and
Central, highlighted questions of LEA support and resourcing,
of black identity and presence. In particular, when the Central
club's lease was ending and there was no prospect of LEA
support for new premises, black people started to sit in on
council meetings, the beginning of a demand for a voice.

At this time "“youth" had a wider significance. Black youth
in particular raised issues of disaffection, protest and "riot".
When “Education For Equality" was published in June 1982 the
Director of Education for Berkshire told the T.E.S.(25) that
that document was constructive, it was not drafted in response
to riots, no problem of that kind had arisen in Berkshire. It
appears that “riots were not a 'cause' of the policy but ir

interview(26) the DoE described "riots" as "part of the scene"
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implying an awareness of the extent of the dissaffection of
black youth. But in terms of generating a concern to minimise
conflict, they were as much a part of the local scene as of the
national scene. The Chief Executive of Berkshire, in a letter to
the secretary of the Association of County Councils in July
1980, reveals how much they were a part of the local scene. He
mentions talk of sit-ins etc. over premises for Central club
and refers to the fear by police that 'things might get out of
hand'. He then adds that,

"Fortunatly nothing untoward happened but having regard to

the Bristol riots, authorities and the police are naturally

handling any such incident however trivial, with the utmost
tact, sensitivity, and urgency."(27)

The second campaign arose out of growing criticisism by
Slough Asian groups of the lack of opportunities and provision
for their children and their communities. This has been linked
by one commentator(28) to the increasing institutional
influence of Asian communities in general and of particular
members of those communities. In this 'campaign' lay the seeds
of issues which continue to be relevant and largely unresolved:
consultation and representation, resources and the structure of
language provision in Slough.

Within these +two ‘'campaigns' and the zoning campaign,
growing awareness of the deficiencies of the system of
provision, whether mainstream or special, and of the quality of
provision, led many groups and individuals to start to bring
pressure to bear for action and commitment from the LEA. This
pressure was channeled through the Labour Party and in some
ways through the other ©pa .1es(29), <through community
organisations and Reading and Slough CRC's and also through
informal and social contacts and levers.

The zoning campaign led, in August 1978, to the CRE being
asked to investigate Reading's system of schooling. Troyna has
suggested (30) that "this provided a major impetus for the
County Council to appoint an adviser for MCE and then start to
develop an authority wide policy. However, the investigation
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took until February 1983 to complete its report. By this time,
the policy for racial equality had already been adopted and
also the report said that,

“We do not conclude that the allocation arrangements were

unlawfully discriminatory nor that the authority had

devised them with the intention of discriminating".(31)

It has further been suggested(32) that the efficiency and
the methodology of the investigation meant that 1t had
marginal effect on policy. However, the campaign leading to the
investigation- is probably the most important single factor in
the development of Reading's policy for racial equality. It
raised, in particular, two major issues which featured centrally
in the policy both in their own right and as aspects of other
issues. These issues were consultation and resourcing.

The LEA's proposals on zoning and school allocation came at
the end of discussions with parents, governors and head-
teachers dating from the mid-1970's. In 1976 it had become
necessary to re-organise Reading's secondary schools because
of the dominance of "parental choice" causing large inbalances
of intake. Consequently, the Education Committee set up a joint
officer/head-teacher working party charged with the task of
making specific proposals to the Education Committee. These
proposals were published for consultation and received a large
backing. However, when the council's proposals were finished,
after a ‘'quiet' period, they bhad been modified apparently
because of a few objections.

Campaign members saw these objections as emanating from
the already privileged, from those who lived in pre-dominantly
white and middle-class arear who through the existing
arrangements had privileged access to the "better" non-
selective schools. The working party's recommendations
threatened that access and therefore were changed. Supporters
of the working party's proposals were consequently natural
supporters of the ca-ipaign.

The issues of consultation are clear but why was, and is,

secondary allocation such an issue in itself? The answer tc
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this appears to lay in the relationship between the allocation
of resources to secondary schools, perceptions about which
schools offered “good education" and which children went to
which schools.

The differences in the racial composition of different areas
of Reading(33) makes it clear that any zoning of secondary
schools is going to have implications for racial equality in
education. However, it could be argued that given that racial
distribution any "“sensible" system of zoning will lead to a
concentration of black pupils in certain schools. This may be
the case but the campaign was not arguing that such a
concentration was in itself a problem(34).

The campaign claimed that the 'principle of proximity' was
not being adhered to, that pupils from certain primary schools
in working-class and racially mixed areas were being refused
access to close "good" secondary schools and sent to other
schools further away. They concluded that the proposals were
designed to advance some interests and to damage others. In
these arguments race was an issue but so was class and joining
them, a demand for jﬁstice.

Part of the significance of the =zoning campaign is that,
through their involvement, campaign members found out a lot
about what schools in Reading were 11ike(35). They discovered
inequalities and differences between schools far beyond those
expected and also saw a close correlation between those
inequalities and the class and race composition of the schools.

These observations and conclusions were based on two
premises connected with questions of resources. The first
concerns direct resourcing which seemed to privilege and
protect particular interests through moving resources in their
direction. Also, questions were raised about the allocation and
use of Section 11 funds(36) and the operation of the language
service. Both were supposed to benefit the black communities of
Reading but were not seen to be doing so. These issues

continued beyond the zoning campaign and are still relevant.
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Secondly, the camvaign argued from the, not always explicit,
premise that the system for funding schools interacted with
the operation of parental choice and with a wide variety of
processes that determined whether or not a school was a "good"
school, to produce a system of schooling that placed a
disproportionate part of the available resources at the
disposal of white and middle-class pupils(37).

To summarise, the zoning campaign raised a number of issues
which were firmly placed on public, official and unofficial
agendas. Generally, it made the crucial link between race and
structural inequality in the system of education. The arguments
put forward started to show how the organisation of the
education system could cause indirect discrimination and
undermine formal equality of opportunity. An interest in one
aspect of structure led to asking questions about the education

structure as a whole.

The context and background to the development of a formal
policy in Berkshire can be viewed as informal pressure for the
LEA to take some visible action to promote racial equality. The
beginning of +the zoning campaign co-incided with the
appointment in late 1978 of a new Director of Education (DoE)
and in 1979 of an adviser for MCE. Also at this time formal
pressure was growing from outside the LEA for a policy on
racial equality. That started in July 1979 when Slough and
Reading CRC's issued a joint statement arguing that Berkshire's
Education Committee,

"...should develop an unequivocal statement on educational

policy in the context of a multi-racial and multi-cultural

British society."(38)

Later that year Slough CRC and the West Indian Parents
Association (WIPA) held a joint conference out of which arose
priorities for action. These formed the basis of a letter tc
the DoE in May 1980 which included the issue of a policy
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statement as a first priority(39). The DoE replied that he saw
no reason why this could not be done but claimed that,

“...other LEA's had had negative experiences with this, a

policy statement is not necessarily a stimulus and may be

counter-productive®. (40)

However, following a meeting of Education Department
officers with Reading CRC early in 1981, the adviser for MCE
wrote in April to the DoE proposing that the department should
in principle be interested in issuing an official statement on
MCE(41). He further suggested that they begin by writing to
the education committees of Slough and Reading CRC's to plan a
process of consultation.

Vhen an LEA decides to develop a formal policy on racial
equality the question of the role envisaged for the policy
statement is foremost. As Dorn has asked, is it merely an
affirmation or does it have a role to play in action, in
change, in the promotion of equality and justice?(42). This
dichotomy was evident 1 ~ the discussions held by the ‘'ad hoc
working group'(43) in 1981. They identified both positive uses
and reasons for caution. Of the former they saw that,

- more discussion by teachers about MCE will lead them to
be more likely to implement the eventual proposals.

- there ought to be more teacher-parent discussion to
clarify disagreements for example over the content of a
multicultural curriculum.

- it would be useful for teachers and head-teachers in
relationships with white parents.

- it would offer moral support for teachers, but would not
actually build or inspire such commitment.

Caution was expressed because of,

- minority group scepticism about consultation and outcome.

- doubts about whether discussion in itself is a good thing.

- it possibly distracting attention from structural matters:

"Arguably the single most valuable decision, so far as the

education of minority groups is concerned, would be to end
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selection at 11+/12+. But this argument will presumably not

be central in a consultation on MCE".(44)

"The statement will either be bland...or else it will be

devisive".(45)

This tension between support and serious doubts provides a
useful backdrop to the development of policy. It is noticeable
that the positive aspects emphasise the concerns of teachers
and schools and their relationship with parents whereas
negative aspects more directly express concerns of the black
community. This is not to say that the black community did not
want the policy statement, in fact they exerted the major
pressure for the policy, but it does show how subsequent
disputes over the form and focus of the policy were  pre-
figured in early discussions.

The submissions and approaches referred to made up the
formal presssure but the adviser for MCE claimed to have felt
that pressure to be quite resistable(46). To have an effect on
the LEA it required key individuals 1like the DoE and the
adviser for MCE to be receptive to demands for formal policy.
Understanding how pressures and demands were received within
the LEA is of more than casual interest because of the key
role that individuals played 1 guiding the policy through
departmental and council structures. It is important because
they acted as focal or pressure points for community and other
demands. Demands have to be listened to and pressures felt,
therefore the intenjcicms, aims and understanding of these
individuals all play ‘a part in shaping the policy.

The DoE's receptiveness to pressures for a policy statement
seems to have had three bases: moral, political, and
institutional. Moral, because he claims that, soon after his
appointment, he perceived that black children were 'mot getting
a fair deal'(47). Political, both because of the explicit
approaches mentioned and because of mounting pressures around
secondary allocation, selection and language provision in
Slough. Institutional, because o0f the advantages for the LEA
and the Education Department of having a "high profile" policy
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on race and education{48). He suggested(49) that if one is
looking for being ahead then one should pick a field that is
important in the community. He also stated that,

"...] see the issue of racial equality becoming increasingly

important over the next few years and I would like to see

the department and if possible, the council, being somewhat
in advance of the field.”(B0)

The DoE's motives and intentions are clearly varied and
show that to attribute a simple meaning to his support for
producing a policy misrepresents his personal, political and
institutional location as an LEA officer. His receptiveness to
the varied pressureé for a polcy statement was an important
factor in that pressure becoming expressed and supported
within the Education Department.

The adviser for MCE saw producing a policy to be
advantageous in two main ways: the process of consultation
involved in the development of the statement would itself be
useful in raising awareness and putting issues on a variety of
agendas(51); the policy statement could sponsor, create and
legitimate curricula change in schools and encourage general
changes in educational provision. It would also, he explained,
respond to pressures from community groups and NAME groups.
He felt it necessary 'to 1live with himself’, not to feel
constantly criticised and to ‘'remain on good terms' with
community and other activists(52).

This illustrates how national and local, social forces and
contexts can rely on individual actors for the form in which
they are articulated through a given structure. But realising
this should not, as Troyna has pointed out(®%3), lead one to
accept Young and Connelly's emphasis on the role of 'policy
entrepreneurs'(4). To view the activities of key LEA officers
as the cause of policy development would be, in Troyna's
terms (®5), to 'de-contextualise' their activities. The accounts
of the zoning campaign, other campaigns, concerns about
conflict and dissaffction and formal pressure for policy,

answer Troyna's question(56) about the events, locally anc
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nationally, +that led +to the development of individual
commitment to change. When coupled to the motivations of the
major actors, these events and contexts show how 'pressure'
becomes translated into policy making.

If policy development were dependent primarily on ‘policy
entrepreneurs' then one would expect their role to be
interpretive and their own conceptions to remain unchanged. But
actors involved in the production of policy can be changed by
their role within it. A number of interviewees referred(57) to
how the two key officers started "really to listen" and how,
during the production of the policy, they radically altered
their approach.

For the adviser, important parts of that framework changed
during the development of the policy statement and the
approach that it endorsed. One interviewee pointed out that
the adviser initially placed his emphasis on the curriculum but
others, particularly those who had been involved in the zoning
campaign, had argued that if all one considered was the
curriculum, then that becomes part of the problem(58). Many
pressures on the adviser led him later to look further: at
structure, racism and resourcing. The success of this pressure
was reflected in the changes in the framework of the policy
and was essential if the concerns of black people were to be
addressed. The movement in the adviser's approach was from a
'‘multicultural' one, interpreted primarily through the politics
of underdevelopment or via a world studies emphasis, to a more
'‘anti-racist' one, This was important because of the adviser's
role for both the LEA and for the perceptions of black people.
He was an ‘'ideological broker'. The change in perspective was
crucial to major concerns with communication, credibility and
legitimation.

Although +the adviser's perspective changed during the
process of drafting a policy statement his identification(59)
of the most useful "pressure points" and strategy as the
internal organisation and curriculum of schools rather thar

secondary allocation and re-organisation was a crucial one. It

-
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pre-figured the limitations of the perspective finally adopted
by the Education Committee and diverted attention away from
certain types of structural considerations. This was probably
based on an accurate assessment of what was politically
feasible at the time but it did justify fears expressed(60)
about the dangers of adopting a policy statement.

This picture of the role and location of an individual
within the LEA structure starts to show how pressures and
demands are framed, interpreted and translated into moves or
pressures within that structure. The importance of alternative
ways of doing this 1s revealed through the foci and actions
that different frameworks promote. The tension between
structural and cultural considerations or determinants had
started before even the informal stages of policy production
had begun. This will be seen to permeate all stages of policy
development. That tension provides the backdrop for the issues
so far identified as thay continue through the processes of
development, statement and implémentation.

As an account of the interaction between national and local
events and individual motivations, the above is a contingent
view of the production of a particular policy statement. I have
attempted to show the fluidity of the interaction and indicate
that the developmenf of a policy statement and position is a
process of negotiation. This supports the approach to ‘reading’
policies referred to earlier. An approach that sees a policy
statement as possibly internally contradictory and still an
object of negotitation and struggle. That idea will be further
born out in the following sections of the chapter.

The pressures and contexts for the production of a policy
statement allow one to begin to understand the role of the
policy statement. The policy statement is clearly an attempt to
meet, respond to and reduce both formal and informal pressure.
But that does not necessarily mean that changes in resourcing,
systems of provision and in school practice cannot flow from
it. Whether this is likely to happen will be discussd in detail
in the section on implementation. But given that the policy
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statement and position appear to have been objects of struggle,
one clearly needs to know what they contain in order to
understand the role envisaged “~r the specific statement and

position adopted.

rk

So far I have cotcentrated on describing and analysing the
pressures for policy, the context of policy production, the
mechanics of policy production and early aims and arguments.
This is the first of three aspects necessary to the evaluation
of policy statements. It is important to understand its stages,
to read the significance of issues rejected as well as those
included. This will ©become <clearer when 1 examine the
development of the policy agenda.

The second aspect is the overt content of the policy
statement. This must be expected to be contradictery or at
least open to different interpretations. This 1is a likely
consequence of the negotiation and compromise that goes into
the process of production but is also may become an asset
given the politics of legitimating a peolicy.

This approach to policy statements, if coupled with an
interpretive role for the third aspect, implementation, warns
of the dangers of claiming that a particular LEA has a
particular ‘'position' on race and education. A ‘'position’, if it
unequivocally exists will not be ‘held' in a position statement
but will be articulated through the process of development,
the perspective adopted and the strategy for implementation.

LEA's do however produce different statements and
Berkshire's policy statement has been widely seen as taking
up an gvertly ‘anti-racist' pesition. In ‘“Education for
Equality"(61) the policy position is described as “"emphasising
primarily equality" and it criticises two alternative positions
which emphasise integration and diversity.

"Education for Equality" claims that,
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"The fundamental debate is to do with three main values:
integration, diversity and equality. Most people support all
three of these values. however, diferent people understand
them in different ways, and combine them together into
different overall outlooks."(62)

The distinction between the three approaches serves to
identify the position endorsed in the policy statement and to
locate the policy with respect to the dominant, multicultural
themes of national documents and reports(63). Through refusing
to emphasise diversity, Berkshire's policy breaks with the
dominant conceptualisation of aims, value and remedies. This,
was the result of a change in position during the drafting of
the statement. A move from diversity to equality in which the
need to speak to black people, the insights and demands born
in the zoning campaign, and the conscious perspectives of
Advisory Committee members, especially the two consultants,
came together to produce an ‘'anti-racist' postion.

The significance of the presentation of the three
frameworks goes beyond the promotion or emphasis of the value
of equality over integration or diversity. Different overall
perspectives involve,

"..different definitions of the problems to be solved,

different understandings of the nature and role of racism,

different proposals and prescriptions about what should be
done in practice."(64)

Berkshire's policy has been described not only as an anti-
racist one but also as a "black policy". This is true because
of the involvement of black pcople in bringing pressure to
bear, both formal and informal, which led to the policy and
also through black involvement in the process of production.
According to one of the consultants involved in the policy,

"Over a period of six months the committee moved from a

wishy-washy white liberal view of the problems to a far

more radical position which honestly attempts to engage
with black definitions".(65)

This was view was also put forward by the DoE:
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"...it is essentially a black perception of the problem it

says that Britain 1is a racist society. We have given the

black community representatives a voice and some people
will find this threatening".(66)

However, this does not fully represent the process of
development of the document. It must be remembered that,

"This document does represent a black view of reality but

not totally, it reflects a negotiation, a set of interactions

between black and white."(67)

Submissions sent to the DoE during consultation and
transcripts of consultative meetings reveal that many teachers
and other did find this threatening(68). From the earliest
discussions(69) about issuing a policy statement it was clear
that a large difference existed between what teachers would
want said and what black people might want. This dichotomy
was clearly shown in how the existing level and type of
provision was evaluated. The chairman of the Education
Committee claimed th;t ‘Education For Equality’

"...totally ignores all the good things already happening in

Berkshire" (70).

Vhen outlining guidelines on specific topics, there is a
concession that,

“The guidelines will of course draw on the many examples of

good practice which have been developed in recent years in

Berkshire, by schools, by individual teachers and by

communities." (71)

However, the earlier unequivocal characterisation of Britain
as a racist society confines any concession to existing good
practice to the background to the policy, it is not a part of
the document's analysis. Interviewees offered little evidence of
good practice, pockets of activity were to be found but these
were of the "steel band, sarl and samosa" type(72). One
interviewee(73) acknowledged the existance of ‘multi-cultural'
curriculum reform but she argued that this made no discernable
difference to examination performance or employment prospects.

The DoE also claimed that any good practice was isolated, only
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in the primary sector and most importantly for him, had no
framework for guidance(74).

The relegation Dfﬂ '‘good practice' in the document represents
a denial of a white professional view and also of the curricula
emphasis of MCE. The shift from this to an emphasis on
equality and justice was a key outcome of black involvement in
the process of policy production and supports the contention

that Berkshire has adopted a 'black policy'.

The overall changes in the policy framework happened
through the adoption of a particular "position" but was also
secured throught he development of certain key concepts. In
'Education for Equality' opposition to racism is to the fore:

"..racism is morally wrong and therefore contrary to basic

principles of social justice...is against the long term

interests of the majority, since it is bound to lead...to
considerable social unrest. It damages and dehumanises
white people as well as black.."(75)

It concludes that,

"...Britain is a racist society..racism in the wider society

is reflected in, and re-inforced by, racism in schools and

in the education system"(76).

The strength of Berkshire's anti-racist position, although
supported by moral and other arguments, lays predominantly in
the latter contention about schools and society.

An early draft of the discussion document(77) defines
racism as a combination of discriminatory and negative beliefs
whereas the document finally published refers to,

"..routine practices, customs and procedures...maintained by

relations and structures of ©power and...justified by

centuries-old beliefs and attitudes...Racism is a short-hand
for this combination of discriminatory practices, unequal

relations and structures of power and negative beliefs and

attitudes®.(78)
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The first policy paper(79) endorses this definition but
refers to "the distribution of power and influence" not to
"structures and relations". It therefore weakens the structural
emmphasis of the consultative document.

Racism is further defined through a distinction from
racialism:

"The latter refers to explicit negative beliefs, and to

intentionally offensive or violent behaviour....The term

racism 1s much wider ...Racism encompasses racialism, but
refers to institutions and routine practices as well as to
the actions of individuals, and to unconcious and
unidentified effects as well as to deliberate purposes".(80)

This distinction is particularily important because it is
evidently not understood by many respondants to the policy.
The criticisms that teachers perceived the policy to be making
of them(81) depended on misunderstanding racism as racialism.
Many may be guilty of the first often through failure to act
against it - but few are guilty of the latter(82). Combatting
racialism is a relatively straight-forward, technical, problem.
Dismantling racism on the other hand requires complex and
detailed institutional analysis.

This latter fact partly: ™ explains a shift at the
implementation stage of the policy. A shift in emphasis from
racism to racialism occurs not because racialism is pushed to
the fore, it was always oOne issue among many, but because the
institutional analysis(83) necessary for dismantling racism in
education does not “feature in the policy's prescriptions for
action and change.

Two further concepts feature centrally in the policy:
equality and Jjustice. Both are important because they are used
to give summary answers to questions about the goals of the
policy. Racial equality is defined as follows:

"There will be racial equality in education...if and when

Asian and Afro-Caribbean people are proportionately

involved in teaching and administration at all levels, in
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higher and further education, and in streams, sets, classes

and schools leading to higher and further education."(84)

This amounts to equality of representation in certain key,
high status sectors of education and is not the formal equality
of access usually promoted via the notion of equality of
opportunity. Responses to the policy papers reveal that neither
this idea nor the distinction between positive action and
positive discrimination is well understood(85).

Racial justice in education is defined as reached,

"...if and when the factors determining successful learning

in schools do Elc)’t discriminate, directly or indirectly,

against ethnic minority children."(86)

The two concepts are linked because,

"Justice is the means by which equality is both achleved

and maintained. Equality is not only the consequence of

Justice but also its basis and surest guarantee."(87)

These three concepts, and the relation between them, help to
explain the meaning of Berkshire's policy. They, in the context
of the analytic framework as a whole, specify an approach to
racial disadvantage and discrimination and communicate aims
and values. The emphasis on a structural concept of racism and
the acceptance of 'black definitions and experiences' places the
policy in a critical tradition that attempts to escape the
limitations of approaches based on integration and cultural
diversity. But it would be wrong to conclude from this that
Berkshire's position is fixed and that particular priorities
and measures for action will now follow. This <c¢an be
illustrated, in the first instance, by examining the struggle
and debate that has surrounded key terms used in the

discussion documents and policy statement.

The distinction between frameworks 1is vital in putting
forward a preferred approach and hence a preferred set of
practices. Certain concepts were emphasised and each gaine

significance through the role it plays within the particulaz
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approach or analysis. Terms also, as signifiers of concepts and
hence as cyphers for approaches or values, play a central role
and are objects of struggle and negotiation.

During the development of the policy there were certain key
debates over terms and phrases. These debates covered issues
of correctness, emphasis, euphemism, significance  and
representation. In most cases each of these facets of
terminological dispute were in evidence. Three examples will
serve to illustrate this.

First, the title of the policy developed from one referring
to "multicultural education", through one referring to “anti-
racist education", to "Education for Racial Equality". The first
shift represented the general move in framework and emphasis.
The second sought to adopt a more positive orientation: “for"
rather than "anti".

Secondly, the most important terminological choice was
between “black"” and ‘“ethnic minority". Officer papers(88)
written in 1981, before the Advisory Committee(89) met, use the
latter but the Advisory Committee soon changed to the former.
They use "black" to refer to both Afro-Caribbean and Asian
people because it,

"...emphasises the common experience which both Afro-

Caribbean and Asian people have of being victims of racism,

and their common determination to oppose racism."(90)

Thirdly, the phrase "language of minority communities" was
changed by the advisory committee to what it actually ment:
“"Asian languages". Issues of accuracy come to light as does the
political significance of "black" - it makes connections and
highlights common experiences

In the light of this, it is highly significant that the only
major change the Education Cc.anittee made to the Advisory
Committee's report was to replace ‘“black" with ‘“ethnic
minority". This was the price for obtaining consent to agreeing
the statement {rom all parties within the ‘'hung' council.
Vithout this the statement may not have been agreed at all.

One of the consultaats on the policy referred to this as a
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change in the "conceptual language of the policy
statement"(91). However, he added that,

"...the definition of "ethnic minority" is about the best you

can get under the circumstances".(92)

This shows how the battle over terms is a complex one. The
definition referred to includes references to power structures
and the common experience of racism. It thereby uses concepts
derived from an ‘anti-racist' approach to define a term central
to a 'multicultural' one. Such contradiction and tension shows
that the meanings of the central terms are fluid and will
‘finally' depend on how the policy is implemented.

The debate over terms focuses another important debate
within and around the policy: whether to emphasise black-white
relations or to emphasise the position of all ethnic minority
groups. In Berkshire's policy the relation between black and
white 1s presented as having analytic priority over other
relations of subordination and domination Dbetween racial,
cultural or ethnic groups. It is also prioritised in practical
terms, it 1is a focus for action, and therefore a political
priority. The 1issue to be decided is whether this
prioritisation constZtutes a theoretical or practical flaw in
elther the presentation or stance of the policy.

Most of the criticisms(93) of this approach concentrated on
four issues: class and gender; other types of racism; ethnicity;
positive action and equal opportunities. These issues raise,
albeit obliquely, questions central to the specificity of black
oppression and show the importance of +the clarification
attempted 1n chapters +two and three. Each objection |is
represented as taking 1issue with the black-white emphasis.
However, each actually contradicts central elements of the
policy's explicit position on the nature of black oppression
and of the wider analysis of the raclal structure of the social
formation on which that position draws.

Class and gender 1Issues appear mostly 1in lists of
alternative bases for discrimination, in claims that

Berkshire's position could apply equally to all of them(94). It
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is clear that women and girls, working class adults and
children, the unemployed and the handicapped are discriminated
against but does that invalidate the policy's position or
analysis? Berkshire's position would surely be strengthened by
being developed to show the relation of racial oppression and
exploitation to ’chad'i based on class and gender. In fact, the
limitations of the policy with respect to structural aspects of
educational racism could then be explored and removed(95). But
that would have to be done, as 1 have shown, through an
exploration of the specificity of ©black oppression which
necessarily involves an understanding of the relationship
between race and class, The use of unstructured lists of
discriminations leads only to a pluralist equivalence between
different types of discrimination and would serve to undermine
the potential effectiveness of the policy in opposing racism.

