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ABSTRACT
In the context of racial discrimination and racism, particularly in Education, this study focuses
upon a group of permanently excluded Asian pupils and aims to give an interpretation of their,
and their parents’, perception of schooling in the central area of Birmingham. A literature review
of current research, LEA’s response to exclusion, various educational legislation and its
implications is included. The data were collected using 26 Exclusion Reports [13 Asian and 13
English pupils] from schools. Comparisons are made between the two different groups. Other
methods include interviews of five permanently excluded Asian pupils and their parents, four
Education Social Workers, Headteachers of secondary schools and a questionnaire to the
Headteachers. The main themes that have emerged in this research related to schools are: racial
discrimination and racism, shortage of Asian teachers and Asian Governors, a distinct lack of
teachers’ understanding of racial and cultural issues, a dearth of policies on anti-racism, anti-
sexism, multiculturalism and equal opportunities, and inadequate provision of
interpreting/translating services for non-English speaking parents in the schools. In conclusion,

recommendations for LEA policies and for further research have been put forward.



ACKNOWLEDGEMENTS
I would like to offer my thanks to Professor Tim Brighouse, Chief Education Officer,
Birmingham, for granting me secondment to carry out this research. To all my interviewees who
helped me to make some understanding of their experiences of Exclusion. To my Supervisor Dr.
Christine O’Hanlon, whose help, guidance, and encouragement has proved invaluable. To my
wife Neeran and daughters Vasudha and Roohi for their support and encouragement. To Shirley
Flannery University of Birmingham, School of Education for typing my transcripts and without

Shirley’s timely assistance, this work could never have been completed.



CONTENTS

Abstract
Acknowledgements
Table of Content

A Note on Terminology
Abbreviations

Preface

CHAPTER ONE: Racism in Britain
Introduction

Employment

Housing

Education

Racial Harassment

Discrimination

The Purpose of the research therefore is:
Summary

CHAPTER TWO: The Education Policy Context for Exclusion
Introduction

The Background

The Background to the 1988 Education Act

1981 Education Act

1985 DES Report of the Committee of Enquiry into the Education of Ethnic
Minority Groups. Education for All [The Swann Report|

The 1988 Education Reform Act

The Implications of 1988 Education Act for pupils with emotional and
behavioural difficulties

Equality and Educational Opportunities

Increment in Exclusions

Parental Choice and Higher Standards

The 1993 Education Act and Changes on Exclusion

Fixed Period Exclusions: New Procedures

Permanent Exclusions: Procedures

Education Act 1997

Appeals Against Permanent Exclusions to an independent Appeals
Committee

Summary

CHAPTER THREE: Literature review and Birmingham’s Response
to Exclusion

Introduction

Research on Exclusions

Rise in Exclusions

Trends in Exclusions

Reasons for Exclusion

Page No.

6

9
11
19
20
21

22
22
22
27
28
28

30
31

42
43
44
44
45
47
49
50



Social Factors
Parents’ Attitudes
School Effect

Racial Harassment
Violence

Exclusions and Race

Birmingham’s Response to Exclusion
Exclusion of High Proportions of pupils of African-Caribbean origin

Summary

CHAPTER FOUR: Methodology and Autographical Context

Introduction
Research Perspectives

Process of Information Gathering: Methodological problems, issues and

reflections

Reflection on the experience

One to One Interview
Exclusion Reports
The Sample

List of questions

Self-completed Questionnaires

Transcripts
Limitations of the Study

Autobiographical context: Myself and Reflection

Summary

CHAPTER FIVE: Findings and Analysis of Exclusion Reports

Introduction

Year Group:

Asian Pupils

English Pupils
Disruptive Behaviour
Asian Pupils

English Pupils

Fighting with other Pupils

English pupils

Asian pupils

Damage to Property
Asian pupils

English pupils
Truancy

English pupils

Asian pupils

Some other Incidents
Asian pupils

English pupils

Ethnic Origin
English pupils

68
71
74
70
77
78
84
89
92

94
94
94
100

104
105
110
111
113
113
114
115
116
124

126
126
128
128
129
130
130
131
132
132
132
132
132
133
133
133
133
134
134
134
135
135



Asian pupils

Analysis of the Findings of Exclusion Reports
Year group

Definitions of Disruptive Behaviour
Disruptive Behaviour

Fighting with other pupils

Power

Damage to property

Truancy

Some other Incidents

Racist Remarks

Ethnic Origin

Summary

CHAPTER SIX: Interpretation

Introduction

Self-image

Ideal-Self

Self-Esteem

Pupil/Teacher Relationships: The pupils’ dissatisfaction with them
Respect

Fairness

Disregard

Trust

Shown up

Inappropriate ‘handling’ by staff

The Pupils Role within the School. Peer Group and Teachers’ expectations of
behaviour

Schools Structures. Roles and Punishments
Work

Sanctions

Parents and Community Responses to Behaviour
Pupil Identity and Survival in the School