The second and third issues, of non-colour based racism and
of ethnicity, do point to limitations of the policy but mis-
understand its location, its audience, and its function. One
critic argued that,

"The failure to acknowledge the existence of anti-semitism

as a form of racism is both ignorant and offensive'(96)

This 1s a powerful claim, as would be that of anti-Irish
discrimination, for inclusion in Berkshire's definition of
racism. Both are far more than ethnocentric or stereotyping
attitudes, both are structural and have distinctive historical
relations with Britain or Western Europe. However, the specific
qualities of the 'Berkshire situation' must be recognised.
"Education for Equality" was not an abstract exercise nor an
attempt to ‘'operationalise' a 'complete' concept of racism. It
is the result of largely black pressure and it does not claim
to exhaust the forms of racism. The focus is black-white
relations because it had to speak to black people and their
experiences and perceptions and it had to address itself tc
white people, especially white professional educationalists.

The major problem with +the emphasis on black-white

relations is not so much its adequacy as a basis for the
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analysis of racism but its re-inforcement of an exclusively
'‘racial' focus. Troyna and Williams go so far as to argue that
Berkshire was unable to accomodate a class element in its
analysis because of the ‘'crude black-white distinction'(97). It
certainly assists in that but I would argue that it is
symptomatic of a particular approach to racial specificity
which is also articulated through the issues that are focused
on and prioritised.

The issue of ethnicity had largely been pre-empted by the
consultative document's use of "black" over "ethnic minority"
but despite the policy paper's use of a positive definition of
that latter term, the change in termonology opened up the
policy to pressure for a change of focus. It was argued that
too narrow a definition of “ethnic minority" is employed(98)
and that it should be "widened" but this would contradict many
other aspects of the policy and would therefore weaken, not
strenghten it. It would cease to speak to black people and
thereby lose its main role and justification.

These arguments for maintaining the emphasis of the policy
on black-white relations suggest what might be termed a
"situational definition of institutional racism". It points to
the need for a model of institutional racism which will allow
that not all levels or instances of racism will be present in
all LEA's or in all schools(99).

The particular form of any given instance of racism will
tend to prioritise certain racia’ or ethnic groups over others.
The focus will tend, because of the racial structure of the
soclal formation as a whole and because of groups' specific
histories, to be on Asian and Afro-Caribbean groups. This is
not however inevitably the case in all situations. Pre-
dominantly white arcas, those with significant South European,
Irish or Jewish populations will feature a variety of forms of
educationally specific institutionalised racism and hence will
require different strategies and foci.

Lastly, the policy's commitment to positive action(100) has
provoked both misunderstanding and opposition. This hat
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depended on a combination of equating positive action with
positive discrimination and questions about how this affects
the idea 0f equal opportunities.

Positive action is linked to pursuing actual equality, i.e.
equality of outcome and therefore contains an implicit critique
of ‘equal opportunities'. Many people argued that equal
opportunities existed in Berkshire but how is this to be
reconciled with a strong black belief to the contrary and with
the low representation of black pupils in high status schools,
streams and sets?

Berkshire's emphasis on justice clearly shows that equality
of opportunities is not enough. This is true also in the
definition of racial equality which calls heavily on the
general ‘position' of the policy. To accept the idea of equal
opportunities would be to ignore the barriers to equality. Not
to advocate positive:action to overcome such barriers would be

to undermine the policy as a whole.

ructure a

Each conceptual or terminological 1issue points to the
importance of the structural emphasis contained in the policy
position. In the development of the policy the tension between
structural and cultural considerations, between an institutional
focus and a curricula one has been a major dynamic. The aim of
equality articulated through the opposition to racism, shifts
the focus onto schools as institutions. It emphasise school
structure and provides a framework within which curricula and
school processes and practices can be criticised. But some
crucial school processes and functions are missed because the
policy fails to consider the specificity of racism in education
and to locate schooling within the structural and cultural
racism of the social formation as a whole. It fails to link its
analysis of structure to the processes of schooling.

Schools effectively allocate and select children for their
roles, employment (if fortunate) and statuses as adults. Vher

this function is performed within a racist social formation it
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functions in an effe>tively racist way. The racial composition
of Berkshire means that allocation and selection are essential
agenda items for any policy aiming to combat racism in
education. Neither features in the policy, consequently the
processes of institutionalised racism which exist in the
relations between schools are not scrutinised or affected. At
best, the processes and relations  within  individual
institutions will be recognised and remedied(101).

The absence of issues of allocation and selection indicate
that while the racial specificity of the policy is a strength
with respect to its presentation and acceptability to both the
black population and to the council, it is a weakness with
respect to central structures of racial discrimination in
education. To raise and pursue these issues would also involve
confronting processes and structures through which class
privelege is maintained. This indicates that at the level of
the policy's “analysis", the failure to make any link between
race and class leads to major limitations on the range of
issues which can be acted on and hence on the potential
effectiveness of the policy. In theoretical terms, the policy
lacks precisely the analysis of the specificity of racial
oppression and exploitation that 1 sought to develop in
chapters two and three.

The presentation of the three frameworks, one of which is
endorsed and two others rejected, is designed to give guidance
to practice. How the role for a policy statement outlined
earlier is fulfilled should depend upon the framework and
analysis endorsed. In principle, the framework will define key
concepts and terms, specify certain meanings for those
concepts and terms and proscribe other common-sense
understandings. This complements the function of  the
statement with respect to change and innovation. Some
practices and approaches, aims and understandings will be
endorsed and promoted, others de-legitimated and discouraged.
Knowledge and information about frameworks and approaches

therefore becomes crucial to préutitioners, politicians, parents
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and governors because the fulfillment of this role depends on
the level of awareness of the tri-partite distinction and of
its significance for practice. Lack of such knowledge will
cause problems for policy implementationm.

The importance of disseminating the policy is not limited
to a question of informing teachers and others and leading
them to implement the policy. It appears to be the raison
d'etre for specifying a framework in the first place. But this
does not seem to have been a consideration. The framework
adopted is analytically superior to the two rejected. Also, it
bhas the politically important quality of connecting with and
endorsing ‘black definitions and experiences'. But its success
in these respects 1leads it to be presented at a level of
generality that makes its implications for practice, and its
meaning for practioners, aobscure and uncertain. What the policy
will mean in practice still remains to be specified and it will
depend not upon the framework and analysis but on the
particular issues raised and the projects and measures adopted
to resolve them.

A structural analysis of racism, and hence a structural
concept of race, is central to’ the policy's framework. It is
also maintained that schools re-inforce this structural racism.
But the level of generality at which this is argued is not only
a practical problem for implementation. If racism in education
is adequately to be theorised then it is crucial to identify
the specific form thdat racism takes in education. What are the
px:ocesses, practices and structures through which racism is
reproduced in education? Failure to pose this question leaves
the analysis and the framework for action, only partially
articulated. It allows a re-articulation through the projects
and issues prioritised which does not necessarily reflect the
major concerns implied by the framework.

The issues that feature on the policy agenda are important
channels through which the policy is articulated. Silences and
ommissions affect that articulation both through specifying the
limits of the policy and through the development of a system
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of priorities. How this articulation takes place, what 1its
significance is and what it says about how we should read

policies will be considered in the following section.

le of Agenda Developm~n

From 1979 to 1983 a list of areas of concern and topics for
action developed as the policy as a whole developed. Which
areas these were, who raised them as issues, how they were
approached and the -action finally taken all contribute to an
understanding of the policy in practice. They also offer the
key to the likely inpact of the policy.

These issues can be viewed as potential agenda items which
compete both for inclusion and priority. As a category, "agenda
item" does not refer to a homogeneous group of topics or
issues. For example, the first agenda item was that of the
policy statement itself, an item that underpins all of the
others. Consultation and resourcing are issues themselves but
they also touch on most demands and proposals for special
projects or measures. An issue like "curriculum reform" also
includes others such as "Asian languages in the curriculum" but
can be viewed as an item itself. Agenda items may have
different levels of generality or specificity and may be
included in, or dependent on others.

However, competition between agendas was a central
component of how different general positions were articulated
and how they fought for legitimation. That competition took
place not between complete and opposed programmes nor for a
limited number of "slots". Any item from competing agendas
could in principle be included or excluded., They are competing

for priority, for legitimation and for resources.

Developing Agenda. Developing Fra Ik,
The development of a policy agenda can be traced from the
same origins as the demand for a policy statement: CRC's and

VIPA between summer 1979 and spring 1981, In total, at least
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thirty-four different issues feature in official papers and
documents between April 1981 and January 1983, but only
seventeen can be traced through to implementation and a
majority of these originate in early ‘community' proposals.
This would seem to support the contention that the Berkshire
policy has a “"black perspective".

If one examines the relationship between the developing
policy position and the agenda of issues a more complex
picture emerges. Early agendas, those that pre-date the
Advisory Committee, seem to be broadly of two types: one type,
emanating from "community" sources was mainly a list of
demands and priorities without a well articulated framework;
the second type, in official LEA papers, presented topics and
issues within a reasonably explicit multicultural framework.
From this it appears that a relatively stable, continuous
agenda begins without an overall framework or within a
multicultural one but ends up accompanying an ‘anti-racist' one.
This must raise doubts about whether the policy agenda is the
practical consequence, manifestation or concretisation of an
anti-racist, structural analysis.

It has to be decided how this continuity bears on the
eventual framework, If one were to argue that a framework de-
lineates or implies, a particular set of issues for action then
the cited continuity might appear to undermine the policy's
general stance. However, it 1is clear that many topics are
issues whatever the framework adopted. The framework may
affect an agenda not so much through the items included but
through the action Zaken on a given issue, One may discover
more about what a policy means through specific approaches or
interpretations of issues. Further, silences and absences from

the agenda may say more about the policy than the issues
included.

1 have referred to the absence of allocation and selection

from the official agenda. These issues were, and are, of major
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importance to black groups. Similarly, the availability of
single~sex schooling for girls was on many community agendas
but appears nowhere in official documents. Pre-school and
nursery provision were also raised in many submissions and
although they appear in the consultative document, the policy
papers do not prescribe any action.

The above issues are important not only as issues per se
but for two further reasons. First, they may be viewed as
central components of "black ag. .das". They lead one to ask to
what extent a black agenda or agendas existed and i1if they
existed how successful they were in becoming part of the
official agenda. Secondly, all of these omissions bear witness
to the problems encountered when the remedial change required
has large structural” or financial implications. They show that

when the necessary action strays beyond reformative or

compensatory measures then other principles selection,
elitism, financial stringency - dominate the principle of
equality.

Further issues occur in many submissions and in official
drafts and documents but fail to reach the implementation
stage. These include representation on boards and committees
and suspensions and exclusions. The reason for their exclusion
is harder to discern but the difficulty in changing these may
be a factor. Each is located within institutional practices. The
first is embedded in the system of political nominations and
LEA processes of appointment; the second in school processes
of designation and punishment. To change either would involve
a type of institutional analysis that is lacking from this
policy but is clearly demanded if one is to locate these
processes within any model of institutional racism.

Overall, issues which have not become agenda items follow
the pattern that Troyna and Williams have identified(102).
Items are excluded which have great significance for racial
equality even though they are neither racially specific nor do
they work through race. Hence, action in these areas would have

significant implications for other types of inequality and for
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the organisation of the system and provision of schooling.
Their ommission  provides the connection  between  the
exculsively racial focus of the policy's analysis and the
emphasis on ‘'black needs' enshrined in the projects and

measures that make up the implementation strategy.

The Prioritisation, Relations and Content of Agenda Items

The inclusion or exclusion of agenda items contributes to
determining the meaning of a policy and consequently points to
how it should be read. Further processes can be identified
which depend upon three related properties of items included:
prioritisation, relations +to other agenda 1items and the
internal form and CDnt\ent of such an item. A brief example will
illustrate this.

"Ethnic monitoring" was seen as an essential issue in early
officer papers but as a result of the intervention of black
members of the Advisory Committee, it was dropped as an
agenda item. They argued that the collection of information on
academic performance and progress of black pupils was both
unnecessary and diversionary. They claimed that such exercises
had frequently been a substitute for action or an attempt tc
prove that things were not as bad as some people made
out(103>., This position relates both to the effects of
prioritising the issue and a relation with other agenda items
through which it may undermine or dominate them.

The importance of the ‘internal form' was later shown when
V1PA were calling for the (re-)introduction of complete record
keeping in schools and for a joint school-community study of
the more subtle features affecting West Indian childrens’
attitudes to learning(104).

This shows that the opposition to the collection of
information is not opposed to it as such but depends on the
context and motivation. Research can have a place if not
carried out in an ‘anthropological' way. The issue over "ethnic
monitoring" is not as it may appear an argument over which

facts to collect or an opposition between fact and opinion.
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Critics of "Education for Equality" castigated it far its
"baseless assertions and opinions presented as facts"(105).
However, that document, to the extent that it represents a
black perspective, takes black experience seriously and
validates it as a source of social facts. The issue then is
abaut whose experience counts and who controls the definition
of the praoblem.

If statistics about black achievement are collected by the
LEA then it 1is pre-dominantly 1in the hands of white
researchers and policy makers who consistently fail to
acknowledge black perceptions as valid ar sufficient basis for
action. It is a matter of power and contral, of wha defines,
locates or i1dentifies the ‘'praoblem' and its extent, of who
draws up the agenda.

The agenda of issues that accompany the policy statement
and framework interpret and re-articulate it and indicate that
a pracess of negotiation and change is taking place. These
processes will be alsa be evideat as the policy moves on to
specific projects and measures. It becomes clear that there is
no logical or necessary relation between these three stages or
aspects of the policy. A connection exists but it is more one
of opening up or closing off possibilities.

The agenda outiines priarities and praomotes specific
projects and measures to a greater extent than the framework,
there is a more immediate connection with action and change.
This suggests two general conclusions about the way in which
LEA policies and approaches have been analysed in the past.
First, the emphasis of critics on the general approach,
analysis or values af a 'multicultural' framework helps, through
a 'symptomatic reading', to identify the basis of limitations
and lacunae in practice. However, adopting an ‘anti-racist'
approach which remedies the deficiencies of a multicultural one
does not necessarily lead to anti-racist practice. Secondly, a
concern to develop an adequate framewark, concepts and terms
is important but it can become a purely academic exercise if

the agenda is not given equal weight and consideration.
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Agendas highlight topics for action but the prioritisation
of different items, their meaning in practice and their
relation to other items is nt fully articulated until the
measures that are to be taken are outlined in terms of action
and change. This will be demonstrated through examining the

strategy and structure of implementation.

It may appear that the final stage of a policy,
implementation, is a largely "passive" phase in which an
already formulated policy is put into practice. Far example,
this assumption underlays Menter's criticisms of Avon for
failing to respond to certain 'racist' incidents. He assumes
that this 1s a deviation from the meaning of the policy, a
carruption and undermining of it(106).

In opposition to this, my analysis of the process of policy
praoduction and articulation indicates that a policy is more
fluid, the product and object of continued negotiations. As a
carallary, implementation should also be seen as an active
phase in which the meaning of the policy is further defined. It
is clearly the stage at which action is taken to support and
motivate initiatives that further the aims of the policy but it
also represents a (re-Jarticulation of the policy through
practice. Consequently, one has to examine the relationship of
commitments and concerns to trends and directions in practice
in order to understand what the policy comes to mean.

My concern in loocking at the implementation of the policy
is not to arrive at an assessment of whether the policy is
working or not but to answer the question, can it work? 1 have,
through my analysis of previous stages of the policy, presented
an interpretation of the policy. It is necessary naow tao see
whether the interpretation of the policy implicit in the
structure of implementation is consistent with that earlier
interpretation. 1 will argue that, in general, the prajects,

measures and new appointments that have been proposed do not
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seem to follow from the previous stages of the policy. They
seem to be the part of the policy that has been given the
least thought and consideration.

The 'strategy' for implementation appears to have two main
parts. First, support and assistance to schools in implementing
the policy and second, the monitoring, overseeing and
development of the policy at an LEA level. Support is organised
through four types of new appointment: for curriculum and
language, for ‘'community education', a Team for Racial Equality
in Education (TREE) based at Bulmershe College, Reading and an
Assistant Education Officer. Overall responsibility for the
second lays with an Advisory Panel drawn from community,
professional, and political sources but it is assisted by three

working parties.

entation in Sc

The third of Berkshire's policy papers on Education for
Racial Equality is entitled "Support"(107)> and it outlines 16
projects recommended by the Advisory Committee to the County
Council. These projects are tied into the six aims and sub-
sections of the formal policy statement(108). The way in which
the aims are related to the 16 projects reveals certain
dominant patterns of interpretation. This interpretation is
carried out through +two process: through the emphasis and
meaning given to particular issues or agenda items; through
specific appointments and their location within the structure
of the LEA and of the system of provision.

Two emphases appear to dominate the first process: the
curriculum and language provision. In the projects designed tc
meet aims 1 and 2, the emphasis on the curriculum 1is
overwhelming. This is to be expected in so far as the
‘promotion of understanding of racial equality and justice'
applies to schools but that aim should also apply to the LEA's
own employees, particularly senior officers and advisers. If

they do not understand and fully endorse the authority's policy
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then the scope and rate of development of school practice will
be seriously limited.

The second aim seeks to ‘identify and remove all practices,
procedures and customs which discriminate against ethnic
minority people’. Through its interpretation in projects 6 to 9
that aim is significantly undermined because those projects
refer only to curriculum development. Also, this is interpreted
in the narrow sense of the overt and intentional content of
the "curriculum"(109) and is seen primarily to involve issues
of language provision. This represents a major shift from the
policy's overall emphasis on structure rather than culture.
Practices, procedures and customs do involve knowledge and
belief and therefore the 'curric'a content of schools' but as 1
have argued, the established, routine and unconscious workings
and organisation of the school and the LEA form the basis of
racial inequality and discrimination. Where are the projects
designed to identify, analyse and remove these aspects of
institutional racisn”

The emphasis on language provision is problematic for the
policy for a number of reasons. First, as I have argued in
chapter four, throughout the short history of racialised forms
in Britain, LEA's and teachers have emphasised the language
needs of black people both as a major area for provision and
as a major determinant of disadvantage. That emphasis was a
definitive characteristic of both the integrationist and
cultural diversity models rejected by Berkshire in favour of
one based on equality. Their re-emergence as dominant concermns,
casts doubt on the authenticity of Berkshire's stated
perspective. Language is certainly an issue but why has it
achieved such priority in the implementation of the policy?

In the debate over language provision questions of
structure, organisation and <control, of resourcing anc
consultation have been raised. Many elements have been present
in the debate: support for the community's voluntary language
provision, supporting bi-lingualism, mother-tongue teaching,

Afro-Caribbean dialects, Asian languages in the curriculum anc
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language support and E2L services. However, the major
controversy, the sysytem of language provision, appears to
turn on four issue;: the stigma associated by many(110) with
the "segregation" of Asian children into language centres; the
appropriateness of the staffing of those centres(111l);, the
effectiveness of the provision; control and accountability.

Given  these  issues the factors determining  which
appointments were made and their location in the LEA's system
of provision are surprisingly ill-considered and pragmatic. The
adviser for MCE claimed that a number of concerns were
operative in deciding on some of the posts and where they were
to be located(112). He cited as influential factors, a general
perception that the provisions for Asian languages were
required by the Asian community, his own insistence on
supporting bi-lingualism and the stress one of the consultants
placed on the need to include Afro-Caribbean dialects(113). In
short, projects were proposed because they were in the minds
of the members of the Advisory Committee at the time. There is
no evidence that they were included to implement the specific
policy adopted by Berkshire nor to achieve the stated aims.
The aims had not been followed through nor given any
operational meaning in order to provide a framework for
targeting priorities and proposing appointments and projects.

Once these posts and projects had been evolved, deciding
where they should be located seems to have been done on
largely pragmatic grounds. This may be a sound basis for
deciding but it appears to have dominated other important
questions of how different institutional and organisational
locations affect the form that implementation takes.

Projects 3, 7 and 8 are all located within the language
support service which has also been enlarged, via project six,
to cover the curriculum. This location was represented by the
adviser for MCE(114) as being both the most appropriate and
potentially productive location. He identifies the Reading
language service as one of few 'radical voices'. They had long

lobbied for a resource officer and therefore would best utilise
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that officer. Further, the enhancement of that service served
to legitimise the wider activities and questionning the
language service was already engaged in.

These minor structural changes and decisions about
structural locations appear then to be closely 1linked +to
concerns of legitimation and acceptance, to supporting and
developing good practice. However, in terms of the structure of
the LEA's provision generally, the potential and legitimacy of
any curriculum innovation initiated from these sources will be
closely tied to the structural location of the language service,
its range of influence and legitimate activity. The projects
and appointments tie in closely to existing structures and
hence to power relationships within the structure whereas one

of the aims of policy should be to transform those structures.

Co tion Officers.

The second aspect of “Support", the appointment of two
Community Education Officers (CEO's), falls outside the
existing structure of the LEA. The form that re-interpretation
and re-definition of the policy takes through these posts will
therefore be different. In the first instance one CE0U has been
appointed to work with Afro-Caribbean communities and is based
in Reading, the other works w .h Asian communities and is
based in Slough. The issues and dichotomies raised by these
posts are illuminated by the different emphases and priorities
that the two appointees have.

The Asian CEO stressed the issue of diversity(115). He sees
as a direct oorollafy of the policy, that diversity must be
appreciated, distinctions should be objects of pride. He claimed
that,

“These fundamentals...will form the basis for combatting

racism, discrimination, general stereotypes and negativeness

of one group over another".(116)

He therefore sees the main function of the CEO as being,
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"..to provide opportunities to communities and individuals
of general awareness of their co-existance under a diverse
situation in this multicultural society".(117)

A CEO must be aware of,

*...sensitive issues which exist amongst various groups of

people and thus avoid getting drawn into taking sides".(118)

Both CEQ's see it as an essential part of their job to
channel information and to facilitate contact between schools,
the LEA and black communities. The lack of such an interchange
has been identified as a major problem in the past. Through
this role the CEO's will necessarily act as advisers to
schools, the LEA and to black communities but this makes it
difficult to say who the CEQ's represent.

Both CEO's are concerned to increase the influence of black
communities but different mechamisms are envisaged for this.
For the Afro-Caribbean CEO the make-up of the black community
is not really an issue because she puts her emphasis on her
role in supporting black pressure on the LEA. She envisages an
active role for black groups in putting pressure, asking
questions, being critical and monitoring the effectiveness of
the policy. Her role is to facilitate this pressure through
information. Doing this effectively will depend on how she
deals with particular grievances or incidents.

This can be approached in two ways: cope with and solve
particular cases as and when they arise; promote, develop and
organise pressure around issues. Here 1 found a significant
difference of approach between the two CEO's.

The Afro-Caribbean CEO advocated taking on the underlying
lssue when presented with a particular case. This is to be done
through raising that issue with community groups and seeking
backing from those groups. The other CEO enmphasised the role
of the expert in dealing with individual cases concerning
education., Both stress the importance of black people being
fully involved in the decision making processes of educatior

but the Asian CEO put it this way:
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"Through expert advice and consultation members of the

Asian community suitable in taking offices of resonsibility

will be motivated towards taking ©part in various

administrative positions."(119)

This begs the question of who is suitable and of who
decides. It also raises the problem of who benefits from the
LEA's policy and of the role of black professionals within it.
A major danger is the LEA using its own employees as
community spokesmen and women(l20). Two concerns seem to come
together here, the ability of such employees to represent black
communities and scepticism about the true interests of those
who are appointed. The proposed appointments were referred to
as an industry  Dbenefitting a <chosen few(121). Another
respondent referred to the,

"Anxiety about the creation of section 11 posts and having

more black teachers who would exploit black pupils and

families. It could increase the stranglehold on black
people...Black workers could be used by the Establishment tc
destroy black religion, culture, tradition, and identity...

There is no real intention to provide equality.*(122)

As more black people are employed by the council or are in
other ways  identified as having professional status,
differences with respect to Britain become apparent. These can
be different kinds of involvement in Western British society,
different levels of accomodation through language, life style,
aspirations, type and source of education and allegiances
within British politics. In short, it could be argued, differing
degrees of accomodation with racism.

The adviser for MCE argued that the more western orientated
Acians had benefitted most from the policies and practices of
the LEA:

“Anything we do is likely to be to their advantage, we can

and do listen to them mor~ than anyone else, they are

likely to get jobs, their organisations are likely to receive
grants. Grants sponsor and affirm. The LEA has been clumsy

and insensitive, slow to understand complexity."(123)
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The Asian CEQO's emphasis on expert advice implies a limit
for the legitimate involvement of the majority of members of
black communities and suggests that black professionals can
best represent their needs. A different view was offered by the
Afro-Caribbean CEQO. She viewed her professionalism as an asset
to be utilised in furthering the aims and role outlined above.
She aims to use 1t as an advantage in supporting good
education and in opposing defensive attitudes and practices.

The approaches of the CEO's represent two different
interpretations of both what needs to be done and of how to go
about it. They involve different approaches to being paid by
the LEA but trying to work for "the community". Which is
adopted will affect whether the black professionals appointed
are co-opted and largely  neutralised, or  maintain a
contradictory autonomy, are accountable to black communities
and work through this to change the LEA on a more fundamental
level. Through their approach to their role they are
interpreting and re-defining the policy.

Projects 15 and 16 outlined in the "“Support" policy paper,
setting up an Advisory Panel on Education for Racial Equality
and the appointment of an Assistant Education Officer(AEO) to
provide administrati“e support, are the main changes in the
structure of the Education Department itself. They, with the
'TREE* team and a working party set up to look at this specific
subject, have the task of monitoring and evaluating the
implementation of the policy.

The appointment of the AEO shows an understanding of
strategic development and the necessity of structural change in
the LEA. The AEO gives credibility to the policy by having it
represented in the departmental hierarchy. The DoE's stated
intention(124) to move the AEOQO +to another area of
responsibility within the department in order to ‘mainstream’
the policy also shows an understanding of the dangers of

marginalisation., The AEO's responsibility with respect to the
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other officers, raising awareness and advising on in-service,
further suggests a concern with affecting all aspects of the
work of +the department. How that can be done and the
difficulties and implications a~=2 not specified but it is an
important first step to realise such measures to be necessary.

The establishment of the 'TREE' team shows few signs of
strategic planning. Their responsibilites, for monitoring, in-
sarvice and youth and community work, are important areas for
action, but their relation to the policy is largely accidental.
They are concerned with issues that to a large extent support
the other appointments but they were appointed nine months
before the others. Their role, in monitoring and in—service
especially, are central to the policy but the posts evolved out
of pressure from Bulmershe College rather than through the
demands of the policy.

The working parties set up under projects 1, 12 and 14 in
the policy paper on “support" identify important areas for
further work. They acknowledge the necessity of developing the
policy. OUne, on appointments and promotion identifies an issue
which will clearly need careful consideration in order to
maximise the possibility of effecting some change. The other
two, however, would appear to be mis—timed.

The question of monitoring and evaluation will become an
issue as the policy develops but without a clear strategy or as
Troyna and Ball(125) put it, a coherent set of principles and
recommendations for action, what will be monitored? What
counts as good practice? But to compound the problems, what is
meant by ‘'monitoring'? Should it be an integral part of
implememtation, with teachers and others monitoring their own
practice as well as using more 'objective' measures of change?
Answers to these questions are not currently evident.

The +third working party topic is probably the most
important of the three. In-service is likely to be the key to
the successful introduction of practice consistent with the
policy but there are problems here too. How is in-service work

supposed to sponsor change? Early in-service meetings were
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mainly concerned with informing teachers, especially head-
teachers, of the content, values and ailms of the policy and
policy statement. It was also hoped that teachers would inform
each other of the developments taking place in their schools
and help in the development of guidelines on how to implement
the policy in schools.

It appears that the success o0f in-service is likely +to
depend upon certain problematic aspects of the policy in
general. The generality of the analysis, its lack of exploration
of educationally specific features of racism, makes the
development of guidelines from school practices difficult and
unlikely. The lack of guidance, the absence of a relation to
teacher's experiences and understandings of school processes
and practices means that the policy analysis appears not as a
framework for practice but as an abstract exercise.

Overall the pattern of implementation reveals a range of
interpretations of the earlier stages of the policy. No single
direction is evident but with the exception of the ‘'activist'
approach to the CEQ's role, the ‘'strategy' for implementation
compounds the problems of the policy analysis and agenda.

The foci of the new appointments, special projects and
measures seem to confirm Troyna and Williams' conclusion that
even within an ‘anti-racist' framework, the orientation 1is
towards meeting the 'special needs' of black students(126), As
Troyna and Williams argue, this orientation undermines the
LEA's stated intention to involve all teachers and students in
the institutionalisation of anti~racism(127).

If one considers the questirn, "can the policy work?" in
relation to the six aims of the policy statement, then one must
conclude that it is unlikely that those aims will be fulfilled.
That conclusion depends on the limitations of the analytic
framework and hence the meaning it gives to the aims, on the
interpretations and cmissions in the policy agenda and on the
general orientation of the implementation strategy. In other
words, the problems are cumulative, compounded by successive

stages of the articulation and development of the policy.

- 216 -



Conclusion: Reading Policies.

This chapter has been concerned with posing and answering
three types of questions. First, I have asked why a policy was
produced; secondly, what its significance 1is; thirdly, its
likely effects. Those questions raise problems inherent in
recent attempts to assess the significance of LEA policies on
race and education(128).

The first sction demonstrated the complexity of the
motives, presures and contexts which led to a policy being
produced. It showed that policy production is a process of
negotiation and the position statement an outward sign of the
stage and state of that ‘negotiation. Different groups,
organisations and individuals will have different motives and
interests but none is totally dominant and therefore no single
motive or cause can be identified.

The outline of the factors which led to the formation of
policy, and the congexts within which that took place, included
national events like the Bristol riots of 1980 and concern to
minimise dissaffection and conflict. Local events and pressures
also contributed to a concern with legitimation but that did
not lead to a policy of containment and dissipation of radical
criticisms. Those criticisms and other anti-racist voices were
instrumental in producing a policy which in its analysis or
framework at least, was critical, radical and anti-racist.

"Radical" critics of MCE and LEA policy making have warned
that black, and white anti-racist, criticisms of educational
provision can be controlled, dissipated or co-opted through
such policies(129). That is always a danger but my analysis of
policy production shows that control etc. is not unequivocally
either the function or intention of LEA policy initiatives.

The problems with Berkshire's policy do not derive from the
motives or intentions of indidividuals or groups instrumental
in the development or adoption of the policy. Limitations in
the policy stem from two problems in the theoretical

framework: an inability to link a structural concept of race
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and racism to a concept of class; and the level of abstraction
and generality at wrich the analysis 1is carried out i.e. its
failure to detail the relation between racial structures and
educational processes. Together, this leads to a lack of
structural change in the LEA, in schools and in the system of
provision because it leaves unexamined the class structures and
relations through which racial inequality in education is
perpetuated. These absences point to two components necessary
for an adequate analytic framework: an emphasis on the
relationships between race and class inequalities; an emphasis
on the relationships between educational and racial contexts.

Questions about the significance of policy statements ask
about how one should judge and react to those statements. At
one level, the significance of Berkshire's policy is that its
statement has an overtly "anti-racist" stance and therefore
supports and endorses black definitions and perceptions of
race and education, i.e. it refuses official and dominant views
of the social, racial and educational structure. However, this
involves a definitive characterisation of Berkshire's position
which I have shown to be problematic both in principle and in
practice. The tensions and contradictions between the different
stages of the policy and between overt "position”, agenda,
concepts and terms all contribute to the complex constitution
of what might be identified as the policy's ‘position’.

The third type of question about effects is the hardest to
answer. I have argued that one cannot decide, at this stage,
whether the policy is working but one can ask whether it can
work. The analysis of the structure of implementation and the
issues it raised has shown that there are serious problems.
Some derive from the limitations of the analysis of structural
racism within education that is found in the policy. Others
depend upon the re-interpretation of that approach through an
agenda of issues and a strategy for implementation. Successive
stages compound the problems of the approach to racial
specificity, cumulatively they undermine the chances of

changing the structures and processes through which educatior
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contributes to racial inequality. The limitations of the
original structural analysis of racism leads to implementation
which is racially specific but not structural. From this one is
forced to conclude that the areas in which it is likely to
facilitate or foster change are limited.

I have emphasised the importance of viewing the stages of
policy production, adoption and implementation as developing,
re-defining and re-articulating the policy. That 1is most
evident in the relationship between the "position" found in
each stage. Those relationships are political negotiation,
conflict and struggle as well as logical - consistency and
implication. Consequently, what happens at a given stage is not
determined by what has taken place before. The outcomes of
particular struggles open up or close debate, limit or extend
the agenda, allow or de-legitimise particular issues and set up
a system of priorities. All of these will affect what happens
in subsequent stages but they do not allow us simply to “read
off" what will take place.

Viewing the policy in this way shows that the three stages
referred to, production, statement and implementation, should
not be seen as totally discr¢ 2. Bach stage may operate in
affecting or effecting another. For example, both production
and adoption of the statement directly affect and have a role
in implementation, implementation continues the stage of
stating the policy's position by interpreting and redefining it.

It has been my “ntention through this chapter to answer by
example the question of how one should read LEA policies on
race and education. Reading and evaluating policies should, if
the complexity of those policies is to be understood, identify
and relate each o0f the processes through which the policy
derives 1its meaning. Those are the motives, contexts anc
processes o0f policy production; the adoption of a particular
policy position and rationale; the development of an agenda of
issues and priorities for action; the releasing of resources,
promoting and legitimating practices and fostering
institutional change.
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Brent Education Committee(1983).

ILEA (1983c).

See Willey (1984) p.77 for an account of this policy.
Berkshire Education Committee (1983a).

A number of different types of source are drawn on in
this chapter. Where publisi.d documents and papers have
been used, they have been included in the bibliography.
Other documents which are not published works but are
public and attributable are cited in full in the notes to
this chapter. Private documents, perscnal records and
notes have also been extremely important sources and
where possible full details are given in the notes. But in
cases where 1[: have been given privileged access to
correspondance and other documents where confidentiality
has to be maintained, 1 have indicated the type of source,
e.g. 'governing body' or ‘primary school headteacher'. One
other source has been crucial and that is interviews with
a range of key figures in the production of Berkshire's
policy. In this case, interview dates are given, and the
status or role of the interviewee is indicated.

The document which generated this attention was Advisory
Committee For Multicultural Education (1982). For press
caverage, see "Berkshire plans tactics in war on racism"
in the T.E.S. 2b6th. June 1982, Berkshire Evening Post 29th
June 1982 and Slough Observer 9th July 1982.

See for example Hatcher and Shallice (1983), Hatcher
(1985) and Flew (1984).

ILEA (1983c).

See for example Hatcher and Shallice (1983).

See chapter four.

See chapter four.

See for example Hatcher (1985).

For further demographic detail about Reading see del Tufo,
Randle and Ryan (1982), pp.85-86.

The 1981 census revealed that, based on place of birth of
the head of household, 6% of Berkshire's population were
from the New Commonwealth or Pakistan but for Slough
this figure was 21%, for Reading 8%, Maidenhead 6% and
for other towns and rural areas, at most 2%. Also of
great significance for education was the percentage of
people in these households between 0 and 15 years, 34% as
opposed to a county average of 247%.

Contained in Berkshire Education Committee (1983a).

The issue of consultation was a major one through out the
period when the policy was formulated and after. It
involved what structure to set up, who to consult, how to
get managable but representative committees and a number
of other issues. The +two consultants were vital in
attempting to achieve a workble consultation structure
that allowed all interests to be expressed but it is clear
that 'consultation' as a process leaves many questions of
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legitimation, consensus and engagement with dissenting
views unresolved. For further general discussion of these
issues see Troyna and VWilliams (1986) pp.76-77.

The +two consultants were Chris Mullard from the
University of London Institute of Education and Tuku
Mukherjee from Roehampton College, both of whom are
academics in the field of anti-racist education. They
brought that specific perspective to their work in
drafting the policy.

Berkshire LEA Advisory Committee for Multicultural
Education (1982).

Berkshire Education Committee (1983a, b & c).

See Mullard et al (1983) p.17 for an elaboration of this
distinction.

For details of the proposals see del Tufo et al (1982)
p.76

See del Tufo et al (1982) pp.77 & 81.

Mullard argued for the existance of this campaign at a
seminar for new appointments who had been appointed as
part of the implementation of Berkshire's policy, on 17th.
September 1984.

Op.cit. T.E.S. 26th June 1982.

This interivew took place on 6.12.84.

Berkshire Chief Executive to Director of Education 9.7.80.
C. Mullard, seminar 17th. September 1984.

As mentioned, a key figure in the development of the
policy was the ome black Labour Party councillor but
because of the 'hung' nature of the council at this time,
all party support for the policy was a requirement if its
adoption by the council were to be at all likely.

Troyna (1984b) p.211.

Commission for Racial Equality (1983) p.V.

Interview with campaign members, 27.11.84.

According to the 1981 census, percentages of residents
seen as ‘originating' from the new commonwealth or
Pakistan to be found in an ‘'enumeration district' in
Reading ranges between 22.4% and 1.9%.

See del Tufo et al (1982) p.83. As will become clear, the
campalign was arguing that, based on a range of measures,
it was the already 'poor' schools to which black children
tended to go.

A view expressed by a campaign member in interview
18.10.84.

The questions raised were not peculiar to this campaign.
They contained views put forward by many critics of
Section 11. See Hibbert (1982 & 1983) for further
discussion of this.

This argument was explained in interview with campaigr
members and is summarised in a private paper wirtten by
the adviser for MCE in June 1981.

Slough and Reading CRC's (1979).

Slough CRC Education Committee May 1980.

Letter to Slough CRC Education Committee June 1980.

Letter to Direc*or of Education 30.4.81.
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Dorn (1983) pp.4-5.

This group was the precursor to the Advisory Committee
for Multicultural Education and it planned the process of
consultation through which the policy statement was to be
drawn up.

As will become clear later in the chapter, this proved to
be accurate. The doubts expressed and the call for caution
were well founded.

The views quoted here are drawn from the adviser's notes
on the meeting.

A view expressed in interview.

Interview 6.12.84.

Interview 6.12.84.

Interview 6.12.84.

Letter to Director of Social Services, 1lst. April 1982
concerning co-ordination between departments on ‘“ethnic
minorities".

Letter to DoE June 1981.

In interview.

Troyna (1984b) p.204.

Ibid.

Op.cit. p.205.

Troyna (1984b) p.205.

Members of the zoning campaign in particular in
interviews 18.10.84. & 27.11.84.

Campaign member in interview, 3.12.84.

Letter to a member of Reading CRC in 1980.

See the quote from the meeting of Ad Hoc group quoted
above.

Berkshire Education Committee (1983a).

Ibid pb..

Tbid.

Advisory Committee for Multicultural Education (1982) p.5.
Mullard, speech to new appointments of Berkshire LEA,
14th September 1982.

T.E.S. 26th June 1982

According to private notes this statement was made by
one of the consultants at a consultative meeting in
Reading, 14th September 1982.

This was the ‘sub-text' of letters from teachers
organisations, from the staffs of some schools who saw
references to ‘racism' as divisive and was explicit in
transcripts of the ad hoc committee from 1981.

See the account of Ad Hoc group's meeting above.

Letter to the Director of Education 5.5.82.

Berkshire LEA Advisory Committee for Multicultural
Education (1982) p.13.

See chapter four for further discussion of this.

In interview 3.12.84.

Interview 6.12.84.

Op.cit. p.9.

Ibid.

Prepared for a meeting on 23rd. February 1982 anc
entitled "Three Possible Frameworks".
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current debates on LEA strategy for change, particularly
in the 1light of the 'McGoldrick Affair' in Brent. Whether
significant numbers of teachers are 'racist’ is a point of
dispute between teachers organisations and black parents
and groups. In chapter six 1 attempt to show how
institutional racism provides the space for the operation
of any individual racism that does exist.

This would depend upon the elucidation of a model of
institutional racism. For a discussion of this and an
outline of such a model see chapter six.

Berkshire Education Commiti.e (1983a) p.5.

See for example, letter from NAS/UVWT Berkshire Federation
to the Director of Education, 8.12.82 and from a member of
Berkshire Education Committee 5.5.82.

Berkshire Education Committee (1983a) p.5.

Ibid.

These were predominantly written by the adviser for
multicultural education.

This was the committee which was responsible for drawing
up the draft document, "Education For Kacial Equailtiy",
Berkshire LEA Advisory Committee for Multicultural
Education (1982) p.3.

Letter to the adviser for multicultural education undated.
Ibid.

These criticisms were contained in direct responses to
the draft document, “Education For Equality".

See for example, a letter from a Headteacher of a Church
of England school to the Director of Education 10.6.83.
For elaboration of this point see chapter six.

Letter to DoE from a lecturer at Bulmershe College.

Troyna and Villiams (1986) p.105.

See for example letters to the Director of Education from
the governors of an Infant School, 17.11.83. and from the
governors of a Secondary School 11.10.83.

For an elaboration of this point, see the discussion of
institutional racism in chapter six.

See Berkshire Education Committee (1983a).

The importance of these points will be further clarified
by the model of institutional racism in chapter six.
Troyna and Villiams (1986) p.108.

Advisory Committee for Multicultural Education minutes
2nd February 1982.

Letter to Director of Education 1.8.83.

See, for example, a letter from the Chairman of Education
Committee to the Director of Education 5.5.82.
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See Berkshire Education Committee (1983c).
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October 1982, and from Guru Nanak Satang Sabha 27th. June
1983.

Some Islamic groups were critical because centres had no
Huslim staff even though Muslim children pre-domiated.

In interview,

Interview 11.2.85.

In interview.

Interview 27.11.84.

Paper presented to new appointments induction seminar,
November 1984.

Ibid.

Ibid.

Ibid.

See, for example, a letter to the Director of Education
from the Rajasthan VWelfare Society 29.6.83.

Ibid.

Letter to the Director of Education from a local
community leader, 1.9.83.

In interview.

In interview 6.12.84.

Troyna and Ball (1985a) p.169.

See Troyna and Villiams (1986) p.208 and the discussior
in chapter four.

Op.Cit. p.109.

For example in Hatcher and Shallice (1983).

See the account of ‘'the control thesis' in chapter six.
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Through the discussions in the previous two chapters 1 have
sought to outline and analyse the development of "racialised
forms of education". That has taken the form of examining the
development of national policy, its dissemination to a variety
of audiences and interventions and initiatives in practice.
Chapter five has revealed the complexity of LEA initiatives and
given some guidance to how they should be analysed. 1 have
argued that in both the general analysis of the succession of
racialised forms and in specific assessments of LEA policy and
practice, theorists associated with the "radical" critique, have
mis-read these developments. In this chapter I shall show that
the theoretical problems identified in chapters four and five
are componded by, and in many respects derive from, the
theoretical and conceptual base of the "radical® or "anti-
racist" critique.

This critique of MCE bhas provided a basis for an
alternative approach to racial issues within education. This
approach has been called "anti-racist education" (ARE) and it
currently competes with MCE at the levels of policy, theory and
practice for dominance and legitimacy.

There are many points of conflict and disagreement between
MCE and ARE, all of which have distinct implications for
practice. Much of the anti-racist critique of MCE is
theoretically valid but it has yet to lead to a coherent
alternative or to any strate,ic framework for assessing
different initiatives. The major aim of this chapter Iis
therefore to examine the anti-racist critique of MCE and
analyse the difficiencies that bhave led to the unproductive
polarisation that currently dominates the debate.

I have argued that although this critique is substantially
correct in its analysis of the political meaning of MCE, it
mistakes the nature of the relation between different levels of

activity - policy, theory and practice - and between sites of
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activity - national, LEA and school. Apart from the theoretical
problems this raises for analysing different racialised forms
of education, it has major consequences for anti-racist
strategy and practice.

The anti-racist critique of MCE has provided an analysis of
the racial context of MCE but it is also necessary to examine
its educational context and meaning and relate this to the
racial context. Without +this, an anti-racist educational
practice cannot be given a sound theoretical foundation.

One potential link between racial and educational contexts
is the analysis of the racism of the education system which
plays a central part in the anti-racist critique and hence in
ARE. Central to this project is the concept of "instit al

". The frequent but varied and complex use of which
prompts  the following questions: What is meant by
“institutional racism"? How is racism instituionalised in
education? How does the racism of the educational system
relate to the structéral racism of the social formation? It is
a central argument of +this chapter that the anti-racist
critique is not currently able to provide satisfactory answers
to these questions.

This chapter seeks to build on the insights of the anti-
racist critique of MCE by suggesting ways in which it has
over-simplified the meaning and significance of current policy
and practice. Two aspects of this task are the subject of this
chapter. First, I will exaimine the characterisation of MCE
which emanates from the anti-racist critique. I will consider
the arguments and contentions of that critique and identify
some o©of the assumptions and problems to be found in its
theoretical and conceptual base.

Part two of the chapter will begin the task of analysing
the concept of "institutional racism". The clarification of this
concept is central to the anti-racist project as a whole and it
should also contribute to understanding how an anlysis of the
structural racism of the social formation as a whole relates to

racism in education.



MCE is in many ways currently the dominant racialised form
of education. It is dominant in that "multicultural" can be used
to mean, by definition, current practices in muliti-racial
schools but it also describes the general orientation, the
objectives and organisation of those practices. There is a
difficulty though in talking about MCE as a dominant racialised
form because o0f the vagueness with which "multicultural
education" is applied to policy and practice. "MCE" is used as
a general term for any type of intervention which aims to make
education recognise the multiracial nature of post-war Britain.
It covers tokenist responses of the 'three S's’' type(l) and the
more sophisticated, ‘whole school' approaches(2). However, one
advantage of using “racialised forms of education" as the
generic term is that it removes the need for vague uses, and
"MCE" <can then Dbe restricted to a specific type of
initiative(3) which 1is becoming institutionalised within the
structure of some LEA's and schooils.

The critique of MCE from an “anti-racist" perspective that
is outlined below, tends to employ, with the exception of
Mullard's work, a broad definition of MCE. Although this leads
to a generality which may weaken the detail of the critique,
the argument as a whole applies to a broad range of recent
policies and practices.

Practice can be taken to be "multicultural" to the extent
that it employs the aims, conceptualisations and language of
state discourse on race and education over the last five to ten
years. It is that state discourse which informs and inscribes
“multicultural® practice and which the critics of MCE have
taken as their principle object of study. However, the 1little
research information available shows that “"multicultural"
practice 1is neither widespread nor common, let alone
"dominant"(4). Vestiges of earlier racialised forms are still
evident but it is the overall direction of change plus the
official sanctioning of MCE that makes it the dominant form.
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To begin to outline the major points of contention between
the proponents of MCE and its anti-racist critics one needs an
idea of the content and basis of a 'multicultural' approach. Two
elements can be identified: the aims and values employed; the
social analysis or model of society within which aims and
values are located.

If one examines the aims and values, although MCE is
beginning to take on different, specific institutional forms at
LEA and school level, a continuity can be identified spanning
almost twenty years. This may be summarised as a concern with
promoting, on the one hand, racial harmony and tolerance, and
on the other hand, equality of educational opportunity. These
two concerns permeate reports from the late 1960's but become
explicit in the late 1970's in the 1976 Race Relation Act(9)
and in the 1977 report of the S8elect Committee on Race
Relations and Immigration<(6).

The first of these aims was first officially expressed in
Roy Jenkins' speech(7) in 1966. Since then, a concept of
cultural diversity within a framework of cultural pluralism has
featured in debates around race and education. It is that
concept that underpins MCE. "Cultural diversity", “tolerance”
“"harmony" and "understanding" are the key words, they provide
the central values and aims of MUE. They have featured in each
national report or statement from the early 1970's through to
the Rampton and Swann reports.

These general aims and values would be supported by most,
if not all, of the critics of MCE. The major problem is not the
aims and values the;selves but the lack of understanding in
MCE of the barriers to their realisation. Underlaying this has
been an assumption that measures which may promote good race
relations will necessarily lead to greater equality of
opportunity. Consequently, tolerance and understanding have
often dominated initiatives where equality was required. This
has compounded the ignorance of barriers to equality and both
have depended on a characteristic implicit and under-developed

conception of the racial structure of society.
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A second element of the ‘'multicultural' approach is the
assumption that we live in a plural society. Both of the ainms
cited above are grounded in a belief in the existance and the
desirability of a culturally plural soclety. One in which
cultures, 1life-styles, belilefs, and pressure groups co-exist
without hierarchy or relations of dominance. Within this the
state features as an "honest broker", only called upon when one
group becomes too powerful or sub-ordinate.

This assumption informs and motivates the concept of
cultural diversity. It also allows the connection between
school and society to be expressed through the key notion of
equal opportunity. "Lqual opportunity" is an educational goal,
something that schools should be committed to and strive to
achieve, but it is also seen as a way of securing equality in
employment and in other social institutions.

The limitations of the concept of equal opportunity(8) stem
from the assumption that factors restricting racial equality in
schooling and in employment are contingent features of the
structure of schooling and of the division of labour.
Consequently, no social criticism 1s necessary nor does one
need to examine the everyday organisation of schooiing for
discriminatory practices. Differences 1in life-chances are
assumed to stem from differences in life-style and culture
becomes the focus of multicultural 'theory' and practice.

The concept of culture 1s therefore one of three major
differences between MCE and the anti-racist critique. A second
point of conflict draws on different views of culture but
crystalises around racism. Opposing concepts of racism and
roles for educational policy and practice with respect to the
perpetuation of racism both feature here. The third issue
depends upon the anti-racist analysis of racism but centres on

the role and context of MCE.
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"Culture" is central to the social analysis, explanations of
underachievement and articulation of educational goals of a
wide range of forms of MCE. It offers the source of materials
etc. used to combat poor self-image. It locates the origin of
disadvantage and 1t is seen as the main manifestation of
irreducible racial differences.

Culture has featured in explanations of underachievement
from notions of culture shock(9), to various reports' view of
the causes of differences between Afro-Caribean and Asilan
pupils(10). It 1is the key notion in explanations of racial
conflict and wunder-pins the emphasis on tolerance and
combatting ignorance.

In the elaboration of ©positions broadly typified as
"multicultural® there will be many levels of sophistication in
the concept of culture employed. James, for example, is
extremely aware of the dangers of assuming cultural
homogeneity or continuity(11). But, the concept of culture in
MCE is grounded in a pluralist model of socilety: cultures exist
in parallel not in hierarchical relations. As Carby argues,

"An indigeneous cultural autonomy is assumed present into

which other cultures can be integrated, ignoring any class

or gender differences. Generalisations are then made in the
same manner about Caribbean and Asian cultures."(12)

This concept of culture, focused on the exotic, the artifacts
and the festivals of ‘other cultures' has been one concern of
the anti-racist critique. Carby contrast this view of culture
with one drawn from ‘cultural studies' which,

"..by insisting that 'culture' denotes antagonistic relations

of domination and subordination.. undermines the pluralistic

notion of compatability inherent in MCE." (13D

Notions of homogeneous racia. or ethnic cultures, implicit
in MCE, 1link culture to the idea of ‘basic' or bilological
differences and supports a view of ethnic or racial groups as
equal but different. This can then be used to justify inequality

through emphasising cultural or ethnic differences rather than

o
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the common experience of racism. It is also disturbingly close
to the idea of irreducible racial difference which Barker
identifies in the ideclogies of extreme right wing and avowedly
'racialist' organisations(14) and which they have used to rebut
the charge that they believe in racial superiority.

The +theory and practice of multiculturalism based on
difference, Mullard refers to as "ethnicism". He claims it
represents the institutional and ideological incorporation of
ethnic minorities,

"...it transforms the ideonlogical form of racism into its

cultural form of ethnicism."(15)

Concepts of culture and ethnicity therefore play a central
role in the elaboration of explanations of underachievement and
of the structural and experiential realitites of race. MCE
exchanges bilological determinism for cultural determinism and
constitutes a set of representations of ethnic differences
which justify actions which ins..tutionalise ethnic differences
and hide experiences and conditions common to all black
groups(16). This 1is an example of how MNCE, through its
absences or theoretical shortcomings, leads to institutional
solutions which allow the structural basis of inequality to

remain unchallenged. -

The emphasis on ethnicity and culture in MCE is opposed ir
the anti-racist critique by a stress on the significance of
racism and the structural inequality of the social formation.
This has been expressed in two connected contentions about MCE
and racism made by the anti-racist critique. First, it argues
that MCE fails to acknowledge the existance of racism ir
schools, in the education system in general and as a structural
feature of the social formation(17). Secondly, that through
this absence, and through 1its conceptualisation of racial
conflict, MCE focuses attention away from racism and attempte

to manage its effects.

- 231



The silence of MCE on racism can be perceived in a number
of areas. In the aims and values discussed earlier the emphasis
on tolerance and equality of opportunity functions as an
alternative +to recognising how racism undermines formal
equality and how it 1is integral to the structure of our
society., In culture also, the assumed parity of cultures means
that the relation between cultural hierarchy and structural
racism remains hidden.

But if one looks closely at the twin aims of good race
relations, tolerance etc. and equality of opportunity the
assumption that measures appropriate for the former will
enhance the latter depends on an implicit view of racism as a
matter of attitudes and prejudice. This view became explicit in
the treatment of racism in the Rampton and Swann reports. The
Rampton Report was significant in that it recognised the
presence of "unintentional" racism within schools but this was
understood as a characteristic of individuals not of
institutions(18). So although it recognises the existance of
racism, it does not challenge the earlier emphasis on attitudes
and understanding, prejudice and tolerance and prompts "Racism
Awareness Training"(19) as the natural counter-part of a
multicultural curriculum.

Similarly, the Swann Report(20) has been criticised for the
under-developed nature of its approach to racism. NAME, for
example, argues that the report does not apply the concept of
institutional racism to the school system(21). They claim that,

"Swann's "theory of racism" is not a theory at all, but a

collection of disjointed observations."(22)

This aspect of the critique of MCE calls upon structural
concepts of race and racism(23). In this, the relationship
between race and class is emphasised at the expense of ethnic
or cultural relations. Race relations, if understood as being
between homogeneous groups, are also seen as less important.
This is a direct response to the omission from MCE of racism

and to its seperation of race and class.
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In the anti-racist critique, class and race are analysed as
structural and political entities. In classical Marxism the
revolutionary project or task has been to bring together the
objective structural realities of class and the historically
contingent sense of class or subjective reality(24). In the
anti-racist critique, race is a structural concept rather than
a cultural or ethnic one, the political task 1is to unify "the
race" across subjective or structurally contingent ethnic or
cultural divisions. It therefore stands in direct opposition to
notions of irreducible ethnicity inherent in more recent forms
of MCE(®5),

If one examines the second contention, the absence from MCE
of a consideration of racism is implicated in the failure of
policies and practices to remove racial inequality in education.
Mullard (26) asks why, after twenty years of work by the CRE,
DES, LEA's etc., are racism in education and  Dblack
underachievement still prevalent. He speculates that possible
answers are: lack of real commitment, or lack of administrative
and financial resources, that the project is long term because
attitudes have to be affected, but whatever the answer,

"...all current multicultural education policies and

practices...whatever else they might be achieving they are

not tackling effectively the problem of racism."(27)

One has to ask how this failure should be interpreted.
Villey(28) amplifies the above claim but blames the lack of
central strategy for the failure of policy. He also cites as a
cause the contradictions between the assumptions contained in
official discourse and the realities of trying to implement
policy in schools. He claims that the implications of pluralist
objectives were not followed through to educational change and
that schools cannot. develop positive responses to cultural
diversity without confronting the realities of racial
discrimination. He adds that,

"A gap between policy and practice has developed and has

led to approaches which argue that the prime objective

should be equality and combatting racism."(29)
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That this has been the impetus far the development he
describes does not seem to be confirmed in my research(30) but
Willey is carrect to the extent that a new explicit stance with
respect to racism has, in some schools and LEA's(31), been
adopted. This new stance is a reaction to the charge that MCE
is not only agnostic on racism but that, through its emphasis
on culture and ethnicity, it fails to oppose structural racism
and helps to structure and institutionalise new cultural forms
of racism.

The propaonents of the anti-raicst critique argue the failure
of MCE to confront racism is onr of the proceses through which
it has managed it and its effects. Mullard claims(32) that
multicultural policies and practices at best ameliorate the
conditions of racism. He says that they have two effects: they
help white children to see cultural and ethnic differences as
important while the~e is no educational evidence to suggest
they are; they make life tolerable for black children, they
allow them to live with racism. They,

"...seek to Dbetter the educational experience of black

children by compensating for rather than removing the

educational source of educational disadvantage."(33)

“...by emphasising the multicultural often at the expense of

the academic, the requirement to see ones position in a

multicultural rather than a racist society...it becomes easy

to overlook, discount and thus, by default, legitimate the
institutional forms and expressions of racism."(34)

He is therefore forced to conclude that present policy is,

"...either racist in essence, racist in its consequences or

ineffective in combatting racism."(3%5)

It may be argued that it is the averall outcome of racist
procedures and practices going unchecked, of them effectively
being unoppased that is significant for an analysis of MCE but
Mullard glides between intention and outcome, between function
and effect and hence conflates these distinct aspects of policy
and practice. This form of analysis echaoes the approach to

racialised forms of education which was discussed in chapter
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four(36). It exprestes and pre-figures the framework within
which the anti-racist critique analyses the role and context of

education and hence of MCE.

The role and Co

Mullard's view outlines the effects of multicultural
education on the processes and practices of education and on
the racial structure of society in general. Both are perceived
as racist, MCE functions +to deflect and contain black
resistance. Functions, which can only be understood within an
analysis which emphasises two things: the role of school in
reproducing socially divisive ideologies and structuring the
division of labour; its operation within a racist society and
structure.

The role of education in the reproduction of economic and
social relations is usually articulated around two mutually re-
inforcing processes: the reproduction, through differential
accreditation, of class relations and the division of labour;
the reproduction of social relations and the hegemony of the
state and dominant groups in society.

It is this role of education with respect to a racially
structured social formation that leads education in general,
and MCE in particular, to be implicated in the reproduction of
structural racism. Carby claims that,

"An understanding of the relation between the function of

schooling as an institution, and issues of race, is crucial

to an understanding of the ways in which state intervention
in  schooling has  become more direct, overt and
authoritarian."(37)

Mullard claims that schools, as agencies of socialisation
and cultural transmission, have an important role in the
transmission of racist culture(38). He argues that the overall
function of schools is to inculcate dominant social norms and
values, to allocate human resourses into the adult role system
and to select through achievement and the differential

valuation of achievements (39),
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If the role of education is one element of the theoretical
base of the anti-racist argument here, the second element
depends upon the context within which education is taking
place. Mullard argues that the social context of MCE is,

"..not only broadly racist in character...(but) it is also

racist in  structure...(MCE)..tends in consequence and

application to reproduce both the racial structure of power
and the racist conditions and assumptions on which this

structure of power is constructed." (40)

Consequently the reference point for goals with respect to
race relations is racist. Schools, Mullard claims,

"...identify their role and operate within the dominant

racist value and political goal structure implicit 1in

official policy on black immigration.{41)

Mullard's position is readily supported by numerous official
texts. In addition to the many statements{(42) expressing fears
about the consequences for the social fabric and structure of
Britain of black underachievement and consequent protest, other
explicit statements show how far "the state' will go in
accomodating black demands:

“...in understanding and pro-‘ding for the difficulties of

minorities care has to be taken not to overcome them by

reversing well-tried policies or... by bending a system
evolved to suit the majority so far as to unhinge it

altogether." (43)

The suggestion tlat the education system actually suits the
majority clearly ignores its class base but that is not the
issue here. The statement corroborates the contention of the
“"control thesis" <(that MCE is about controlling black
dissaffection) in so far as the concerns and limits of official
documents are concerned.

The anti-racist critique of MCE suggests that, through an
apparent concern for equal opportunity, concerns about cohesion
and control 1in the class-room(44), and in soclety, are

motivated and articulated:



*...concern aver classroom disruption by black pupils,
vialence, rejection of school mares, lack of work
motivation." (45)

Thraugh this,

“The discourse of multiculturalism is situated within an

increasingly racist social, e.onomic and political climate.

It is centrally part of 'Blacks are a saocial praoblem'."(46)

Carby sees the emphasis on cultural diversity as a reaction
to black groups recognition of the need for awareness of black
culture and history but it was,

“...turned by the: state into a superficial gesture in an

attempt to control the rising level of politicised black

canscigusness." (47)

Similarly, Mullard, in contrast to Tomlinson(48), argues
that MCE did not evolve out of educational concerns but out of,

"...a series of political interpretations made about the

threat blacks posed to the stability of liberal democratic

and capitalist saciety."(49)

Carby, in commenting on Little and Willey's(b0) findings
that MCE has had little impact because of the lack of change
in “"white schaools' claims that this is not surprising because
MCE has been,

"...conceived and applied as a method of social control aver

black children."(®1)

She argues that this underpins the significance of state
documents 'locating the problem ' in black children, the black
family and the black community. It allows and justifies state
intervention through social warkers, education welfare officers
and other state agencies which make up the mechanism for the
cantral of black youth(®2). Control of black dissaffection and
resistence is, within the "control thesis" both the function
and the intention of state policy, the two are equated. This
leads Mullard to prioritise the racial and political contexts
of MCE oaver its educational context and hence avoid having to
relate those contexts and understand the form each gives tao

the other. Such a prioritisation contributes to the inability

237



referred to of many critice of MCE to understand why the
practices and ideologies of multi-culturalism have been
acceptable to some teachers.

In response to this, Green rejects what he calls the,

"...professedly radical critiques of MCE all of which treat

the latter as a homogeneous entity, as 1if there were no

contradictions in 1t."(63)

He criticises the position taken by Carby®4) and
Mullard ®%)> <(a position re-affirmed by Carby in later
articles(56) but significantly developed by Mullard in his
subsequent papers(b7) on three major counts. Green claims that
there are three crucial simplifications in the way the argument
is set up: MCE 1is uncontradictory, a single unity, with a
single motivating force and one trajectory; intentions are
confused with outcomes, aims of state policy will necessarily
be realised in practice; there is no sense of school as a site
of struggle(58).

Green's concept of MCE is more general than Mullard's and
includes what the latter calls MRE and MEE, but if one
examines the policy and practice of any of these, Green's first
contention can be seen to be true(®9). The second is a
statement of the possibility of opposition to officially
sanctioned aims, values and priorities. It suggests that
although "state policy" attempts to frame understandings and to
de-1imit types of practice, gains can be made. It is therefore
a statement about the "relative autonomy" of school which
opposes a narrowly ‘'functionalist' account of the relation
between school and society. Green's third contention similarly
opposes another  theoretical tenet of the “radical critique",
that schools are totally constrained by their state nature and
their overall function as "ISA's"(60). It is, however, incumbent
upon Green to demonstrate that it is possible, in theory and in
practice for schools to be a site of struggle and to specify
the conditions governing that possibility.

Green highlights  the complexity of the relations between
policy, practice and theory but he is arguing for what &
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loosely defined MCE might become on the basis of what 1t
occasionally and marginally has been. For all my criticisms of
Mullard's approach to characterising and relating the
racialised forms, it is clear that if Green is to be proved
right in practice then a theoretical framework for pursuing
anti-racist education is vital.

Further examination of the theoretical framework that is
being offered, shows that many of the problems arise out of
the way in which the state and power have been conceptualised.
This is revealed in the analysis of the management of racism
in and through education. Carby, in particular, bases her
analysis on three assumptions: first, that there are only two
active participants in the struggle over the management of
racism - "the state" and “ black youth", all others are either
irrelevant or reducible to the first.

Secondly, because MCE is seen as a struggle between just
two ‘'actors', the contestation and exercise of power is merely
a dialogue. Power is understood as being directly applied, any
reaction 1is equally direct but opposite. The only possible
outcomes are the subjugation or the continued resistance of
black youth. Carby; does not consider the way power 1is
deployed, nor the way some actors resist their role in its
deployment. Mullard(61l) stresses the importance of power when
he offers a definition of racism and he demonstrates that it
is one of the most important omissions from MCE. Carby(62)
also criticises MCE for ignoring the social relations of pawer
and begins to put power on the agenda of the debate between
MCE and ARE. But as Dorn and Troyna(63) point out, most
theorists treat power purely through its visible exercise and
through the study of overt decisions. They argue that it is
necessary to distinguish different ‘faces' of power: the
processes by which issues are decided; processes by which they
become - or do not become 'key issues'; and,

"...the socially structured and culturally patternec

behaviour of groups and practices of institutions."(64)
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It is necessary to show how nower operates. It can operate
directly but often it is exercised indirectly. It is mediated,
often unconsciously deployed and exercised through inaction. To
summarise, state power as expressed in the state control of
schooling is an institutional form and as such has all the
complexity of instit~tions in its functions and processes.

Thirdly, it appears necessary for the ‘'state vs black youth'
opposition that the contradictions and complexities of the
state be glossed over. Otherwise, difficult questions about the
relation between the limitations and gains of ‘'reformist
strategies" need to be addressed. Also, questions of agency and
intention of teachers, quasi-autonomous bodies and of pressure
groups need to be considered from the standpoint of their own
‘internal logic' not just their global function.

It might be argued that these ‘assumptions' are actually
demonstrated by events, by outcomes and that no prior
assumptions were made. This is sustainable if MCE could be
accurately equated with official discourse plus global outcome
but such an equation not only fails to exbaust the scope of
MCE, it fails to inform an active and constructive anti-racism,
substituting for it a loose and rhetorical activism.

Carby's critique is a reading of official discourse on MCE,
but it is not an analysis of MCE itself. It is her view of the
state as homogeneous, dominating and determining outcomes
directly that leads her to believe that it is such an analysis.
Clearly it was not Carby's concern to develop a detailed theory
of the state but her work would have benefitted from being
informed by recent Marxist debates in this area(%). In
contrast, I have attempted to contribute, albeit obliquely, to
these debates through an emphasis on both internal and
external processes and relations of the state as well as on
more explicit statements and activities.

From this one must conclude that even if MCE is only a
straight-forward part of the management of racism, anjy
analysis of MCE and of the institutionalisation of racism in

schools must examine the processes by which this occurs. It
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must reveal the roles taken by various actors and types of
actors, the justifications, the explanations and practices
involved. Then it can begin to show how official justifications
and explanations connect with those at the school level and
with the practices that give them force and form. This in turn
opens up the question of the agency and intention of teachers
and other educationalists and therefore begin the task of
grounding practices that oppose the hegemony of MCE.

If one examines now the second 'actor' in the struggle over
education and the reproduction of racism, the problems with a
simple concept of the state are compounded by the way in which
resistances are conceptualised. In the first place, although
Dhondy and Carby emphasise resistances of black students to
both racism in education and to multiculturalism neither offers
any analysis of the contradictions or limitations of that
resistance as it is commonly expressed.

Dhondy organises his notion of resistance around the common
alms and experiences of Afro-Caribbean and Asian peoples. He
focuses on the "refusal" of young blacks(66) to compromise
with school values or the pressure to work at all costs. This
he 1links to a general cultural resistance, to a political
culture. But he fails to see the parallels with the culture of
masculine working-classness that Willis has identified for a
group of white "lads"(67). Willis's "lads" and Dhondy's "youths"
both re-interpret failure as success but Dhondy accepts their
interpretation, he ignores the danger of even greater
powerlessness inherent 1in it and he promotes a masculine
notion of "black culture" that a priori excludes black women.

Even though ‘'resistances" are central to the "radical
critique " of MCE, recognition or understanding of resistance
to MCE 1is very limited. Although state documents reveal
political concerns about  black disaffection and  the
consequences of underachievement it is clear that black
dissatisfaction with education is not diminishing nor is the
willingness to air wider grievances. It seems that as

"progressives" misconstrue the potential of education tc



transform society so do ‘"radicals" mistake its power to
control. As Green argues, MCE cannot defuse black resistance
nor control rebellion(68). Black students will not see
educational reform as compensation for what troubles them, i.e.

“...the whole systematic framework of racial domination in

its entirety, not just this or that bias in school."(69)

Given that MCE aims to defuse racial conflict without
challenging institutional racism, attempts at control must be
judged against black responses to institutional racism. Also,
when MCE does enjoy any measure of success this cannot be
dismissed as purely an 1illusion of equality and harmony. That
success expresses the contradictions and limitations of the
aims of many black and white criticisms of state schooling.

Carby and Dhondy offer a critique of MCE which in some of
its tenets connecte? powerfully with a traditionalist critique
of progressivism. Stone(70) articulates this view and expresses
many black parents aspirations and values with regard to
education. Stone's critique focuses on the idea that low self-
esteem accounts for black underachievement and on the
"progressive" practice that follows from it. However, as Green
points out(71), Stone is wrong to assume that all teachers
indulge in MCE because they believe that black children have
low self-esteem or a negative self-image.

Stone's position is similar to the "simple" demands by black
parents for good education for their children. As Leander
points out, they distrust MCE because it refuses,

"...to treat them as equals through the device of treating
them as seperate.”(72)

Rex(73) also stresses the importance of the academic status
and validation of MCE. However, the demand for "good education"
is certainly connected to a preference for formal modes of
instruction based on Caribbean and Asian experiences(74) and
on a clear understanding of the type of education given high
status in Britain.

It 1s important to recognise +the complexity of black

criticism and resistance if a strategy for unifying it is to be
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developed. It is a central issue for any radical approach to
race and education which hopes to inform and motivate a
radical practice. Dhondy and Carby present a superficially
radical critique but they mythologise resistance and confine
struggle to a very limited number of “"sites". In particular
they ignore the school as a site of struggle and thereby
dismiss the actual and potential resistance of teachers.

Little recognition is given to the contradictory elements of
the "progressivist" ideology which has situated some teachers
within multiculturalism. Carby(75) claims {:hat progressive
teachers saw MCE as a way of combatting underachievement but
failed to appreciate that it was part of a mechanism for
increasing direct social control over black communities. She
says that those teachers have been an integral part of an
interventionist strategy and claims that they latched onto it
as the last ©bastion of teacher control over curricula
innovation. Teachers,

"...were busily being multicultural whilst really protecting

the ground for their own autonomy".(76)

The only exception to this for Carby is what she refers to
as the "missionary approach"(77) to doing good to black youth.
Hence, Carby lumps together all the contradictions and
problems of liberal and radical ideologies of practice, Her
comments undoubtedly identify some of the justifications and
motivations which are operating but because she assumes this
to be the whole picture, radical or progressive teachers are
refused any role in an anti-racist strategy.

The "radical critique" of MCE in many respects echoes a
‘left' critique of "progressive education". So it appears that
the debate between anti-racists, multiculturalists and critics
such as Stone, re-articulates, through a debate about racial
inequality, an ideological and practical opposition with a
history in education, i.e. the opposition between radicals,
progressives and traditionalirts. That suggests that an
analysis of MCE needs to relate it, and its alternatives, to

progressive education and other ideclogies of practice(78). An



analysis which locates MCE not only within its political and
racial context but also within its educational context.

A theoretical basis which builds on the critique of MCE and
grounds an alternative ‘anti-racist' approach needs to analyse
both the general racial structure of society as a whole and the
current state of racial discourse and practice within
education. These +two theoretical strands are essential
components of a framework for an "anti-racist education" but
two important questions remain to be answered.

First, the reproductive role that is ascribed to education
allows little space for the dismantling of racism within or
through education. The limits and parameters of teacher anti-
racism are not explored in a positive way, in fact any belief
that this is a possibility is written off as self-delusion and
it appears that the state can only be opposed from outside its
institutions. The relationship between national and local
educational apparatuses outlined above do not totally confirm
this view nor do the dynamics of policy production in LEA's
which have moved towards an anti-racist position(79).

A ‘'reproduction and resistance' framework leaves the
uncertainty of reproduction and the contradictions of
resistance unexamined. The fact of contestation or resistance
is recognised but a theoretical framework for that resistance
is necessary 1if its political and strategic potential are to be
evaluated. Struggle .and contestation may be constitutive of
races and classes as well as between those already formed(80),
but the ‘'reproduction and resistance' framework assumes that
such social forces pre-exist the struggles that in fact form
and re-form, structure and re-structure them. Without
recognising the possibility of two types of struggle, the
internal contradictions of resistances and of cultures of
resistance cannot be revealed nor analysed.

Secondly, a materialist, structural approach to race is not
something that can just be asserted. It will necessarily cut
across other materialist approaches to stratification in whict

class 1s taken as the primary category. One needs to ask how
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racial discrimination 1is structured and reproduéed, bow it
evolved to its current form and what relation these processes
bear to those operating through class and gender. The anti-
racist critique of MCE criticises the plural, culturally based
view of social structure but what does it put in its place? It
uses a view of structural racisu and the specificity of racial
exploitation and oppression that is largely underdeveloped
especially in terms of its relation to class.

These critical points with respect to the "radical critique"
of MCE represent some of the weak strands in that approach. I
have focused on tﬁéoretical problems around "the state" and
"power, and on control and the function of schooling for a
number of reasons. First, although I have argued that there is
no simple link between the theoretical framework and the
practices of a racialised form, conceptual and theoretical
clarity and rigour are esgsential for effective anti-racist
practice. Secondly, in many respects the conclusions of the
"radical critique of MCE" may be accurate but the form of
argument and the assumptions identified imply a very narrow
range of options for opposing MCE, for de-constructing
institutional racism and for institutionalising anti-racism.
Thirdly, the characterisation of "past" racialised forms and of
the current "dominance" of MCE both simplify the complexity of
current assumptions, policies and practices. Over-simplified
dichotomies are represented as real alternatives and the
heterogeneity of actual policies and practices is glossed over.

The conceptualisation of anti-racism and an understanding
of its limits depends on specifying the relationship between
school and its social and economic context. Also, the alliances
seen as possible or desirable will depend upon how race and
class are related. A strategy for institutionalising anti-
racism will depend on the development of a theoretical

framework within which practices can be analysed and assessed.
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The question of racism has been shown in the first half of
this chapter to be one of the major critical foci of the anti-
racist critique of MCE. It would appear that the conclusions of
the anti-racist critique are substantially correct but that the
theoretical basis upon which these claims rest has problems in
its content and omissions. In the rest of this chapter I intend
to subject the arguments around racism to greater scrutiny and
attempt, through an examination of the concept of institutional
racism, to suggest ways in which the relationship between the
racism of the social formation is linked to racist educational
structures.

If one recalls the argument about MCE and racism, three
contentions summarise the major points of criticism. First, is
the general absence in MCE of consideration of racism as a
significant factor in racial disadvantage. Secondly, when
racism does feature in any explanation within MCE, a concept
is employed which emphasises the psychological and cultural
over the institutional and structural. Thirdly, partly through
the above two characteristics, MCE fulfills a function for the
management of racism and the control of its effects.

The general silence on racism is secured partly through the
"racial inexplicitness"(81) characteristic of many official
documents. As Carby(82) has argued, the notions of “"deficiency
and deprivation" employed to explain black underachievement(83)
were borrowed directly from the cultural deprivation debates
which centered on social class in the 1960's(84). Also the
emphasis on the ‘'decaying inner cities' made in the Select
Committee report in 1975(85) c--tributes to communicating an
unequivocally ‘'racial' message without explicitly examining
elther race or racism. Mullard explains this silence by arguing
that it has been almost impossible for white defined policies
and practices to focus on the problems of racism.

"For to have doner so would have amounted to an irrevocable

challenge to the educational and social system, as both
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require racism, albeit in its cultural form of ethnicism, to

mediate, regulate and manage the deeper and politically more

important gender and class conflicts that really do
threathen the basis of established society."(86)

The connection is thereby made between a silence on racism
and both +the overall control function of MCE and the
development within MCE of an ethnic form of racism, ethnicism.
Through emphasising culture and difference as the basis of
racism,

"The practice of multi-culturalism attempts to defuse

conflict between individuals rather than challenging

institutional racism."(87)

This emphasis, coupled with the ignorance of power and
power relations(88), leads to taking racism out of the
political realm and into the technical or narrowly pedagogic.
But this, Martin Francis argues is a self-defeating strategy:

"...it 1s the de-politization of racism through the

development of MCE that leaves teachers unprepared for the

issue of power, patronisation and white racism that emerge
when they attempt to put multi-cultural ideas into practice
in a racist society."(89)

The official emphasis on needs and underachievement have
been important to both the attempt to ignore racism and the
subsequent approach of defining it purely in terms of culture
and prejudice. In the former racism has been limited to at best
a secondary role, in the latter 1t has featured as oOne
component of an explanation of underachievement but always
based on the action of individuals. Because individual prejudice
cannot account for all racial disadvantage, this limited
concept of racism allows it to be relegated to being one cause
among many.

The 1981 report of the Hovse of Commons Home Affairs
Committee(90) uses differences in the achievement of 'West
Indian' and Asian pupils to conclude that racism 1is not
sufficient explanation for underachievement and that cultural

differences must be seen as its primary basis. Such a
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conclusion makes a number of mistaken assumptions. First, that
equal achievement (with white pupils) entails equal life
chances 1.e. that employment is based on equal reward and
access for equal certification. ©Secondly, that racism in
education is only an issue if it affects performance. Thirdly,
it assumes that if racism exists all ethnic groups and genders
and classes within them will adopt similar strategies to cope
with it. Fourthly, as Bhikhu Parekh (91) has pointed out,
referring to the groupings "West Indian" and “Asian" assumes a
non-existent homogeneity, particularly in the latter group, and
masks widé discrepancies in achievement.

It becomes clear that racism is most evident in MCE as an
absence, both through total exclusion and through selective
inclusion. This, as a stategy for containing the effects of
racism contains internal tensions and contradictions that may
threathen the potential effectivenes of that strategy. As
Hatcher and Shallice(92) point out, failing to tackle racism
may undermine both the hegemony required over the black
population and the need to restrain ‘counter productive'

manifestations of racism.

cism.

The key contention in the anti-racist critique of MCE and
hence in ARE, is that racism is not only wide-spread but is a
systemic feature of educational provision and of schools. The
use of the term "institutional racism" is designed to convey
this idea, that racism is a property not of particular
individual educationalists but of educational institutions.

The concept of institutional racism bears on three issues
central to the analysis of education and racism. First, and
most important, is the question of how education contributes to
the reproduction and propagation of racial inequality. Using
the concept of institutional racism, this question can be re-
posed as “"what features of the educational structure, of the
system of provision and of the structure and organisation of

schools sustain racial inequality?"
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Secondly, it has been argued, by Mullard(93) in particular,
that the form in which MCE has been developed has led to MCE
itself being a form of institutional racism. This is an
extension of the contention that MCE both obscures the
structural nature of racism and serves in the management of
racism and its effects. Because MCE identifies racial groups on
the basis of black methnic minority group cultures(94), which
are seen as both internally homogeneous and different from
each other, it both grounds and allows a cultural form of
racism: ethnicism. Therefore, as MCE becomes institutionalised,
s0 is ethnicism. This, Mullard emphasises, is taking place at
both LEA and school level with the appointment of black
"multicultural" teachers, advisers and officers(95). He argues
that the institutionalisation of ethnicism through an implicit
cultural  hierarchy leads to an ethnic  hierarchy or
"etharchy" (96).

Thirdly, where MCE is not institutionalised, other processes
secure the role of education in sustaining racial inequality.
Troyna(97) has addressed the issue of the limits of the
development of MCE by seeking to explain the ‘non-
institutionalisation' of MCE. This, he argues, has not depended
entirely on the Cunwitting') racist attitudes of teachers(98)
This points towards the centrality of institutional racism and
Troyna's argument would be greatly strengthened by a detailed
examination of how it operates through school processes and
structures.

There is no assumption that the development of MCE in
schools is resisted or fails because it threatens racism. But
the failure of multicultural initatives to achieve their stated
aims and the limitations of MCE in practice in securing racial
equality in education derive largely from being undermined by
the processes and structures of institutional racism. That the
conceptual framework used by MCE ignores those processes and
structures and hence allows this, is one of its greatest

weaknesses.
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0f these three issues, the first is my main concern, the
development of an adequate concept of institutional racism is
both pressing and necessary 1if the anti-racist critique of MCE
is to ground an alternative practice. However, I hope to show
that the other two issues are clarified by outlining a model of

institutional racism.

Raci i the 'Radical Critique'

In the 'radical critique', the emphasis on systemic racism
draws on two theoretical arguments. First, a general analysis
of the racilal and social structure of Britain. Racism, as a
structured and structural feature of our socilal system, helps
to secure the dominance - both material and cultural - of the
ruling class over that system and helps to reproduce it in a
racially stratified form. Secondly, a view of the overall social
and economic function of schooling. Because education fulfills
a role in reproducing a racist l.e. racially stratified, social
formation, 1t is itself racist.

Racial stratification and racial discrimination are integral
to our soclal formation and it would seem to follow that
because education is located within, and dependent upon, that
soclal formation, it would be implicated in the reproduction of
racism. However, the problems with the 'control thesis' and
notions of uncontested and unmediated reproduction indicate
that the racism of schools, of education is not established
solely by reference to its social location and function.

I have suggested(99) that i*; is useful in analysing racism
to distinguish four ‘levels' of racism: i1deas, practices,
institutions and structures. I have also argued that the major
alternative approaches to racism over-emphasise either the
first or the fourth of these levels. In analysing racism and
education the problém is essentially one of identifying the
relations between the four levels which 1lead +to the

manifestation of racism at the level of the institution.
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1t is important to recognise, as the anti-racist critique
has, that schools operate within a racist social context and
social structure but if racism in and through education is to
be understood in sufficient detail to inform an anti-racist
practice then two further aspects need to be analysed. First,
the role of individuals, their practices, understandings,
justifications, actions and inaction within the institution must
be explored. Although inequality within the institution is
largely a product of interactions between the racial structure
of the social formation and the institution, the operation of
the institution will depend upon the actions of individuals or
groups of individuals. Secondly. if one is to demonstrate that
institutions are racist it is necessary to identify the
procedures, processes and practices that make this so. From
this we can begin to explore the complex relationship between
different levels of the educational structure national, local
and school. Hence, schools can be located within a relationship
not of overt and total control but within a web of formal and
informal controls and formal and real autonomies.

To pursue this 'specification' of racism in schools it is
useful initally to consider the forms that two opposed
approaches to racism attitudinal and structural(100> take
with respect to its form in schools. Within this, three types
of characterisation are  evident: the individual, the

institutional and the structural/contextual.

A number of ways can be cited in which individuals in
schools may be said to be "racist". One can refer to the overt
and the covert, the intentional and the unintentional or
unexamined. These categories are not seperate and their
application may lead to much misunderstanding when ‘individual
racism' in schools is discussed. Confusion derives from three
things: first, the failure to distinguish racialism from racism,
secondly, the assumption that actions follow directly from

beliefs and hence that beliefs and actions do not really neec
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to be considered seperately and thirdly, the attempt to
consider ‘individual' racism apart from its institutional
location and general Zocial context.

Within schools it should be obvious that there are (among
others) teachers and pupils and these two groups occupy very
different locations within the institution. Therefore, when one
refers to a member of either group as being 'racist’, although
similar attitudes or beliefs may be involved, the institutional
significance of that person being 'racist' will be different.

This 1is shaown by the fact that while there are school
policies aimed predominantly at combatting racism amongst
white pupils(l101) none have evolved to combat or even to
recognise teacher racism. This, I would argue, is primarily
because of the general refusal by teacher organisations(102) to
acknowledge the existence of teacher racism but is compounded
by the institutional problems of dealing with it. It is clearly
difficult and controversial to identify any but the most overt
ways in which teachers can be said to be 'racist'.

Willey(103) quotes a useful practical distinction between
different ‘types of racist' students: hard core racists,
students on the periphery and unintentional racists. Different
strategies for teaching and for discipline will be necessary
for the different groups. Members of racialist organisations
pose very different types of problems to the large proportion
of white students who embrace a 'common-sense' racism. It is
important to note that where racism has been recognised as an
issue, although common-sense racism has become an object of
concern in some schools, generally the initial spur has been
the activities of conscious and overtly racialist pupils.
Consequently, when racism in schools is raised as an issue it
is assumed that that type of overt racialism is meant(104).

In a sense, overt and explicit attitudes and beliefs, even
when expressed by teachers, are as Mulvaney argues(105) the
easiest to deal with because the fact of their existence cannot

be disputed. However, reluctance to act against such a teacher
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from both LEA and senior school staff can be found even when
the LEA has an explicit ‘anti-racist' policy(106).

One attempt to solve some of the problems caused by
treating racism as a matter of attitudes alone is contained in
the formula "“Racism - Prejudice + Power"(107) or "Racism
Prejudice + Discrimination + Power"(108) This is ususally
employed to distinguish racism from ethnocentricity which may
be an attribute of any individual or group, from negative
attitudes towards other white cultural and national groups and
to stop black anti-white attitudes being labelled as “racist".

The formula achieves these objectives because of the
introduction of "power" to the equation but the continued
emphasis on prejudice makes it another psychological and
individual definition. Sivanandan(109) points out that this
formula is employed within the growing phenomenon of Racism
Awareness Training which, although it claims to recognise the
importance of power, only includes the personal power of
whites over blacks not institutional power relations and
structures of power. In Racism Awareness Training racism is
seen as a white problem(110) but for individuals not for white
dominated structures and institutions. Hence, the structural
and the ideological remain unrelated, the former is ignored and
the latter is restricted to atti.udes and beliefs.

To relate the ideological and the structural involves
determining the form in which racism occurs in school, its
relation to racilalism and hence necessitates locating the
individual within the institutionalisation of racism in schools

and in the educational system in general.

It is important to clarify what type of beliefs are being
attributed to the ‘overt racist'. The distinction between
definitions based on superiority and those based on difference
is relevant here, so too is the separation of actions anc
beliefs(111). Banton's definition of racism(112) is essentially
a ‘superiority definition' of the type cited by Barker(113).
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Consequently Banton is lead to label doctrines based on
cultural difffernces as ‘racialist” or more accurately,
according to him, "ethnocentric"(114).

An alternative basis for distinguishing between racism and
racialism is to restrict the former to beliefs usually but not
exclusively concerning racial superiority and then to see the
latter as referring to actions, based on those beliefs, which
descriminate. Both bases for distinguishing are relevant when
one attempts to specify the form in which racism occurs or is
reproduced in education and in schools.

Davis accepts a definition of racism which involves the
biological determination of racial characteristics and culture
and the inherent superiority of one race over another(115). He
then distinguishes this from racialism which he defines as the
creed and method of political agitation i.e. ‘'aggressive and
abusive behaviour' of the NF, BM or similar groups. He claims
that teachers dissociate themselves merely from racialism and
that racism continues and develops because members of an
institution refuse to recognise its subtle form.

Davis is identifying one misconception and he is correct to
stress the 'subtle forms' of racism but the issue is how these
forms operate, how the individual and the institution interact
to generate racist effects. Also, many teachers do accept both
Davis's definition of racism and the distinction from racialism
but beliefs about natural racial differences, abilities and
propensities are extremely widespread and although not
invoking ‘superiority' do justify differences of treatment.
Ironically, the latter approach is explicitly outlawed by a
‘colour blind' ethnocentric position but given a gloss of
‘celebrating diversity', it gains legitimacy in MCE.

The significance of any of the above approaches to racism
and racialism can not be decided in absolute terms. Their
usefulness will depend on the distinction that one seeks to
emphasise or prioritise. There is clearly no consensus on how
the terms are to be used but this confusion should not allow

the different aspects of racial discrimination or disadvantage
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to be subsumed under one amorphous term: '“racism". It is
necessary to use the above distinctions to begin to specify in
detail the organisation of racism in education and show how
different aspects of it are related. The dangers of excluding
any of the contributory processes from the term "racism" are
that they can then be allocated to a less "serious" category of
problem. But it is a major contention of this chapter that the
processes of racism within education are more complex than the
application of the term “"racism" would necessarily indicate.

The above discussion concerns overt and explicit beliefs
about racial and cultural differences but they may also
comprise a strand of what may be termed ‘'unexamined' racism.
Such beliefs are based upon generalisations and stereotypes
which may be 'verified' by experience but that experience will
have been made sense of through those specific beliefs and
through a belief in the applicability of deterministic racial
categories(116).

Of more importance are the processes and social structure
which frame and underlay the above relations between beliefs
and experiences. Stereotypes given a particular educational
form within schools derive from the 1individuals location
within racist ideclogy. The general racism of British culture
informs the '"practical" and "“common-sense" racism which is
integral to teachers' culture and to their understandings of
their task. The latter connects with the received knowledge and
maxims o0f both general pedagogic and subject specialist
practice to produce an important part of the fabric of racism
in schools(117).

Although an educationally specific (but not autonomous)
racist ideology is propagated and given its specific content by
individual  teacher trainers, theads of department and
authoritative written sources, transmission occurs within
educational institutions. It is~ embedded in the institutions'
practices and procedures and it helps to justify and explain
those practices and procedures. This suggests that individuals

are not only located within but cannot be separated from, their
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institutional and social contexts. Further, as chapter four has
shown, officially sanctioned policies and discourses, through
affording both general and specific racial categories, have a
direct imput into the institutionally structured racism of
schools.

Some of the above discussion concerns explicit prejudice
involving beliefs of superiority/inferiority but much of it
concerns implicit Dbeliefs about difference. It 1is that
phenomenon that the concept of "unintentional racism" employed
in the Rampton Report(118), is supposed to address. The report
responds to many West Indians citing racism as a major cause
of educational underachlevement by conceding that both
intentional and unintentional racism exist. But it stresses
that few teachers are explicitly racist even though some may
"unintentionally" be s0(119).

This racism, according to the report(120), takes the form of
teachers believing that West Indian pupils are inevitably a
cause of difficulty and therefore adopting negative or
patronising  attitudes. Also, it argues that  teachers
expectations of those pupils achievement are low and this
becomes a self-fulfilling prophecy.

Official teacher reaction to this view has been interesting.
The NUT states that,

"While the Union notes that the Committee alleges that a

small minority of teachers are racist, we totally reject the

view that teachers allow racialist views to percolate
through in their dealings with pupils."(121)

In this quote it is possible that the use of both “"racist"
and "racialist" is designed to convey a fine distinction but if
s0, which distinction are they employing? Equally vague is the
level of intention that "percolate" is designed to imply. Amid
this confusion the union implicitly accepts the existance of
unintentional racism and suggests that the answer to it,

"...liles in more adequate preparation of teachers for their

role in educating young ©people in a multicultural

society."(122)
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The NUT therefore sees unintentional racism as a technical
problem of preparation, information and increased pedagogic
skill,

The Rampton Report, through its emphasis on ‘'unintentional
racism', invites a response focused on changing the individual.
It does this, as Mullard points outdl123) in parallel with
gently chastising teachers, schools, LEA's and the DES for lack
of action but not for being part of the problem.

The AMMA(124) takes up the distinction between explicit or
intentional racism and unintentional racism but it seeks to
define this as being between "racism-defined-by-intention" and
'racism-defined-by-effect". It concurs with the Rampton report
by claiming that the latter is more prevalent(125). The second
category is the AMMA's version of unintentional racism but it
then chooses to refer to it as "institutional racism" arguing
that that term removes the danger of ‘vilification'.

This is a positive step to the extent that individual
teachers may react less defensively but the new label does not
involve a change of emphasis from the individual to the
institution as the source of the problem. The familiar
entreaties for "mutual knowledge, understanding and tolerance"
substitute for both critique and strategy. The institution
remains unchallenged but the individual is now also beyond
reproach.

The concept of "unintentional racism" refers to specific
processes, understandings and practices within the school
which, because individuals are institutionally located and their
practices institutionally structured, should be included in the
designation of "“institutional racism". Also, although the
failure to separate beliefs and actions undermines clarity in
analysing racism in schools, teachers do have power over
pupils, derived from their relative institutional location and
allowing their "unintentional racism" to inform their actiomns.

"Institutional racism" is to be preferred to "unintentional
racism" for two further reasons. First, "unintentional" is

equivalent to "“non-culpable® but failure to act or acting
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through non-decisions are ways o0f exercising power which
maintain racist procedures and structures. Resources,
facilities, courses, support and advice are now available in
some LEA's for action against non-overt racist processes and
effects in schools. Schools do have the power to change many
aspects of the life of the school. To fail to do so contributes
to the neutralisation and marginalisation of those who
challenge racism; by refusing to back anti-racism, schools fail
to make anti-racist activity legitimate.

Secondly, the individual focus o0f "unitentional racism"
promotes a strategy of personal change based for example on
improved training and Race Awareness Training(l26) rather than
attempting to model the processes and structures, aims and
effects, informal and formal relations of the school which

provide the fabric into which racism is woven.

The concept of institutional racism is important if the
racial context of schooling is to be related to its processes
and organisation, it offers the possibility of significant
advance. But as Troyna and Williams(127) have pointed out, it
has been applied in an indiscriminate way.

One necessary clarification depends on distinguishing
between different 'levels' of the institutionalisation of racism
and identifying the relation between them. These leveis are:
the particular educational institution the school, the
educational structure and the general institutional racism of
the social structure. In the anti-racist critique, the Ilatter,
referred to as "structure", has been emphasised and the other
two levels "read off" this determining level(128). It is not the
dominance of this _level that I wish to question but the
assumption that other levels can be “"read" directly from it.

Carby, in seeking to emphasise the general racial context,
makes a similar distinction:

"A distinction has to be drawn between attempts to confront

racism by changing educational policy and an understanding
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of educational racism as one instance of institutional

racism in the context of other forms of institutional

racism within a racist society."(129)

However, Carby does not see that that distinction
necessitates the close examination of the relationship between
the general racial context and the form racism takes in
education. A general institutional racism does exist, although
this might be more accurately called structural racism, but
education is not just an ‘'instance' of this. One must not
assume that the former determines the latter.

The opposite tendency to ° e above poses problems of a
different kind but of a similar magnitude. For example, the
Scarman Report(130) recognises the possibility of institutional
racism occuring through the practices that public bodies adopt
unwittingly discriminating against blacks. However Scarman
could only view ralism as a contingent feature of social and
economic organisation and structure. He was also forced to
distinguish between his recommendations on policing and his
comments on on other areas of social policy. Therefore his
recognition of institutional racism was limited to particular
agencies rather than encompassing the social formation as a
whole. A generally racist system thereby continues Ilargely
undisrupted and any change of ©policy or practice is
concentrated within policing and law and order.

Villey runs similar risks even though he now aligns himself
with the proponents of ARE(131). He stresses the need to
examine the processes and procedures of schools for
institutional racism(132). This is an essential part of de-
institutionalising racism but he considers the institution
separately from its context and location:

"A racist institution is quite simply one in which

discriminatory rules or systems apply and no one has either

noticed or tried to remove them."(133)

He also, is failing to relate the different levels at which
the institutionalisation of racism takes place. Both omit the

centrality of the relationship between the racial context, the

- 269 -



-

social role and the processes and organisation of education for
the institutionalisation of racism in education. However, it is
notable that Willey's account suggests a practice, it has an
analysis and strategy which although flawed and limited is
more constructive than any derived from Carby's analysis.

Various authors have recently attempted, by focusing on the
processes and practices of school, to identify aspects of
institutional racism. Both individual and structural emphases
can be found. Saunders(l34) for example, assumes that racism
is a question of believing in one's superiority and that this
is a ‘'colonial legacy'. He then argues that British institutions
are invested. with such attitudes and values and this leads to
discrimination in institutions i.e. institutional racism.

The earlier discussion(135> of the problems of seeing
racism as individual attitudes or beliefs applies to Saunders'
approach but he does identify some aspects of institutional
racism: systems of teaching and Ilearning organisation e.g.
sets, streams and bands; 'culture bound' methods and levels of
control; cultural differences implicit in school ethos and in
attitudes to teachers and to discipline. Each of these would
feature in any list of ‘'what to look for' when trying to
identify discriminatory processes or procedures but Saunders
is not able to relate then within any sort of framework.

Dorn's(136) work concentrates more on LEA policy activity
but he reports similar limitations to those evident in
Saunders' discussion. He identifies as common issues for
concern, EzZL, Mother-tongue teaching, curriculum development,
‘Section 11' funding and teacher training and in-service work.
Although such measures could contribute to removing racism
other measures which would more directly confront racism are
often omitted, e.g. positive action on appointments, resource
allocation, further education and policy evaluation. He adds
that there is also no consideration of the implicit assumptions
of the education system that might comprise institutional
racism e.g. Church schools' a“missions criteria, streaming,

suspensions and referrals to special education(137).
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Further attempts have been made by ALTARF(138). In their
book "Challenging Racism", Betty Hunter(139) stresses staffing
aspects of institutional racism. Starting with the under-
representation of black people in teaching compared with their
over-representation in  non-teaching staff, she further
identifies, black teachers' promotion and career prospects,
their general job situation in schools and the disproportionate
number designated as ‘supernumerary' &/or redeployed. All
contribute to institutional racism, all directly affect black
teachers and have implications for how both white and black
children learn the school's valuation of black people. They re-
inforce general societal racism for both groups and by failing
to offer positive role models for black pupils leave pupils
prey to other racist processes within the school.

It is important however if effective counter-strategy is to
be developed to identify how the above are institutionalised.
Lynette Hubah(140) claims that for black teachers, the root
cause of inequality is the assessment of their competance by
headteachers and inspectors. She argues that there is no set
pattern of precise criteria for promotion, it is a variable and
subjective decision and therefofe open to misuse.

Hubah 1s correct for those particular headteachers and
inspectors who are racialist because informality and
inexplicitness may provide a cover for prejudice. However many
headteachers and inspectors would defend themselves against
such a charge by ci/ting the criteria they claim to have used.
It i1s those critéria that need close scrutiny because they may
well embody assumptions about how competance is demonstrated
and judged, about priorities, aims and objectives that are
culture-specific and work to the disadvantage of black people.

Those criteria will form a received knowledge which guides
and justifies certain practices. They are institutional to the
extent that they are systematically propagated within the
institution and to the extent that they perform a function

necessary for the continuance of that institution. They are
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employed and carried out by individuals but are to a great
degree independent of them.

Shallice refers to broader concerns in reporting on the
development of an anti-racist policy in an ILEA girls
school(141). She identifies various types of 'covert racism' in
order to answer the question “Is the institution racist?". She
lists, school meals, relatively few black teachers, cultural
ignorance, the unawareness of tue pressures facing black girls
outside of the school, that the curriculum is not culturally
diverse, stereotypes and negative images, Christian blas in
assemblies, language and racist idioms, low expectations and
different treatment of black girls.

Many schools will demonstrate some if not all of these
features and will also operate discriminatory systems in the
area of discipline and pastoral care where, reflecting dominant
approaches, black children will be seen as problems per se.
Control will become the major criterion of success, not
educating pupils to fulfill their potential and to oppose
racism and discrimination.

From the many facets and processes of institutionalised
racism listed above one begins to see the number and variety
of aspects af the education system and of school life that
have to be examined, as well as the location and function of
schooling in general. I have stressed the importance of
locating beliefs and actions which discriminate within the
structure of school as an institution however what [ have is
still little more than a composite list of of processes etc. It
is necessary to categorise these and offer some sort of
framework or model within which their relative significance

and the relations between them can be understoad.
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A Model of Institutional Racism in Education.

4 model(142) of institutional racism in education should
include three main facets. First, the operation of schooling in
the context of a racially structured social formation, racist
culture and racist ideology. Secondly, the socially reproductive
role and effects of the system of schooling. Thirdly, the
organisation, processes and practices of schooling itself. The
theoretical problem is to show how the first two provide the
context, background, content and social meaning of the third.
It is necessary to show how the three aspects are related.

The first part of the model has been stressed in the
radical critique of MCE. The social formation as a whole has a
racial structure. Structural racism is secured through
employment, housing, domestic law, immigration law, social
benefits, general life chances and standards of living and the
exclusion of black people from positions of power in key
structures and institutions.

The second aspect also features prominently in the radical
critique. Education is seen to aid in the reproduction of the
social and racial structure. Troyna and Williams(143) identify
two aspects of this, cultural and ideological reproduction but
I would wish to add to this, the reproduction of the racial
division of labour. I would therefore argue that education does
play a direct role in the creation of structural inequalities,

Some features of educational organisation and practice are
about race or work through race. Many features are 'racially
neutral' but they, through their location in a racist social
context, may be racist by omission or racist in effect. The
'indirectness' of eductional reproduction depends on the
processes and practices of education operating in a heavily
racially structured society. "m that context, a formally
meritocratic system will not challenge nor disturb the racial
structure. It will legitimate it through silence and inaction.

But silences can be broken, action can be taken. That the

reproductive role of education is mediated and indirect means
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that it may be contested. The racial structure of society
determines that any inequalities of access or levels of
resourcing and provision in education lead to racial
discrimination in and through education. But this can be
challenged. An awareness of context can lead to equitable
distributions of access and provision. Similarly, processes and
structures that are racist by omission or racist in effect can
stop being ‘racially neutral' and work to combat racism.

This role for education in the reproduction of racism shows
the importance of the third component in the model of
institutional racism in education. It has been largely ignored
and never integrated into a structural, anti-racist approach.
The structure and organisation of the education system and of
schools themselves, operate systematically to reproduce,
transmit and allow a racist structure, culture and ideology.
The immediate or direct cause, but not always the source, of
this 1s the organisation of edcational provision and of the
school. All aspects of educational life are implicated in this:
structure, organisation, and relations; processes and practices;
understandings, educational knowledge and belief.

The previous section gave an indication of the types of
structures and prosesses involved but as [ pointed out, a
framework of categories, a 'model' of the institutional features
of racism, was still lacking. To begin this task, I suggest the
following twelve categories, arranged in three groupings, into
which the features identifed can placed.

Structures, procedures and practices:

1) Relations between educational institutions. This is the
most general level and involves the system and organisation of
educational provision within an LEA. A number of features can
be relevent: the availability of ‘choice' between  voluntary
schools, selective schools and ‘comprehensive schools'(144); the
co—-existance of 11-16, 16-19 and 11-19 schools(145); the
location of institutions in relation to the 1local ‘'racial
demography'(146) organised  through the designation of

catchment area or primary secondary links; bases and
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processes for school allocation, selection and dislocation
(special education, special uni 5 etc.) and other determinants
of diffential access.

2) Relations between schools and parents and between
teachers and parents. Both relations are predominantly black -
white relations. The government and control of schools is
dependant on a sys®em of political representation that largely
excludes black people(147). Teachers as an ocupational group
are also largely white. This leads to white domination of the
educational system and control over the content of the
curriculum and over educational values and aims. The exclusion
of black parents expresses their relative powerlessness and
allows a discriminatory system of education to continue.

3) School structure and organisation. The allocation of
pupils to different types of teaching groups within the school.
This involves banding, streaming and setting; withdrawal and
remedial groups; allocation of subjects and courses at 14+ and
16+, examination groups and entries(148).

4) School procedures, processes and other institutionalised
ways of completing tasks, performing functions and attaining
goals may discriminate or differentiate on the basis of race.
They may work through race, or because o0f assumptions,
ethnocentricity or culture-specificity, discriminate in effect.
Included here would be systems and practices of discipline,
processes and practices for exclusion or suspension, referral
to outside agencies - including special units, EWO's and
Educational Psychologists relationships and forms of
communication with parents.

5) Institutional practices. This refers to all forms of
systematic behaviour which derive their meaning and rationale
from their institutional setting. They will often be based on
received knowledge, successful pedagogic strategies and both
general and subject specific teacher maxims. As examples one
can cite, the development and encouragement of different

abilities and propensities in different racial and ethnic
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groups(149); low standards and expectations; liberal responses
to dissaffection or misbehaviour.

6) Received ‘'knowledge' about races within the institution.
This will often be found in conjunction with 3) and 4) above
and will include Dbeliefs and ‘'knowledge' about racial
characteristics, whether emotional, cultural, psychological,
physical or intellectual, which motivate, legitimate and justify
discriminatory practices, procedures and processes. These are
institutional because the school and other educational
institutions are the site of their formulation, dissemination,
reproduction and validation.

Curriculum:

7) Overtly racist overt content. This may be predicated on
cultural or biological superiority or difference. It can be
prescriptive or proscriptive and may occur through omissions
or assumptions in any and all subjects. This will link the
activities of the school to a colonial legacy of ideas and to
the content of a more general racist culture and ideology.

8) Covertly racist overt content. Because racism may also
be based on ‘'difference' any clear distinction between overt
and covert racism is difficult to apply. What is covert and
what is overt depends on one's understanding of the various
forms that racist attitudes may adopt and the justifications
and explanations that may be employed. However, categories 6)
and 7) between them cover the continuum of explicitness from
ethnocentism, exclusion and marginalisation to tokenistic or
de-contextualised cultural pluralism.

9) The "hidden curriculum". Messages are conveyed by racist
practices, procedures and structures and so this category will
often be applicable with other categories or instances of
institutional raoisgl. But one can find examples, such as the
existance of positive role models, their authority and status,
to show how the relative value of different ethnic groups is

conveyed without reliance on other aspects of the institution.
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Legitimation and de-legitimation:

10> Inaction over any aspect of racism internal to the
institution. The failure to explore, expose, analyse and work to
remedy any of the above allows education to continue to
reproduce racism and is therefore culpable. It is questionable
whether the term “racism" clarifies the role of inaction or
indecision  sufficiently, but failure to oppose racist
structures, cultures or ideologies of schools contributes to
their reproduction.

11> Inaction over cultural and ideological forms of racism
which are manifested in schools. This concerns the importance
of challenging common-sense racism in all school situations
and explicit teaching about race, culture and beliefs through a
range of subjects. It is an intervention into the racist
CONSensus .

12) Inaction over. the effects in school of the structural
racism of the social formation as a whole. Clearly, actual
‘remedial action' is limited here but failing to recognise the
overall racial context of schooling involves a denial of the
major determinant of Black British experience. Education will
therefore miss the opportunity to develop understanding of the
-racial structure of the social formation. It will also endanger
other aspects of anti-racist strategies through ignoring the
major condition of racism. This shows how crucial are links
with black communities in the development, implementation and
monitoring of anti-racist policies and strategies. It reveals
that activity in school to de-institutionalise racism should
not be carried out without awareness of and co-operation with,
similar activity outside school.

The instances cited cover most of the life and work of the
school and show that if racism is to be opposed in and through
education then few, if any, aspects of the school can remain
unchanged. Each of the levels or instances of institutional
racism in the above schema requires diferent types of action

within and by the school.



Apart from the -“dentification of the different aspects of
institutional racism the model offers some clarification of two
issues vital to the opposition between MCE and ARE. First, 1is
the question of the different emphases, priorities and absences
to be found in competing racialised forms of education.
Competing priorities indicate or signify different analyses
implicit or explicit of racism in general and of how 1t can
operate in education. Each racialised form of education
therefore articulates causal links between instances of
institutional racism, 1i.e. between aspects of the model. Each
prioritises, allows or disallows action on each instance and
hence points to a view of the relationship between school and
soclety as mediated by race and racism.

This schema allows one to understand the significance of
various analytical and practical shifts within and between
different racialised forms. The type of MCE which has been the
subject of the ‘'radical critique' would seek to remedy 65, 7),
8) & 11). Developments from that which refuse the radical
critique but accept its emphasis on structural racism, a ‘left’
multiculturalism exemplified by Green(150), would emphasise 3),
4) & 5) but would retain and act on those covered by MCE., The
"anti-racism" of WVilley(151) would recognise all seven
instances so far included but would add 9) also. This is
clearly an advance but it lacks the recognition and emphasis
of 12) found in an "activist anti-racism" based on black
perceptions, experilences and priorities rather than white
institutional solutiomns.

It 1s significant that although some awareness of the
functioning of 1) could be found 1in black comnmunities and
anti-racist campaigning groups(152), 1t 1s not recognised by
schools and has not been the object of LEA policles. That
omission depends upon failing to recognise the racial and
educational contexts of the school as an institution,

The limitations of approaches which omit some of the
instances of institutional racism derive not only from an

incomplete understanding of racism in education, from the fact
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that significant asiects will be missed but alsa from the
effect that certain types of focus may have for the management
of racism. Generally, the major opposition between structural
and cultural approaches to racism is given its educationally
specific form through which instances are recognised and
emphasised. In chapter five 1 argued that the structure and
organisation of provision determines educational outcomes to a
far greater extent than the content of provision. The madel 1
have put forward shows that the structure and organisation of
education are central to the reproduction of racial
discrimination and disadvantage. It suggests that a failure to
recognise or emphasise those aspects, effectively hides the
nature of racism in education. It therefore supports Mullard's
contention that MCE deflects attention away from racism and
aids in its management. Overall, the structural emphasis of ARE
is supported but extended through a focus on the structures,
processes and practices of schooling.

The second issue that is clarified by the model of
institutional racism is the relation between racism in society
and racism in schooling. As I have explained, this has
generally been expressed in terms of a model of social
structure and a view of the role of education. For MCE, this
has involved a pluralist conception of social structure and an
assertion of the role of education in promoting and securing
equality of opportunities. For ARE, the social structure is seen
to be heavily racially stratified and education's role is pre-
dominantly reproductive.

In ARE, the simplicity of the model of social structure and
the problems of a functionalist account of schooling, have left
it open to theoretical critique and devoid of a workable
strategy for practice. The model of institutional racism that I
have outlined starts to answer in more detail questions of how
and why schools are ‘racist' and clarifies and gives
credibility to the anti-racist case. It shows how equality of
opportunity may systematically be wundermined through the

structures, procedures and practices of schooling.
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The identification of the major processes through which
racism occurs in schooling, and the demonstration of their
dependence on context and function, brings together two
aspects of anti-racism: "global function" and “institutional
solution". It shows that the former is substantially correct in
its conclusions about the racial meaning of MCE but that it
simplifies educational processes and hence leads to errcnecus
strategies to combat racism in education. The model starts to
clarify the limits of institutional action by criticising the
"racial neutrality" of processes and structures etc. and by
locating the ‘'source' of racism not in the school but in its
interaction with the racial-social context and in its relation
to the social formation as a whole.

The context of schooling gives rise to discriminatory
effects and gives ‘racially neutral' processes a racial meaning
but the context, through its cultural and ideclogical aspects,
also affords some of the discriminatory ‘'content' of schooling.
This occurs in a number of the instances identified. For
example, beliefs about race and about the applicability of
racial and other deterministic categories, are employed both
directly as educational justificucions and guides for practice
and indirectly, in educationally specific forms. Such beliefs
and ‘'knowledge’ will also feature in the explicit content of the
curriculum,.

Finally, it is important to stress that the nature of the
processes and str&ctures through which racism works in
education are such that the form in which it operates in an
individual school or LEA will depend upon the specific racial
and organisational characteristics of that school or LEA. In
other words, although I have offered a general model of
institutional racism in education, it must be viewed as a
‘situational model' because which instances operate will depend
on specific local conditions. In a raclally heterogeecus LEA ir
which different schools have different racial compositions, all
twelve instances or aspects of institutional racism may be

operating. Whereas, in an ‘overwhelmingly white LEA' 1) to 6)
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will be unlikely to be significant. This is ironic because it
means that MCE may contribute to good practice in exactly
those schools resisting its introduction but will be at best
cosmetic in the racially mixed inner-city schools where it is

found.

In this chapter I have been concerned to critically develop
the "radical critiqua" of MCE. In chapter four 1 concentrated on
how the radical critique approached the analysis of racialised
forms of education and particular initiatives in policy and
practice. The focus of my argument was the relationship
between thoery, policy and practice implicit in the radical
critique. A second aspect has been added in this chapter and
that has concentrated on how the "content" of MCE has been
analysed. Through examining this, 1 have attempted to explore
the assumptive and conceptual base of the radical or anti-
racist critique.

The significance of this, or the assumption behind it, is
not the same as that implicit in the anti-racist treatment of
MCE. 1 am not attempting to “read off" the meaning or chance
of success of anti-racist practices from the theoretical
framework that appears to inform them. This difference derives
partly from the fact that my critique explicitly denies the
validity of arguing in that way but one must also take account
of the "oppositional" character of the anti-racist critique and
hence of ARE. If a practice is oppositional it requires an
articulated framework within which practices can be developed
and assessed. Without such a framework, existing "dominant"
multicultural interpretations are likely to continue to dominate
practice even 1if the practice is called "anti-racist".

An adequate theoretical framework which makes wmajor
improvements to that criticised in this chapter is particularly
important given that if one were to follow the view of

schooling found in that framework, then no anti-racist
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education could be possible in theory, let alone in practice.
That analysis of the function and context of schooling implies
that the social meaning of all educational initiatives, whether
avowedly anti-racist or not, must itself be racist. Or to put
this more positively, the anti-racist practice that does exist
contradicts in practice the analysis of racism and schooling
that it prima facie endorses.

The main concern of this chapter has therefore been the
relation between the function of schooling, its context and
location within a racially structured social formation, and the
processes and organisation of education itself. I have argued
that an adequate understanding of this relation is central to
understanding the racism of the education system and hence for
a systematic anti-racist practice.

The second part of the chapter has concentrated on
beginning to develop such an analysis of the educational form
of racism. In the model of institutional racism outlined three
facets were identified: the racial structure of the social
formation, the allocative and reproductive role of the
educational system, the organisation and ©processes of
schooling. The systemic racism of education is constituted in
the relation between these three.

Structural and cultural racism provide contexts for the
racism of the educational system, educational processes are
inscribed within this racial framework. It is the major source
of the content of educational racism. It also determines the
significance of educational processes for race.

The saocial and economic role of the educational system
shows the overall pertinence of race for education. To fulfill
certain functions for a socia system which has a strong
racial hierarchy is to be implicated in the perpetuation of
racial inequality.

Racism 1is institutionalised through the structure of the
educational system and through the organisation and practice
of schools. Some asyects of institutional racism work througt

race or have race as their explicit focus, others operate in ¢
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discrimatory way because of the racist, cultural and structural
context that inscribes them.

The complexity of racism within education has been raised
as a problem not only for analysis but for the applicability of
the term itself. No other term presents itself which does not
court the danger of omitting some of the processes that
contribute to discrimination and disadvantage. But it is
important to vremember that effective anti-racist strategy
depends on understanding the complexity and variety of those
processes.

The nature of the relation between the contexts, roles and
processes o0f schooling indicates that the ‘instances' of
institutional racism will not be significant for race alone. In
the context of a society stratified through gender and class
also, some instances will work to secure the continuity of
class and gender inequality. it is not just about race, it

concerns dominance, oppression and inequality in general
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See Townsend and Brittan (1972), Little and Willey (1981)
and Troyna and Ball (1985b).
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Op.cit.
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See chapter four.

See for example Select Committee on Race Relations and
Immigation (1973) p.3.
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See Mullard (1981a) p.133.

See for example Carby (1980b).
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Op.cit.
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1bid.
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involved in 'structural' concepts of race and racism.
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made of it that Mullard has focused his more recent
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Mullard (1982b) pp.27-28.
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i.e. that the analytical or assumptive base discerned in a
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Mullard (1980b) p.14.
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see Select Committee on Race Relations and Immigration
(1969) pp.6-7; Select Committee on Race Relations and
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of the development of practice in chapter four.
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discussion in chapter seven

For example in ILEA, Berkshire and Haringey.

This argument depends directly on the emphasis on the
political aspects of class formation which was developed
in some detail in chpaters two and three.

As 1 have argued in chapter four, this idea of the
‘inexplicitness' of early national policy on race and
education is not without problems but the lack of an
explicit racial focus was one of the major mechanisms
through which attention was directed away from racism.
Carby (1980) p.63.

See discussion in chapter four.
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See Mullard (1984a) p.36.

See Mullard (1984a) p.36.
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between racism and deterministic thought.

For example, with respect to the common views of Afro-
Caribbean athleticism and the consequent direction of
such children towards sports in school. See Carrington
(1983),

Op.cit. p.l2,

Ibid.

Op.cit. pp. 12-18,

RUT 98D,

NUT op.cit.

Mullard (1984) p.19.

AMHA (1983) p.14

Ibid.

See Sivanandan (1985).

Troyna and Williams (1986) p.48.

This view of the relation between the three ‘'levels'
represents a simplification of the nature and location of
state institutions which depends on an approach to
theorising the state in general. See note 69.

Carby (1980) p.62.

Op.cit.

If one compares Willey (1984) and Little and Villey
(1981 Willey moves from a critical or ‘radical’
multiculturalism to endorsing an explicit focus on racism.
Op.cit. p.36.

Op.cit. p.55.

Saunders (1981) pp.22-23.

See chapter two.

Dorn (1983) p.4.

Ibid.

Op.cit.

Hunter (1984) p.23.

Hubah (1984) pp.25-47.

Shallice (1983).

To use the term "model" implies that the analysis offered
in this section will outline the full working mechanism
of racism 1in education including the effective relations
between levels and instances. I do not claim that that is
achieved. What 1is offered however 1s more than an
unrelated 'list' of aspects. I seek to identify some of the
effective 1links  ©between the context, function and
instances of institutional racism and some of the ways in

which the different instz ses reinforce or support eact
other,
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143>
144)

145)

146)

147)

148)
149)
150)
150)
152)

Troyna and Villiams (1986) p.6.

The situation in and around Reading shows what may
happen when ‘comprehensive' and selective schools co-
exist, see chapter five for more detail. The ILEA provides
an example of the discriminatory effects of voluntary
schools® selction criteria.

This becomes relevant to race and class if 11-19 schools
are located in predominantly white, middle-class areas
and the others in multi-racial, working-class areas. The
differences in resources in particular may lead to further
divergence in the life-chances of the pupils at the
'different schools.

This, as 1 explained in chapter five, was one of the major
concerns of the ‘zoning' campaign in Berkshire.

This can Dbe +true for +teacher, parent and political
governors and will not necessarily change with the
provision for greater parental involvement in the 1986
Education Act.

For some particularly revealing data see Wright (1985b).
See note 117.

See Green (1982).

Villey (1984).

A prime example of this was the ‘'zoning' campaign
discussed in chapter five.
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The preceeding chapter has considered some elements of an
answer to questions about the nature of the educational context
and the educational specifi ‘ty of the development of
racialised forms of education, especially MCE. The overall
picture has as its foundation a theoretical outline of the
racial structure of the social formation. This provides a
general framework for interpreting and analysing the racial
policy context for~ multicultural policies, practices and LEA
initiatives, and hence their meaning for race and politics. The
last chapter attempted to examine how this context and the
racial structure of the social formation affected educational
practices, processes and organisation. It has therefore
attempted to show how, within an educational institution, race
and education intersected. In this penultimate chapter, the
remaining part of the picture will be illuminated through
examining the ideological parts of the educational context. The
previous chapter has shown the institutional determinants of
the limits and the form of development of MCE. This chapter
will show how instiutionalised ideologies and ideological views
of the institution, and individuals' locations within it, have
also affected the limits of MCE and the form in which it has
developed.

The educational context of MCE needs further elaboration
at two main levels. First, general educational policy which not
only provides a background for policy on race but also
directly affects the form that racial policy takes. Secondly,
the understandings and ‘ideplogies' that govern teachers
perceptions of their tasks and underpin practices considered
adequate for those tasks. The first level will be most clearly
evident in the financing and resourcing of education. In
particular the last decade has seen a steady reduction in the
level of central government support for local authorities and a

consequent reduction in the amount that LEA's have been able to
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spend on education(l). This affects the introduction of MCE in
two main ways: it means that attempts to set up multicultural
initiatives are taking place at a time when even existing
provision cannot be maintained and so adequate funding for
those initiatives is difficult to find; the limited extra
funding available through Section 11, Urban Aid or Educational
Support Grants(2) for such new initiatives represent most of
the few ways 1in which LEA's can attract extra central
government support.

In LEA's with few or no black pupils the two financial
pressures combine to make it very difficult, even if they have
the will, to introduce MCE in their schools. For LEA's with a
significant black population the form in which multicultural
inititatives are funded contributes to viewing black pupils as
a problem per se(3). If that is compared with the fact that the
promotion of racial equality is one of the very few areas of
educational policy making +that has not been increasingly
centralised in recent years, one is led to ask why policy in
this area is so out of step with the rest of educational
policy. It also suggests that the motivation of both LEA's and
teachers should be examined where they have adopted
multicultural perspectives or practices.

The adoption, or rejection, of 'multicultural' approaches will
depend upon the processes, suggested earlier(4), through which
LEA's and schools are targetted as ‘having a problem' by
official reports and documents. The form in which this message
is received and the limits of the actions taken will depend, in
part, on the institutional features of schooling identified in
chapter six(5). But, as 1 will demonstrate in this chapter, they
are also mediated by general ’philosophies' or approaches to
education which inform and d..ect teachers' practice. These
philosophies 1 will show to be most usefully and accurately
understood as ‘“"ideologies of practice" (in both Marxist and
pluralist senses(6)) which provide the educational rationale,
justification and foundation for MCE. They are the basis for
the ‘acceptability’ of MCE to particular groups of teachers,
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they proscribe the form and limits of multicultural
interventions and allow teachers to re-interpret the concerns
of 'offical policy' as their own.

If the acceptability of MCE to some teachers is based on
important ideologies of practice and if the form in which MCE
has been developed depends on these ideoclogies then they are
major barriers to the development of ARE. As an alternative
approach to race and education, ARE will require an alternative
approach to educational practice in general and will have to
challenge existing educational ideologies not only ideologies
of race. Without such a challenge, ARE will be interpreted
through dominant ideologies and practices and its anti-racist
orientation restricted to a theoretical critique and abstract
framework.

To further complicate the picture, there is a growing
disjunction which Troyna identi..es, between policy statements
adopted by LEA's and the development of practice in their
schools(7). Troyna claims that the existing literature on the
'non-institutionalisation' of MCE in schools erroneocusly focuses
on teachers attitudes. He argues that any disparity should be
re-located in a 'broader analytical framework'. Troyna is yet
to offer any framework as such but he does refer to two
contributory elements: resources and organisation(8). He also
mentions, almost in passing, +that multicultural changes
threathen the professional standing of teachers and base
values of the profession. But the significance of this claim is
not drawn out, what does it imply for the implementation of
MCE in schools? How does 1t suggest that one should analyse
teacher resistance to MCE?

Troyna argues that the non-implementation of MCE should be
approached through seeing MCE as the "latest progressive
innovation"(9). This, he claims, leads to posing a different set
of empirical questions:

"...does the limited impact of multiculturalism differ in any

sense from the impact of other 'progressive' innovations on

the routine practices and arrangements of schools? Can
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'resistance’ to MCE be explained purely and simply in terms

of the ‘race' component of this innovation?"(10)

One can also ask whether the acceptance of MCE can be
explained purely in terms of race (and racism), or does it need
to be related to other educational ‘'innovations', practices and
ideologies? Carby's  contention(1l) that MCE  currently
represents the only jsource of "progresive perspectives" on the
curriculum suggests that +the relation between MCE and
progressive education should be explored. But the link between
MCE and progressive education is also raised in arguments and
explanations for the ineffectiveness and dangers of MCE.
Hatcher and Shallice claim that generally MCE suffers from the
same problems as progressivism, a ‘warrenist' perspective(l2).
Carby makes a similar but more damning criticism:

"The “progressive" boom in the industry of multi-racial,

multi-cultural and multi-ethnic teaching materials, journals,

departments and organisations was doomed to be myopic,
failing +to address +the issues around which Dblacks
themselves were to organise."(13)

Mullard offers a third strand and counsels even greater
caution when he claims that, MCE

"...has been able to transpose an implicitly racist ideology,

ethnicism, into the '‘progressive' educational ideology of

multi-culturalism."(14)

Given these various claims, if one 1s to decide on the
possibilities and limits of the practice of MCE one needs to
ask what is meant by "progressive education", what the foci and
limitations of that approach to education are and what form of
continuity or shared characteristics exist between MCE and PE.

Asking these questions will allow the re-evaluation of the
ideological role of MCE. Progressive education will be
considered as an ideology of practice. An ideology which, witl
other ideologies of ‘'professionalism' and 'autonomy', provides a
crucial but as yet unexplored, part of the educational context
for MCE. Through analysing this educational and ideological

context, a basis can be suggested for the receptiveness anc
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resistance of teachers to the concepts and framework of MCE.
Consequently, this adds another element to the picture of how a
racialised form of education is complexly constituted through
relationships between the levels of theory, policy and practice.

If 1ideologies of practice are major determinants of
endorsement or rejection of MCE, it will be useful to re-
consider patterns of 'multicultural' development and rationales
used to resist such developments.

A second task is to clarify the key concept of an "ideology
of practice" which clearly has a central role in the analysis
that is being suggested. I will explore that through examining
the role of certain ideologies in educational practice.

The third section will outline the major characteristics of
progressive education in order to show the continuities and
shared characteristics it has with MCE. This will be followed
by a consideration of teacher professionalism and autonomy. !
will show how they have shaped multiculturalism and helped to
fix its limits. Further, I will argue that how they interact
with progressivism provides an important dimension of the

educational-ideological terrain on which MCE has operated.
MCE in fr t e: Endor ta sition.

I demonstrated in chapter four that identifying the
ideological role of ‘official policy' resolves an apparent
contradiction between the limiteu dissemination of MCE and its
current status as the dominant racialised form of education.
But, although the extent of multicultural practice is accurately
described as ‘'partial and incomplete' or ‘limited in scope and
seen as peripheral to the main work of schools'(15) there is
also evidence of ingreasing levels of activity in both policy
and practice(16),

¥ithin this general scenario of uneven, heavily localised
and changing development, it is necessary to make a number of
distinctions to show where initiatives are taking place and

what their characteristics are. One pattern that is evident is



the existance in the primary sector of different emphases and
priorities to those in the secondary sector(l7). Also of
significance is the comparison between different subject areas
within the secondary curriculum. Some subjects such as English
and Social Studies have readily made themselves sensitive to
the racial or ethnic make-up of the pupil population but others
have resisted such changes through claiming a ‘'neutral' or
'objective' content.

Differences between subjects in their degree of culture
specificity can be identified #~d clearly the content of some
subjects will lend itself to ‘'multicultural' revisions more
readily than others. Intrinsic differences between subjects
explain, to a certain extent, the pattern of development of MCE.
However, the apparent validity of that explanation depends, in
the first place, on Zhe curriculum development emphasis of MCE.
The concern, prevalent in MCE, with the overt content of
subject curricula has directed the attention of teachers to the
assumptions, biases and omissions relevant to race which have
been operating in their subject area. This is a corollary of
the cultural pluralist basis of MCE which focuses on the
cultural content of the curriculum rather than the processes,
practices and structures of the school.

The limitations of MCE in its restrictive understanding of
racism and discrimination, the absence of a concept of
institutional racism, underpin its failure to achieve the often
espoused aim of affecting all areas of the curriculum. It is
possible, as recent initiatives have shown(18), to find ways of
revising mathematics, science etc. in order to reflect and
promote a multicultural society but even though these changes
do represent improvements and arguably lead to the development
of a ‘'better' education(19), they often appear tokenistic,
contrived and peripheral +to opposing racism. If curricula
change were one aspect of institutional change, a part of a
comprehensive strategy for de-institutionalising racism, such
revisions could be seen as sensitive and educationally sound.

Vhile they are portrayed as the major way in which teachers
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are asked to contribute to opposing racism, serious doubts
must continue about their importance or relevance.

A second basis for the pattern of development of MCE in
secondary education is, 1 would argue, the extent to which the
values and aims of progressive education have become part of
the official and dominant framework of the subject in question.
James'(20) observations concerning the pattern of multicultural
revisions of school subjects would seem to support this
contention, although his point is somewhat different. He argues
that introducing new items into the curriculum will affect the
"overall structure, coherence and progression of a well-
thought-out curriculum". He claims that,

"It is no co-incidence that, in practice, it has proved

easiest to introduce ‘'multicultural' content into those areas

of the curriculum which do not have <(or bave widely
abandoned) a clear-cut sequential structure."(21)

He puts English, Religious Education and Social Studies into
this category but the analysis of 'progressive education' that
follows will show that the implicit critique of the 'sequential
structure' in current approaches to these subjects indicates an
acceptance of central tenets of ‘progressive education'. A
critique of hierarchical learning complements other values and
alms of progressivism and it does not necessarily mean that
there is a lack of structure in the learning process.

The pattern of adoption of MCE depends on understandings of
the nature of both MCE and the task and the role of the
teacher and the school. This is clear if one examines the
justifications that have been used to excuse the lack of action
by most LEA's, schools and teachers. A number of categories of
justification can be identified. First, racialist views,
prejudices and stereotypes which implicitly or explicitly
oppose the general aim of equal opportunities. Secondly, the
'‘colour blind'(22) approach which suggests that the best way to
promote racially equality is through the denial of disadvantage
and discrimination. This is often supplemented by the claim
that MCE or ARE, in raising the issue of raclal equality and
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racial difference, creates or exacerbates racial tension(23).
Thirdly, arguments that claim that MCE is 'inappropriate': to
school, because it contradicts ethos and values(24); to the
pupils, Dbecause they are predominantly white(25); to the
subject or discipline, because of the ‘'neutrality' of its
content(26). Fourthly, 'practical' objections which argue that
either insufficient time or resources are avallable or that
school cannot affect racial disadvantage or discrimination(27).
This 1is not an exhaustive list of Jjustifications which may
be wused and many of them have appeared in previous
discussions. However, it is useful to summarise them in this
way because of the way in which they relate, on the one hand
to the pattern of development of MCE and, on the other hand,
the institutional features of schools outlined in chapter six.
Vhen discussing the components of a model on institutional
racism in education I suggested that they were relevent not
only to racism in education but also to the extent and the
form of the development of MCE@28). In that discussion I
commented on the problems of calling all of the processes and
practices ‘“racist"(29) and, a~ Troyna argues(30), similar
problems appear if all justifications for resistance to MCE or
ARE are categorised as evidence of ‘'teacher racism'. In this
context, Troyna poses the question of how one analyses the
non-institutionalisation of MCE in schools. To this I would
wish to add the quesZion of how one explains the form in which
MCE has been institutionalised in those areas where it has
been endorsed. 1 hope to show that the justifications listed
are better understood if they are approached through the
intersection of ideologies of race and ideologies of

educational practice.

Id 1N
I have argued that the reports, documents and statements

that make up MCE at the level of national state discourse were

part of an attempt to minimize the consequences of black
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underachievement for the stability and cohesion of British
society as a whole. It was therefore placed within an overall
requirement to secure ideological dominance as an integral part
of continued material dominance. On this basis, MCE as ‘'state
policy' was identified as having, among other things, an
ideological role or as being itself 'an ideology'

Vhen one focuses on MCE as school practice, one needs to
ask whether at that level also the defining characteristic is
'MCE as ideology'. At that level, MCE can be viewed as
constituted through, overlapping sets of values, aims and
beliefs but it must also be recognised as a set of practices,
maxims and working understandings about race and education
which are often not fully articulated or developed. In the
context of the various meanings and aspects of ideology(31) it
becomes clear that 'MCE as ideology' includes articulated
beliefs, values and arguments, "common-sense (32) and
practices. 1 hope to demonstrate that this sense of ‘'ideology
of practice' also applies to the other educational ideologies to
which I have referred. It will become clear that 'progressive
education', ‘'professionalism' and ‘autonomy' share various
aspects, articulated, common-sensical or practical, of MCE as
an 1ideology and through these have profoundly affected the
form and the extent of its development.

I have referred to the problems in applying epistemological
categories of truth, falsity and mis-representation to the
ideational content of ideologies(33) but when considering each
of the ‘'ideologies of practice' it will become clear that their
‘ideological’ nature depends on a shared mis-representation of
the relation of schools, and teachers, to the demands and needs
of the wider society. However, this mis-representation is not
only to be found in an articulated or common-sense form, it is
also embodied in educational practices, it is material, woven

into the fabric of educational institutions.
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The ‘ideplogies' mentioned are ideologies of practice in the
sense that they represent practice in an unproblematic way,
they portray practice as a matter of common-sense. But they
are also very practical ideologies because they hide the
contradictory(34) nature of the teachers' and the schools'
social location and role. As such they not only represent
practice as common-sense, they also allow the teachers' and the
schools' role to be interpreted in a practical way.

This characterisation of ‘ideplogies of practice' is
opbviously a very general one. It is yet to become clear how
relations between ideologiles and practices are played out in
schools in the ideologies of ‘'progressivism', ‘professionalism'
and ‘autonomy'. However, it is important to point out that no
ideology 1s totally coherent or internally consistent. Some of
the contradictions in each will become apparent but more than
that, educational ideologies combine to provide the context and
foundation for multicultural practice in considerable tension,
with contradictions and oppositions constantly ‘'resolved' in

practices that embody and represent those contradictions.

Progressive Educ

Progressive education(35) forms an essential part of the
educational context and background for the development of MCE.
Conceptually and historically PE has been the basis for the
form that the practice of MCE has taken. This is true not least
because, as Carby(36) points out, progressive teachers are an
integral part of an interventionist strategy characteristic of
MCE. The similarities go far beyond questions of agency to
include a range of both contingent and definitional features of
PE and MCE. These features can be collected under the following
headings: political context and meaning; values and ainms;
dependence on the ideology of 'equal opportunities'; view of the
social and economic location of schooling; the processes of

their ‘official' incormoration.
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The first question that needs to be answered with respect
to any educational innovation or movement is the extent to
which it bhas been established and accepted within schools
through-out Britain. The limited and uneven development of MCE
bhas been discussed above and a remarkably similar pattern
emerges for PE. The reasons for this will be different but in
1978, when PE as an educational philosophy and practice was
perceived to be at its height, an HMI report said that within
primary schools 75% of classes were taught with a 'mainly
didactic approach'(37). At that time PE was represented as
bhaving a major influence on the form that educational provision
took. It was the specific target of the ‘'Black Papers'(38) and
along with the more +traditional ‘liberal' education was
denounced by the Prime Minister, James Callaghan, in his Ruskin
speech(39). This situation mirrors that enjoyed by MCE
currently, it is both 1limited in the extent to which it is
practised but is represented as dominant by critics from the
political right. In short, the political construction of PE and
of MCE is more representative of social and educational trends
in values and aims,-more indicative of an ideological battle,
than signalling developments in practices and outcomes.

The recent "Honeyford Affair"(40), the writings of Flew(41l)
and comments in the popular press(42) represent an attack on
the limited gains and foot-hold secured by MCE. As a counter-
offensive it echoes the concerns of the 'Black Papers'(43) and
also reveals similar weaknesses in MCE to those found in PE.
Ken Jones, in the only detailed analysis of the characteristics
and contradictions of PE, argues that progressive strategies
have recently been vulnerable to attacks because of the,

"...equivocation at the heart of their ideas and of their

narrow social base."(44)

Both of these charges could justifiably be levelled at MCE.

The values, aims and ideas of PE constitute another strand
of continuity with MCE. Like MCE, an organising core can be
discerned in PE, but as Jones shows, it is not reducible to a

coherent and plainly articulated programme(45). However, in the

- 289



form that progresivism was adopted in the 1960's three aims
and values were central: child-centredness, relevance and the
culture of the child (46).

The emphasis on child-centredness comes from the European
strand of PE. Jonec=(47) argues that the ideas of PE came
initially from two external sources, the USA and Europe. The
main influence in the USA was Dewey of whose thought Jones(48)
stresses two features: that it is an attempt to develop a
distinctly modern educational practice, and it 1is in many
respects critical of industrial capitalism.

The European strand of PE emphasised different values and
aims to that originating with Dewey. In particular it had an
emphasis on ‘self-realisation' and the inner growth of the
individual. This 1 take to be the basis of the emphasis on
child-centredness, a concern for the education of the 'whole
child'. As Sharp and Green point out, the child,

"...is allowed to follow his own interests; in exercising his

right to ‘choose’ he acquires self-control and

responsibility." (49)

For Troyna, child-centredness in MCE is a major reason for
claiming that it is 'progressive':

"...it accords significance and priority to the interests,

needs and experiences of all students."(50)

This 1link has been used as a Jjustification for the
introduction of MCE and for the particular form that it has
taken. Some practioners have seen MCE (or MEE) as an extension
of child-centred methods(51). Others have claimed that racism
contradicts or impinges on the progressive aims of valuing all
pupils equally and of valuing the knowledge pupils have gained
through common-sense learning(52). These may be seen as
'‘positive' links between MCE and PE but PE may also be used to
defend problematic aspects of MCE. For example, Carby comments
on Jeffcoate, a proponent of MCE, that,

"To adopt a positive anti-racist stance Jeffcoate defines as

authoritarian, whilst he, he states, is a ‘child-centred!'

progressive." (563)



Child-centredness in the European strain of progressivism
is accompanied by an attention to the practical activity of the
student which Jones *dentifies as being,

“...useful in dealing not only with vocational education, but

also with the problem of motivation."(54)

Similarly, Troyna identifies as a major tenet of PE that,

"...the student should be the centre of the educational

process. That is, the motivation, interests and experiences

of students should determine the significance and relevance
of what is taught."(55)

These two views together form a basis for the contemporary
tension between +two competing parts of the second value
central to PE, "relevance". On the one hand, relevance refers to
the needs of society in the narrow, but officially sanctioned
sense, of meeting the needs of industry and the demands posed
by changes in the production process, On the other hand,
relevance is closely linked to individual development and
should relate to a student's past and current experiences not
just to a narrow range of possible future employment.

It has been argued that although MCE is frequently offered
as a ‘'favour' to black pupils, it is in fact,

"..a form of control, an attempt to regulate their

bebaviour.. the solution to the problems of teachers rather

than a solution to their own.'(56)

But this is not peculiar to MCE, it springs from the basic
contradictions of the idea of relevance and of improving pupil
motivation. Relevance, in the way in which it is understood via
the legacy of progressivism, involves a Dbelief in the
consistency of improving motivation and intrinsic worth
to the student, and their life-chances and employability. That
is the dilemma and contradiction that Jones identifies lying at
the heart of all progressive innovations.

"Relevance" has been a central value in MCE and it has
largely been assumed that it will improve motivation and hence
achievement. It suffers from the same problems as PE but has

the added difficulty that a comparison can be made, as Leander
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shows (7)), between the underachievement of "West Indian"
children in Britain with 1ts ‘irrelevant' curriculum and their
achievement in the Caribbean with a similar curriculum.

Child-centredness and relevance as educational values and
alms make up a major strand of continuity between PE and MCE.
But they are unable to provide a consistent basis for practice
or policy in either. The problems, the contradictions in the
two values are carried through from PE to MCE. As Sharp and
Green argue,

"...the educational ideology of child-centred progresivism

fails to comprehend the realities of a given situation of a

stratified society."(58)

By focusing on the individual child and by employing an
individualistic and de-contextualised version of relevance, PE
and MCE mis-represent the social context of the child's
experience and of pedagogic practices and aobjectives,

A third value which plays a central role in PE and in MCE
is "culture". I have shown(59) how a particular, limited concept
of culture is part of the foundation of MCE. A remarkably
similar concept can be found in PE. Jones argues that the form
of PE that developed 1in the 1960's largely discussed
educational objectives,

"...in terms of the oultural‘;mprovement of individuals and

groups."(60)

He adds that,

"It is one of the great unprovens of educational reform that

the latter aim offers the best means of meeting economic

requirements.“(61i

Culture was seen not only as the key to erstwhile deprived
and marginalised groups contributing to the modernisation and
growth of the country's economy, but it was seen as the major
barrier to the educational attainment and hence to opening ug
opportunity to individuals within these groups. The organising
concept and socilal and political aim in both aspects of this

strategy was equal opportunities.
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Ero nd_Equal Oppo S.

The problematic role of ‘equal opportunities' in MCE(62) is
also found in PE. As part of his characterisation of PE,
Jones(63) 1identifies four elements common to PE and to a
strategy based on equal opportunities: they believe that reform
can both enhance individual students lives and serve the needs
of the nation and industry more effectively; they were both
cultivated and rested on a cross-class consensus; they both
assume that education 1is, in ideological terms, neutral or
capable of being rendered so; both are official ideologies.

The first point would not seem to apply to MCE in the way
in which it does t5 PE because MCE 1s located within an
attempt to re-structure politically in the context of an
“economic crisis"(64) whereas PE developed at the same time as
an attempt to re-structure production at a time of economic
boom. However, the other three elements, if correctly attached
to PE, are revealed as further evidence for a close similarity
between MCE and PE.

Jones argues that the first characteristic of PE, equal
opportunities, has been the organising concept of educational
reform for the last 50 years. It has sought,

"...equal access for all socilal classes to education, so as

to equalise the occupational chances of the individuals who

comprise those classes."(65)

He argues that this has implied the acceptance of relations
of production and inequalities of class which affect these
outcomes. The class structure of society is not questioned.
Equal opportunities exhibits a divisive concern with individual
educational outcomes, it is not defined in terms of the
advancement of the class as a whole and it offers the
opportunity to escape from working-class 1life(66). If one now
recalls the earlier discussion of the role of equal
opportunities within MCE, it becomes clear that in each of the
above three criticisms "class" could be replaced by "race". In
each, formal equality of opportunity does little to affect the

source of existing inequalities, nor is it supposed to. In PE
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and MCE the terms used, their meaning and their social and
political significance are the same. The values of PE and the
practices they underpin and justify, provide the foundations on
which the practice of MCE has been constructed. They have
allowed the articulation of the concerns of the state in a way

which connects with the concerns of the educational system.

Location and Incorporation.

That articulation introduces the two final elements of
continuity between PE and MCE: first, understandings of the
social and economic location of schools, and secondly, the
process of incorporation that has applied to each type of
educational innovation.

In his analysis of equal opportunities and progressive
education as aspects of a strategy of educational reform, Jones
identifies as a major weakness their lack of concern with the
relation between education and the economy. He argues that the
division of labour has profound effects on the organisation of
schooling and hence on the experience that the majority of the
working population have of school(67).

Again parallels with the 1limitations of MCE can be seen.
School is deeply affected and constrained by the racial
structure of society. Both MCE and PE attempt to regulate the
outcomes of a system which is ©built upon the need to
differentiate. That need, when interpreted through the
parameters of stratification operating in society as a whole,
determines the lines along which school will differentiate and
is consequently a major barrier to actual equality.

The economic context of education raises complex questions
of whose interests educational reforms serve. These PE and MCE
ignore. Jones argues that PE is incoherent in its view of whose
interests it serves and this has assisted in the absorption of
its radical criticisms of state schooling into projects of
modernisation(68). He claims that the reforming movement in
general had no organic links with those whose interests it

claims to represent.. This is also the case with MCE which, as
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a practice, developed primarily out of the concerns of
educationalists(69) and hence has met mostly distrust and
criticism from Dblack communities(70). In Dboth +types of
educational reform, this lack of popular support has meant that
when the limited, and often symbolic, gains of reform come
under attack, the forces necessary for their protection and
extension fail to materialise.

It has been made clear that one of the major tasks within
the analysis of MCE has been the exploration of the relation
between the concerns of practioners and those of the state. For
PE the relationship will be different to the extent that the
needs of modernisation determined a general expansion of
educational provision and a receptiveness to educational
innovation. However, the practice of both MCE and PE seeks in
part to exploit state concerns whatever the motivation behind
those concerns. This is the strategy of taking policy and
policy makers at their wora espoused, for example, by
Green(71). But Jones identifies the danger in this approach
when he asserts that the exploitation, by PE, of new found
state concerns led to,

"...an over—estimation of the benevolence of the state, the

autonomy of the :échool and the durability of progressive

gains."(72)

The problem so well exemplified in MCE is how the practice
and the practioner is in turn exploited and incorporated in to
a 'project' that may run contrary to their aims. But the
incorporation of the practice of MCE, or more accurately, its
failure to breach the limits prescribed by the framework
employed in official discourse, is not a direct product of the
‘state  nature' of educational institutions and teachers'
location within them. It derives from the convergence of state
explanations and ideclogies with the practical ideologies of
teachers and from the contradictions at the heart of MCE as an
ideology of progressive practice. These contradictions express
but conceal the tensions between ‘teacher autonomy' and the

'state nature' of educational provision. They allow the
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educational aims of MCE to ignore the structure of production
ind the division of labour.

The strands of continuity between MCE and PE underpin much
of the practice and value base of MCE. The significance of that
continuity is that if its racial, social and economic context
makes MCE ‘'necessary' as practice and articulated ideology(73),
then its educational context, particularly the legacy of PE,
makes MCE possible as both.

The themes, values, aims and above all, the limitations of
PE are continued in MCE and have shaped it both as ideology
and as practice. The vulnerability of PE and MCE to attack
from educational ‘traditionalists' and to incorporation into
strategies for the control and dissipation of dissent derive
from the contradictions they share as ideologies of practice.

Making the linkage between MCE and PE in this way forms
another aspect of a radical critique of MCE and hence it has
implications for an alternative anti-racist practice. It shows
that if ARE is to surplant MCE and become a practice that
overcomes its limitations, then ARE will have to grapple with
the contradictions and absences at the heart of MCE and PE.
That  project will involve addressing questions about
educational values, practices and relationships which are
rarely present in anti-racist writings. It 1is clear that
neither progressivism nor any other current educational
philosophy provides an adequate general framework or
foundation for anti-racism.

That point will be re-inforced in the next section when I
examine the educational ideologies of professionalism and
autonomy. The form and limits to the development of MCE and
PE, are not only products of the contradictions and implicit
errors of social analysis that lay at their heart, they also
stem from the tensions and oppositions that exist between PE
or MCE, and professionalism and teacher autonomy. I hope to
show how professionalism and autonomy have directly affected
how progressive, and subsequently multicultural, aims and

values have been interpreted in particular, limited ways.
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b nalism apnd Autonomy.

Teacher professionalism and the professional status of the
teaching force, play an increasingly important part in how
teachers perceive themselves and how they are publicly viewed
and valued. To seek or claim professional status for teachers
involves an attempt to delineate a set of rights and
responsibilities with respect to how they do their job and in
relation to parents and statutory educational bodies. Through
this, professionalism becomes a yard stick or framework within
which teachers' behaviour is judged and to which it is expected
to conform. The issue of teacher professionalism is currently
most evident in the public debate around teachers salaries and
conditions of service. But the struggle over the designation of
teachers as professionals also has profound implications for
the form in which educational innovation takes place and for
the limits that are placed on that innovation. In particular,
teachers have tended to react to attempts to instigate ‘'multi-
cultural' reforms via conceptions of their own rights and role
which have been predominamtly based on an understanding of
their professional status.

In order to substantiate that claim it is necessary to
clarify what a profession is and to indicate what it means to
have  professional status. Within the literature  three
alternative approaches to specifying what professions are can
be identified: definitions using ‘objective’ criteria,
characterisations depending on moral and subjective criteria
and those which view professionalism as a ‘folk concept'(74).

As an instance of the first type, Becker(75) quotes one
definition of a profession: it must be intellectual, carrying
great personal responsibility, learned, practical, have a
technique able to be. taught, strongly internally organised and
motivated by altruism. This is an approach which emphasises
features of professional practice but many other approaches
have siressed the structure and organisation of professions.

Leggatt(76) points out that although definitions vary, the
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characteristics cited usually include, careful control over
recruitment, training, certification and standards of practice,
and a well organised ‘colleague group' with disciplinary powers
to enforce a code of ethical practice. Each of these approaches
has problems. The first because some of the features would
arguably not apply to all practioners of the traditional
professions like medicine or the law. The second does apply to
these traditional professions but like the first it totally
ignores the important aspects of professional 'self definition'
and the social processes by which a profession is designated.

One way of recognising the subjective and social aspects of
professioalism is to claim, as Flexner does in order to qualify
his ‘'objective' characterisation, that "what matters most is
professional spirit"(77). This emphasises the extent to which
professional status involves individual and group
responsibilities and hence the idea that "profession" is "a
term of individiox{g comparison and moral evaluation"(78).
Status is thereby conferred through an assessment of the
morality and responsibility of the members of a profession. It
is clear however, that there is no consensus, except for the
traditional professions, as to which of the many claims to
professional status are in fact justified. Gaining that status
is the object of public debate and struggle and represents an
attempt to re-define the position of an occupational group to
the advantage of its members.

This 1indicates that it is not sufficient to do as Becker
suggests and to apply the term "profession" to those who have
gained and maintained the possession of that ‘honorific title'
and hence treat it as a "folk concept". This approach is useful
to the extent that it indicates that professional status has no
specific content but depends rather upon history and the power
of the profession to protect its status. But what is missing
from Becker's concept is any sense of the process by which
different statuses are contested and conferred.

Becker is correct to say that ‘profession' is used as a

symbol in many ways, by different kinds of people and for
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different purposes(79). But professional status is consistently
linked to high esteem and prestige for the professional and
for the knowledge i:hey are perceived to hold. Consequently,
professionals are free of 'lay control'(80). As a symbol rather
than as an indication of specific properties, it contains an
ideology which provides a Jjustification and rationale for
autonomy (81). It may therefore be used +to protect ‘the
professionals' from popular control and accoutability. If one
recalls earlier emphases(82) on changing the relationships
between teachers and black parents, the professional status of
teachers will clearly be of central importance to ARE.

Sociological attempts to decide whether teaching is a
profession usually depend on one of the abave approaches to
professions 1in general. Given my emphasis on the social
construction of professional status it is clearly difficult to
say once and for all whether teaching is a profession. Within
various attempts to specify ‘'objective' features there is a
consensus that teachers do not meet the criteria for being a
profession(83) but subjective and social approaches would seem
to allow teachers at least to argue for that status. Vhat is
significant is that if teachers by and large understand their
own position and responsibilities as “professional" then that
will inform how they react to attempts to change the nature of
their role. In fact part of their attempt to secure
professional status  will  involve the  protection and
institutionalisation of their  autonomy. Professionalism
legitimates autonomy and so proscribes changes in power
relations between teachers and parents which are fundamental
to accountability and ARE.

Teacher professionalism has influenced the reasons for the
practical development of MCE as well as the form it has taken.
Syer argues that the professionalism of teachers is inseparable
from social control, their proficiency 1is judged by their
class-room and general control(84). Professionalism as an
ideology that prescribes certain styles and class-room

objectives leads teachers to seek the development of limited
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forms of MCE. So teachers fulfill the ideological objeotives of
'state strategy' and accept the terms and concepts of 'state
discourse' because of ostensibly ‘'autonomous® concerns.

The protection of teacher ‘'autonomy' provides one reason why
educational innovations are pursued within the framework of
teacher expertise(85). As Jones(86) points out, even at the
height of 1960's progressivism, teachers settled for the gains
available within +the constraints of their professional
autonomy. Therefore, when child-centredness and the critique of
'traditional' education conflicted with profesionalism and
autonomy, the latter dominated and constrained the former.
There was no attempt to identify or develop the educational
interests common to the working-class, there was little
attempt to gain suppport for progressive practices nor were
ideas systematised to facilitate that attempt (87). This major
limitation has wunder-pinned the inability of PE and MCE to
defend themselves when they inevitably come under attack(88).

From the discussions of the characteristics of progressive
innovations and of teacher professionalism two strands of the
ideology of autonomy emerge. First, that schools decide their
own objectives and decide their own ways of operating without
outside interference; secondly, wnat teachers as a professional
group have autonomy.

In terms of the formal relations that exist between schools
and government, whether local or national, it would appear that
schools are indeed autonomous., However, the development of
raclalised forms of:eduoation illuminates some of the general
processes through which the concerns, aims and initiatives of
schools are constructed(89). The social location and role of
the school denies it the autonomy that it in principle
possesses. The appearance of autonomy depends, as the analysis
of PE has shown, upon schools' role and location having
effects, and being interpreted, through apparently independent

pedagogic concermns.
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Similarly, schools would appear to be free of any formal,
lay control by their clients, i.e. by pupils and their parents.
The freedom of teachers to decide +their own class-room
approaches and priorities, their control over the
interpretation of the curriculum, does represent a limited
autonomy but this clearly takes place within the constraints
set by agreed syllabi and exauwination courses(90). Autonomy
does not refer to freedom from constraint but to a specific
area of control, a specialism, a technical expertise.

This conception of teacher autonomy has underpinned teacher
reaction to the challenge of MCE(91). The autonomy of teachers,
their specific area af control and expertise has been important
in determining whether or not LEA initiatives are translated
into class-room action. That autonomy has been defended
against the attempts of LEA's to influence and direct teachers'
activity. Jeffcoate argues that,

"..the 'customary autonomy' of schools and teachers remains

one of its greatest strengths. It is right that curriculum

power should be concentrated precisely where the curriculum
is enacted, and in the hands of those with the most
experience of the business of teaching and learning. No
matter how enlightened the content of anti-racist and
multicultural education guidelines recently promulgated by

several local authorities, they seem to me to represent a

retrograde step."(92)

This view of autonomy underpins the 'technicist' conception
of MCE(93) and plays a fundamental role in setting limits to
‘multicultural' innovation and change. Two specific limiting
effects have been important: first, in interpreting the
implications of MCE in terms of class-room practice rather
than the activity of the school as an institution; secondly, in
maintaining the power relations between teachers and parents.

The absence of the second type of autonomy, teachers' group
autonomy, is one of the major reasons that under ‘objective’
criteria, teachers cannot be given professional status. The

individual teacher within the class-room has, as I have
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suggested, a degree of control over the specifics of their task
but teachers as a group have little control at all over the
processes of schooling. Their autonomy, given the way schools
are organised and the curriculum controlled, only exists in
teachers ability to decide how they fulfill the aims and
objectives set for them. It is a control over method but even
then within implicit limits dependent upon the socialisation
role ot the school, the responsibility of teachers to maintain
control and conceptions of what is desirable and possible.

Autonomy, as a representation of teachers' control and
responsibilities, is predominantly an 1illusion but a powerful
illusion never-the-less. It ignores the degree of constraint
that teachers work under, their dependence on the social,
economic and ideological contexts of their class-room activity.
It does however express first, their active role in
interpreting those contexts and pressures; secondly, their
negative power in resisting direct attempts to launch curricula
innovations such as MCE; thirdly, their active power in their
relations with parents.

This picture of +teacher autonomy raises a number of
questions. First, +to what mechanisms of control are teachers
subjected? To what extent can LEA's enforce MCE against
popular consensus and against teachers' wishes? What sort of
'negative power' do teachers have? What other power relations
are relevent to the development of MCE and ARE?

I have argued that the professionalism of teachers is
socially constructed. It is an object of ideological stuggle, a
struggle for the construction of 'professional' status, an
attempt to re-define the social meaning of teaching and the
types and extent of accountability to which teachers are
subjected. "Autonomy" expresses in ideological terms, the
relation of teachers to various possible sources of control.
Both represent articulations of  zachers' views of their social
location and role but expressed through defining a realm of

expertise and a set of responsibilities. Professionalism anc
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autonomy are ideologies of power relations, mistaking class-
room autonomy for structural autonomy, expertise for control.
Professionalism and autonomy as ideologies are socially
constructed and hence relevant to how power is contested. It is
this that links them into the problems facing the
establishment of ARE because ARE is, amongst other things,

about the transformation of power relations.

Power has been an issue in a number of contexts and in a
variety of forms so far. In the analysis of racism, I have
argued that it is absent from MCE and largely undeveloped in
ARE(94). Power has been an important, but largely implicit,
theme of discussions of the relation of national policy to LEA
and school policy and practice(95). It was also a major theme
in the analysis of the Berkshire initiative, underpinning
relations of the LEA to the black communities and to schools
and teachers(96). In each context, power has been exercised and
contested in complex and often indirect ways. But in each
situation, teachers' location within this nexus of power
relations has been crucial to the development of practice.

The form that multicultural practice has taken, the ways in
which teachers have interpreted a range of pressures to
develop a multioultufal curriculum, have been partly dependent
upon the power relations that teachers are involved in and
their understandings of those power relations. This has been
explored(97) in terms of the effects on teachers of policy
statements and reports produced at a national level. I have
shown how the effective power relations between official, and
popular, discourse on race and educational initiatives depend
upon teachers' 'pedagogic' concerns connecting with, and re-
interpreting, the concerns of the state(98). Discussion of how
power has been exercised by national and local government

highlighted certain features of power: how it may be exercised
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indirectly or through inaction and non-decisions. But what
types of power relations are teachers involved in?

Two types of power appear to be operating. The first
depends upon the relations of control and accountability that
exist between LEA's and teachers. Power relations between LEA's
and teachers are most effectively shown up when the tacit
acceptance of shared aims, perceptions and perspectives is
questioned by either seeking to introduce innovations perceived
to threaten the division of responsibilities. Various historical
examples of this are well documented, the 'William Tyndale'
school being probably the most famous(99). Further examples
are found whenever LEA's have attempted to develop and
implement explicit policies on racial equality(100).

If one recalls the Berkshire example(101)> and other
research into teacher responses to LEA multicultural or anti-
racist initiatives(102), it becomes clear that in resisting
significant change, teachers have been making use of a
‘negative' form of power. This power derives from the formal
autonomy of the classroom, from teachers' pawer over the
specific features of the curriculum and pedagogic methad. But
that power is constrained by the demands of the examination
system which, if they embraced a multicultural or anti-racist
perspective, would be much harder to resist than the LEA.

The decentralisation of the education system has been used
to justify the lack of leadership at national level and the
lack of effective change at school level. But the rhetarical
inexplicitness of policy, the process of proceeding through
non-decisions has allowed the negative power of teachers to be
used to resist innovation and refuse the philosophy of
'‘Education For All'.

A second type of power relation governs teachers' dealings
with parents and pupils. Teachers' 'power' over the curriculum
and over method 1s constrained by public opinion, popular
concern and "common-sense" about education. This is a major
factor in the determination of what is allowed and what is

possible at a given time. But the discussion of the ideologies
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of professionalism and autonomy has shown that one of their
main roles is to limit parental and lay control over what is
taught and how it is taught. The form that the struggle to
establish anti-racist education takes will be profoundly
affected by teachers' conception of their professionalism and
autonomy.

It is clear from the earlier analysis of the anti-racist
critique of MCE and from problems experienced in developing
and implementing LEA initiatives, that if ARE is successfully
to be established then the relation between teachers and black
and white parents will be crucial.

Autonomy and  professionalism provide the framework
through which teachers approach parents. The relationship
between school and community is dominated by ideas of teacher
expertise and the technical nature of any learning problem.
This has been evident in much of what has been said about MCE
but one feature is particularly important here. The 'exclusion'
of black children from aspects of school 1life has been
identified as one aspect of an adequate explanation of
underachievement, one of the processes through which this has
occured has been the failure of schools to communicate with
and involve black parents. As in many of the responses of the
educational world to its own failings, black parents have been
blamed for this problem.

The Rampton Report(103) refers to a wide gulf in both trust
and understanding between school and black communities.
Addressing the discontinuity between the values and cultures,
perceptions and expectations, of schools and those of black
parents is clearly necessary for anti-racist practice because
it expresses the dominance of white middle-class cultures in
schools and the powerlessness of black and working-class
parents.

Sharp and Green{(104) identify several facets of parental
powerlessness: lack:of choice of school(105), lack of sanctions
against teachers, lack of institutionalised authority, poor

access to information to assist and develop their criticisms
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of school. They also argue that teachers pawer over pupils goes
beyond their pawer to 'define the reality of others'(106) but
alsa their ability to control and bring sanctions to bear (107):

“Pawer...is not just the transfer of communications,

information and symbols but also the force which lies

behind these symbols." (108)

Teachers' power aover parents means that good teacher-parent
relations are mainly possible when they are conducted on
teachers' terms. This may still be +true where specific
appointments have been made to bridge the gap, for example,
the appointment of community liason officers in Berkshire(109).
Such officers are situated between school and 'the community'
and hence they can work to further the involvement of black
people but they can also either function to lead black people
to conform to what the school requires of parents aor to
substitute for black involvement.

The curricula emphasis of MCE encourages the idea, as
suggested by the AMMA and others, that black communities
should be viewed a5 an ‘educational resource'(110). If this
means that teaching about black histories and cultures in
school involves black people then 1t is clearly better than
leaving it to white teachers but it does not change the power
structures that govern the relation between white schools and
black parents.

Changing how the school 1is controlled, instituting new
structures of representation and involvement would invaolve
changing power relations between schools and parents. The
conditions under which access to the school is allowed would
need to be changed. Experiences of both pupils and parents
outside of the school would have to become mare than an object
of study that secures the relevance of the curriculum, they
would contribute to a continuity of learning in which the
school and communities play complementary rather than
antagonistic roles.

The problems of black underachievement and the failure of

MCE to alleviate them, means that ARE demands a unity of
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purpose between black parents and all teachers that transforms
the usual 'partnership' founded on the 1944 Education Act(11l).
The significance of that change 1s not ‘restricted' to black
parents and students, the existing ‘partnership' has not been
working to the advantage of a majority of working-class people
for a long time. The necessary increase in parental involvement
and changes 1in the structure of teachers ‘autonomy' and
accountability would mean a democratisation of education as
significant for the reproduction of the divisions and
disadvantages of class as for those of race.

The power relations between white teachers and black
parents, 1t should be recalled, constitute one part of the
structure of institutional racism. The power that white
teachers exercise derives from their location within the
institution and from the structure of the institution itself. It
is the institution that has the power and provides the
foundation for power relations. This re-inforces the point that
racism cannot be equated with “prejudice + power" because that
formula focuses on the individual and ignores the location of
the individual within an institution.

The transformation of power relations in education is both
a priority and a pre-condition for the development of anti-
racist education. The democratisation of education, increasing
involvement and accountability, are ends in themselves but they
should also be the means and the guarantee for transforming
education. But to achieve that, the influence of progressivism,
professionalism and autonomy must be confronted. Without this,
the power relations that they encapsulate will deny anti-racist
education the popular and democratic base necessary for
developing it to the full and defending it when it inevitably

comes under attack.

307 -



Chapt erences.

i)

2)

3)

4)
5)

6)

7

8)

9)

100
10
12)
13
14)
15)
16)
17)

18)
19)
20)
20

22)
23)

The main indicator of this is how the percentage of the
Gross National Product spent on education has diminished
since 1974/5. For details of +this see Department of
Education and Science <(1986) p.l111. It should also be
noted that the apparent level of spending hides the shift
away from provision for all through for example the
expansion of the assisted places scheme and TVEI.

"ESG" stands for "Education Support Grant", a form of
specific grant payable by the DES to LEA's the procedure
for which is set out in the Education (Grants and Awards)
Act 1984.

See chapter four for a discussion of the ‘black - problem'
equation.

See chapter four.

See 1n particular the section entitled "A Model of
Instititutional Racism".

The brief discussion in chapter two of the development of
Marxist models of the structure of the social formation
raised as one issue changing conceptions of ideology. As
a concept it is clearly complex and problematic. In this
chapter it is used quite broadly. Ideologies of practice
are 1ideologies in +the pluralist sense of ideational
frameworks for practice. However, through using the term
I also wish to convey that they misrepresent +the
structural location and role of teachers and schools but
this is not to say that they are false in the Leninist
sense. They accurately portray the way practice negotiates
the contradictions of its 1location. Because of this
practices are an aspect of ideology and what one usually
calls "ideology" is its expression in ideas and beliefs.
Traoyna (1985) p.209 and Troyna and Ball (1985b).

Op.cit. p.218.

Op.cit. p.213.

Ibid.

Carby (1980a) p.62.

Hatcher and Shallice (1983) p.13.

Carby (1982) p.195.

Mullard (1980b) p.17.

See Green (1982) p.19.

See Mullard et al (1983), ALTARF (1984).

Compare, for e;xample, Sharman (1982) p.10 and Villey
(1984) p.8.

For accounts of these see, for example, Newnham and Watts
(1984) and Gilbert (1984).

Davis claims that MCE 1is 'by definition' 'good education'
and hence that it can be argued for on purely educational
grounds. See Davis G (1982).

James (1983) p.228.

Ibid.

See chapter four.

This is a point made by Troyna and Ball (1985b) p.28 ir
connection with Headteacher reactions to high-profile LEA

308 -



245

25)

26)

27)

28>
29

300
31
325

33
34>

35)

365
37)
38>
39
40>

41
42)

435
44)
45)
465
A7)
48)
49)

statements., It is also a ‘justification' that I have
encountered in connection with school and LEA initiatives.
See Troyna and Ball (1985b) p.48 where they quote some
Church schools' justifications for not engaging with MCE.
See also the Rampton Report p.29.

See Little and WVilley (1981), Troyna and Ball (1985b)
p.27.

The effects of this are clearly shown in Troyna and Ball
(1985b) p.41, where they compare the attitudes to MCE of
Heads of 'Arts' departments 1in secondary schools and
their 'Science' counter-parts.

See Troyna and Ball (1985b) p.11 and Little and Villey
(1981) pp. 10 & 20.

See chapter six.

[ re-iterate that 1 am not arguing that they are not all
'‘racist' but that +the range o0of processes 1is not
illuminated by the use of a 'blanket' term.

Troyna (1985) p.209.

See chapter two and note 6 above.

"Common-sense" ~is used here in the Gramscian sense to
refer to consensual understandings which are often
implicit and not conscious or articulated. See Gramsci
(1971 for example pp.323-330.

See chapter two and note 6 above.

This contradiction 1is between the generally ‘educative'
role o0of education and its role in differential
accreditation and allocation to positions in the social
hierarchy.

A full definition of Progressive Education is given in the
following pages but it is worth noting at this point that
one of ways in which it has been 'defined' in popular
usuage 1s in opposition to ‘traditional education'. The
latter being a form of education based on the
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is actually a distinction within ideology, both are
aspects of ideology but clarity demands a ‘differentiated’
concept of ideology which avoids confusing attitudes,
'theories' and practices.

See Becker (1971) p.92.

Op.cit. p.88.

Leggatt (1970) pp.155-156.

Quoted by Becker, op.cit. p.88.

Becker (1971) p.90.

Op.cit. p.98.

See Becker (1971) p.95.

See Becker (1971) p.96.

See chapters five and six.

See Leggatt (1970) pp.157-175.

See Syer (1982) p.99.

A framework which Williams (1979) terms 'technicist'.
Op.cit. p.82.

Ibid.

Jones argues this in relation to the popular appeal of the
Black Papers' assault on PE but the same is true of
current attacks by Flew, Scruton etc. on multicultural
(and anti-racist) education.
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105)

1065

107)
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110)
1115

See particularly the account of how specific LEA's and
schools were 'targetted' through national documents and
reports in chapter four.

This is particularly relevant where reforms such as MCE
are involved because the intransience of examination
boards can be used to justify an unchanged curriculum. See
the Rampton Report pp.37-38.

See NUT (1981).

Jeffcoate (1984b) p.49. See also pp.150 & 171.

See note 85.

See chapter six.

See chapter four.

See chapter five.

See Little and Willey (1981) and Troyna and Ball (1985b).
See the account in chapter four.

See Ellis et al (1976).

For an account of this in Brent, see Barrow et al (1986).
See chapter five.

See for example Little and Villey (1981) and Troyna and
Ball (1985b).

Op.cit,

Sharp and Green (1975) p.213.

This situation changed radically following the 1980
Education Act but the degree to which choice is exercised
will vary greatly.

In arguing this they are ¢ iticising a view they ascribe
to Keddie,

Sharp and Green (1975) p.34.

Sharp and Green (1975) p.35.

See chapter five.

AMMA (1983) pp.22-23.

Education Act 1944 (HMSO),
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Chapter Eight. Conclusion

The genesis of this thesis was a desire to progress beyond
what was a sterile, polarised . position between MCE and ARE
and so develop a more adequate theoretical framework for anti-
racist practice. 1 have concentrated on the two major
components of the anti-racist critique of MCE: a reading of the
contexts within which multicultural policy and practice has
occured; an interprétation of the significance of the content
of MCE, including any absences. The issue has been not only
how one analyses those contexts but also how the relation
between them is conceptualised. Consideration of content has
also depended on looking at relationships, between context and
content, between theory, policy and practice and between
national, local and school educational sites.

I have focused on a range of contexts in order to 'locate'
the debate between MCE and ARE and so develop a firmer
foundation for anti-racism. The first of these 1is the
historical and racial context provided by post-war black
migration and settlement. The changes in economic and political
relations and the developments in structural racism through
anti-immigration legislation and criminalisation are taken in
the anti-racist critique as crucial determinants of patterns of
educational intervention. In chapter one, as well as outlining
the +terrain on which the educational response has been
conducted, I sought, as a first step in questionning simple
causal relationships between contexts, to highlight problems in
reading patterns of migration and settlement and restrictions
on black immigration purely in terms of the ‘needs' of
metropolitan capital for black labour.

The tension between the ©political and the econonic,
emphasised in the discussion of state control of black labour,
is also a key theme in black experience of the organised white
working class. Chapter one therefore identifies problems anc
issues for analysis of the racial structure of the social

formation. Chapters +two and three explore the theoretical
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implications of these problems ..d issues and attempt to draw
out the strands of a problematic within which the structures
and relations of contemporary racial domination can be
theorised,

The emphasis in the analysis of racial stratification is
historical in order to show how relations between black and
white labour, and between classes, can be structural but
contingent. The aim of establishing a problematic and
identifying theoretical and methodological maxims involves
prioritising particular theoretical issues. These issues are
mainly the relation between race and class; characterisations
and explanations of racism and the nature of racial specificity
But Marxist approaches to these problems, the way they have
been posed, have depended upon the wider theoretical issue of
the relation between the economic and the political. Each of
these theoretical areas has suffered from assuming the
separateness of 'structuring' processes - race and class,
political and economic - and problems of social analysis have
been posed in terms of relating distinct social ‘objects'. That
problematic has been shown to be unable to relate race and
class in a way that can accomodate the experiences of black
workers in Britain. One is therefore led to ask how black and
white labour has been involved in each others history and how
this 1is represented in the institutional and subjective
definition of “the working class" in Britain.

This allows an approach to the racial structure of the
social formation which incorporates the relation between race
and class as parameters of stratification and clarifies what it
means to view ‘'race' and racism as structural concepts.
Together, explicating how race relates to class and how racism
is structural begin to suggest some of the processes, some of
the characteristics of racially specific exploitation and
oppression,

The relation between race and crisis has been mentioned but
1 have not been able to explore in any detail recent theories

even though their concerns are very relevant to the analysie
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of racialised forms of education. This has largely been
dictated by the space available but the issues on which I have
focused could usefully be related to the analysis of race and
crisis. Although its object of study is a particular
conjuncture, theories of racial stratification, racism and the
relation of race and class all underpin an analysis of race
and crisis but rarely are they explicit. Further work relating
race and crisis to the structural legacy of colonialism would
allow the development of the framework I bhave suggested. It
would allow one to see how the structural legacy of colonialism
is being re-structured through <changes in production,
criminalisation of black and white communities and direct
assaults on the institutions of the 'priveledged' sections of
the white working class.

The historical argument I have employed bhas necessarily
simplified that history with a consequent simplification of
relationships and developments. In particular, sections of the
white working class excluded from institutions and subjective
definitions will have a historically structured relation to
black labour that bas not been explored. Much more could
usefully be said of the relation between black and white labour
on the basis of a detailed history but my aim has been to
establish the importance of that history and to draw out
implications for how one theorises the relation of black labour
to capital and dominant forms of the white working class
within a Marxist problematic.

Consideration of the historical and structural components
of the racial context for racialised forms of education
involves re-evaluating one of the main strands of the anti-
racist critique of MCE. A reading of the meaning of MCE
depends largely on *heories and assumptions about the featuree
of that racial context. The purpose of the first three chaptere
is to identify the nature of that context and so pre-empt
simple assumptions about relationships and causes. Scrutiny of

analyses of racial stratification is one of two main avenues of
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critique that 1 have employed with respect to the anti-racist
critique of MCE. The other is taken up in chapter four.

The chapter concerns key developments in national, LEA and
school policy and practice and attempts to identify the
antecedents of MCE and ARE. But my aim is not only to sketch
the historical educational context, I have also sought +to
question any simple correspondance between <changes in
educational policy and practice and changes in requirements for
black labour and its control thorough anti-immigration
legislation. This contradicts the contention of the anti-racist
critique that education has followed these broader social
changes. My argument depends upon the earlier analysis of the
reasons for anti-immigration legislation but further draws
upon differences in developments on national, LEA and school
educational sites to_deny neat pericdisations.

Showing that tﬁere are disjunctions between educational
sites is complemented by rejecting a causal, necessary link
between theory, policy and practice on race and education. The
discussions of racialised forms and of the Berkshire policy
involve an openning up of the relation between these three
levels. Rejecting a simple correspondance does not amount to a
new account of how the levels interact but the analysis of the
Berkshire policy does identify some of its components.

Rejecting a simple correspondance between theory, policy and
practice is crucial for how one analyses MCE and for how one
assesses the anti-racist critique and its viability as a basis
for an alternative practice. Why this is so becomes clear
through an examination of two major foci of the anti-racist
critique in the next two chapters. The first is a view of the
genesis of policy and its relation to practice and the second,
a set of assumptions about the relation between racial,
structural context of education and the outcomes of educational
processes. The study of Berkshire's policy seeks to identify a
framework and methodology for 'reading' LEA policies on race.
Through a continued emphasis on  negotiation and contingent

outcomes 1 argue that each stage of policy production involves
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interpretation, re-definition and the de-limitation of
practices. The role of theory for policy and practice is not
causal, it operates more to legitimate and de-legitimate
interpretations in practice but it cannot determine what
happens in subsequent stages of implementation. For values,
concepts and aims to permeate practice they will have to be
interpreted in practical terms. Inadequacies or lacunae in a
theoretical framework may well undermine practice. Theory may
suggest appropriate action but unless a theoretical framework
is interpreted in educational and in practical terms the action
that ‘'follows' from it is likely to be mediated by ideologies
of race and ideologies of educational practice.

The Berkshire study provide a useful empirical basis for
general theory about ‘anti-racist' policy. But it has not been
possible to trace that policy through to practice and so
develop the picture of their relation. It would be extremely
useful to further extend my analysis by comparing policy
making on race with educational policy making in general. Much
more would be revealed about how to read policy and how to
assess the role of key actors.

The final two main chapters take up in different ways
potential barriers to the development of ARE. Chapter six
concentrates on the anti-racist critique of the content of MCE,
in particular in relation to racism. Through this, I have
sought to identify key processes and relations through which
racism is institutionalised in education. I offer a model in
which the theoretical framework outlined in chapters two and
three is related to educational processes and structures. The
significance of educational processes and structures for the
complex relation between black labour, white labour and capital
needs further exploration. The model draws together processes
cited in the operation of institutional racism. Some work
'through race' and other derive their racial significance from
the context and role of education.

The key argument of chapter seven is that particular

educational ideologies, progressivism, professionalism anc
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teacher autonomy have had significant effect on racialised
forms of education. The assumptions, values and sacial analysis
shared by PE and MCE mean that to a large extent the limits of
PE are also the limits of MCE. Consequently, if the practice of
anti-racist education is not to be bound by the same limits an
alternative general educational framework has to be found.

Professionalism and teacber autonomy represent barriers to
ARE because they express pawer relations and so are crucial to
the aperation of institutional racism. They permeate haw
teachers conceptualise their tasks and their responsibilities.
They encourage a view of racial equality as a technical prablem
within education and deny the new farms of accountability that
are essential for effective equality. As such they are major
barriers tao the develaopment of ARE and anti-racists have to
decide how professionalism and relationships with parents are
to be re-defined.

The issues that are cavered in the seven main chapters
invalve caonsideration of theory, policy and practice. The main
theoretical significance is ta be found not only in the
substantive arguments made but in the approach to theorising
as a whole., It is one of the organising themes af the thesis
that an adequate analytic framework bhas certain necessary
components and this implies particular methodological maxims.
The methodology emphasises process and so uses ‘empirical'
data, whether histarical or from substantive study, to measure
the adequacy of tieory. This 1is not to be bound by the
abservable but it does mean that complexity must be explained
not explained away. The methodology wunderpins how the
campenents of this thesis have been selected and put together.
The interaction of contexts and of different sites cannot be
read through any one af them alone. The outcomes of processes
need to be understood through 1looking at the proceses not
through an interpretaion of the context of the outcomes.

To the extent to which my arguments have built upon the
insights of the anti-racist critique, the development of ¢

framewark and methodology has focused an absences and
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simplifications in that critique. The major consideration here
has been the role of the educational context and content in
determining the form taken by educational reponses to race and
racism. The importance of this was shown to a limited extent
in chapter five but was a major theme of chapters six and
seven. This, as an essential purt of the analysis has been
complemented by the methodological tenet that outcomes cannot
be interpreted without an understanding of processes and that
the ‘'objective' location and role of key actors', or groups of
actors', must be considered alongside subjective intentions and
perceptions of their tasks.

This methodological tenet 1 see as one of the major points
of significance for how one reads policy. Each stage of policy
articulation must be considered as active interpretation and
negotiation, not pre-determined by earlier stages. Key actors
are also active, constrained by their structural location but
not mere effects of i1it. Consequently, when one analyses or
seeks to promote educational policies for racial equality, a
range of concerns and issues have to be confronted and some
strategy adopted. To have an explicit and well developed
theoretical analysis of racism and the racial structure of the
social formation is necessary but not sufficient. Understanding
of racism in education, of the objective and subjective location
of key individuals, of what should be on the agenda for action
and of what practical measures are required are also essential
if the 'analysis' is to be seen through to practical change.

The focus on  the interaction of contexts points to the
significance for practice of the approach I have outlined. One
of its first casualities is a simple functionalist account of
the reproductive role of schools and the educational system.
But that approach has been extensively criticised and largely
discredited anyway. 0f much greater significance, are those
aspects of institutional racism, some identified in chapter
five but brought together in chapter six, which show how
structures and processes based on class, help to secure

education's role in the reproduction of racial inequality.

- 318



This shows some of the limits to racial specificity in
education and starts to suggest a basis on which black-white
alliances for educational change might be developed. But this
rests uneasily within the structural racism of the social
formation as a whole. The 'position' of black people with
respect to dominant classes and in relation to the white
working class has been conceptualised within the structural
legacy of colonial relationships. Consequently, although the
interests of both black and white members of 'the working
class' conflict with the interests of 'the ruling class', there
is a material and structural basis for opposition between black
people and relatively priveledged sections of the white working
class.

Effective practice will depend upon an understanding of
what type of action is appropriate for a particular problem or
objective and what its limits are. One of the major roles of a
theoretical framewark which examines the relation between the
structural racism of the social formation and the institutional
racism of the educational system is to make clear the limits
to educational anti-racist action. I have argued that an over-
emphasis on the domination of structural racism, allied with a
functionalist analysis of schooling as a whole, leads to under-
estimating the potential for change in, and through, education
often to the point of dismissing it altogether. The antithesis
of this simplification is to ignore the social location and
role of education, and hence deny the racial significance of
its many processes, sa that the potential of education to
secure social change is over-estimated. Both approaches have,
as their most likely outcome, cynicism, despondency and defeat.

The limits to anti-racist ° ‘tion within education follow
from the model of institutional racism that is adopted. At the
most general level, the relationships between different parts
of the theoretical framework needs to be understood in a form
which will highlight the effective causes of particular
educational effecte® It must be clear to what extent

educational processes are involved and to what extent certain
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outcomes arise more from the racial context and general social
and structural role of education.

If discriminatory effects and outcomes can be opposed and
removed through educational change then one must show what the
appropriate sites and units of activity are. When considering
how to combat particular discriminatory effects or actions,
should one proceed on a school basis, is action by an
individual or group of individuals sufficient, or must action
be taken at an LEA level?

For effective practice, one must have a clear picture of the
limits of racial specificity in education, and see where 'class'
processes and structures have 'racial' effects. This involves
'‘operationalising' a further aspect of the general theoretical
framework through showing the effective relationship between
race and class 1in education»l structures, processes and
practices. This suggests that the exclusively racial focus of
some forms of ARE can be a barrier to its institutionalisation.
But this consideration must constantly ©be balanced in
presentation and in action with the danger of stressing gender
and class parallels.so that the need for specific anti-racist
action becomes lost in a sea of ‘equal opportunities'.

The limits and pre-conditions for different types of anti-
racist action suggest that one should pose the practical
problems raised within a problematic of managing educational
change. Much has been said of how policies and practices have
'‘managed' racism and how racism 1is institiutionalised in
education but how does one set about institutionalising anti-
racism? Elements of an anti-racist strategy can be identified
through drawing on the problems and criteria raised in the
analysis of policy making. The outline of institutional racism
in chapter six begins to model the structures and processes of
educational institutions but much more needs to be said about
how the institution is managed, how decisions are made, formal
and informal channels for communication and consultation, how
exactly opposing educational ideologies and associated

practices are structured into the school.
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To make progress in answering any of these questions would
require an understanding of the nature of schools as
organisations. This is an area of enquiry which has not
featured in the debate between multiculturalists and anti-
racists. It seems =Zhat a model of institutional racism is
essential but fto begin to remedy and change those processes
and outcomes one must have a picture of how the institution
works in general. This relates to the barriers teo change
identified in chapter seven because the ideclogies of
progressivism, professionalism and autonomy are not only
rationalisations and frameworks for practice, they are
institutionally located and validated practices also. One needs
to understand what properties or features of the school allow
this to be so, how they work and how they can be changed.

Action and change still demand greater clarity within ARE
of not only what the limits to action are how but practice is
to be conducted. Having criticised MCE for its stress on an
impoverished cancept of culture and highlighted the centrality
of culture faor, in particular, black peolitics, how is culture to
be dealt with in anti-racist education? The anti-racist focus
on the structural basis for racism has also meant that the
potential for culture as a powerful medium of opposition and
contestation has been omitted from the anti-racist armoury.
How could a dynamic and political concept of culture which had
a recognition of power relations at its core, inform and shape
the content, methodologies and roles of education?

This thesis does not seek to consider detailed issues of
practice but to develop theory, to suggest a framework for
reading policles and teo attempt to clarify their relation tc
practice 1is directly relevant to it. The main aim of this
thesis has been to provide some tools with which to escape
from an unproductive polarisation between MCE and ARE and in
so doing make progress in laying down a foundation for
effective anti-racist practice. When that foundation is firm,
anti-racist practice may develop with renewed vigour,

determination and hape.
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