Peer Groups and Gangs

Bullying

Schools as Socialising Institutions

Summary

CHAPTER SEVEN: Pupils’ and Parents Perspectives
Introduction

Backgrounds of Pupils

Pupil/Teacher Relationship

Fairness

Disregard

Trust

Shown up

Inappropriate ‘handling’ by staff

Discrimination and Racism

135
136
136
137
139
147
149
150
153
157
160
162
164

165
165
166
166
166
168
168
169
170
170
171
172
173

176
176
178
181
187
187
190
193
200

201
201
202
205
205
207
207
208
209
210



The Pupils Role within the School
Schools as Organisations

Work

Right to Full-Time Education

Pupil’s Identity and Survival in the School
Peer Groups and Gangs

Parents Perspectives

Family Pride

Discrimination

Communication

Educational Provision After Exclusion
Summary

CHAPTER EIGHT: Education Social Workers’ Perspectives
Introduction

Year Group, Ethnicity and Gender
Inconsistency

Support Services

‘Race’ and Cultural Issues

Peer Groups/Gangs

Communication and Role Models

Politics

Educational Provision for Excluded Pupils
Summary

CHAPTER NINE: Headteachers’ Perspectives
Introduction

Increase or Decrease of Permanent Exclusion of Asian Pupils
Year Group, Ethnic Minority Group and Gender

Supporting Services and Alternatives

Needs of the Pupils

Politics

Educational Provision for Excluded Pupils

Reasons For Exclusion

Summary

CHAPTER TEN: Questionnaire Response
Introduction

Asian Teachers in the Main Stream

Section 11 Asian Staff

Asian Governors

Communication with Non-English Speaking Asian Parents

Policies: Equal Opportunities, Bullying, Racial Harassment, Anti-Racist,

Sexual Harassment and Multicultural
Reflection Intended Action
Summary

213
215
215
216
218
218
222
223
227
230
232
234

236
236
238
239
240
240
243
244
246
249
251

252
252
252
257
262
269
272
274
276
279

281
281
281
285
289
293
297

301
302



CHAPTER ELEVEN: Conclusions
Recommendations: For Policy Change in Birmingham
Recommendations for Future Research

LIST OF TABLES

Table 1 Overall Totals of Incidents of Permanently Excluded English and
Asian Pupils in Case Study of Exclusion Reports.

Table 2 Pupils Permanently Excluded from Maintained Schools in England.
Table 3 Total Incidents of Permanently Excluded Asian Pupils in Case
Study of Exclusion Reports.

Table 4 Total Incidents of Permanently Excluded English Pupils in Case
Study of Exclusion Reports.

Table 5 Comparison of Total Incidents of Permanently Excluded English
and Asian pupils in Case Study.

Table 6 Comparison of Year Groups of Permanently Excluded English and
Asian Pupils.

Table 7 Comparison of Disruption Incidents.

Table 8 Comparison of Fighting with other Pupils.

Table 9 Comparison of Damage to Property.

Table 10 Comparison of Truancy Incidents.

Table 11 Ethnic Communities of Birmingham Pupils [1993]

Table 12 Number of Asian pupils, Mainstream and Section 11 Asian Stalf

and Governors in the Case Study Schools.

Table 13 Experience of Staff Training on Equality and Language Issues in
Case Study Schools.

Table 14 Policy Development on Equality Issues in Case Study Schools.

APPENDIX 1 A Sample Interview of a Pupil.

APPENDIX 2 Interview with ‘AS1’s, Mother - First Time 21/03/94.
APPENDIX 3 A Questionnaire To Secondary Schools.

APPENDIX 4 A List of Questions to Interview Headteachers and
Education Social Workers.

APPENDIX 5 Interview with a Headteacher.

APPENDIX 6 Interview with a White Male Education Social Worker -

05/06/95.

BIBLIOGRAPHY

303
312
314

17

61
127

128
129
136
139
147
150
153
259
289
202
296
316
319
327
330
331
334

337



A NOTE ON TERMINOLOGY

In this thesis, we need to establish what we mean by certain terms. A set of terms appear
throughout the thesis and it is therefore important to define their meaning, as the terms used and

their implicit political implications are subject to on going debate. The following terms are

adopted in this thesis.

Culture:

- is an identity which every person recognises for themselves. It is an identity which is based on
a number of factors, such as: experience, memories, ethnic identily, family practices, social
class, economic situation, religious beliefs, family and community, traditional and community
roles. Cultures are neither superior nor inferior to each other. They are constantly evolving for
individuals within communities, yet they are recognised by the participants within the culture at

any time, and are often a source of tradition, pride, and reproduction.

Ethnicity:

- refers to individuals’ identification with a group, sharing some or all of the following traits:
customs, lifestyles, religion, language and nationality. In the context of British society, the
‘racial factor’ influences an individual’s definition of their own ethnicity, such as: Asian.
black/Caribbean, black/African. It is important to remember that white people also belong to

diverse ethnic groups. This term has become contentious in the UK in recent years.

The term ethnic minority is used for those groups of people who are in minority in British Society.



Race: The term ‘race’ is in regular use in daily conversation and has been given a certain equal
status by various acts of Parliament. The word ‘race’ is scientifically discredited and has no

biological validity. Therefore the word ‘race’ has been used in ‘parenthesis’ in this thesis.

Racism:

- is defined as a prejudiced belief where people who are not white/black are seen to be
inferior/superior to white/black people in terms of their culture, religion, lifestyle, beliefs and
intellect etc. Racism is a form of practice which has the power to turn prejudice into acts of

unfair treatment or discrimination. Racism can operate on at least two different levels c.g.

individual and institutional.

Individual Racism:

- is when a person is treated less favourably because of their racial or ethnic origin.

Institutional Racism:

- is when an organisation or group assumes certain conditions and requirements as equitable to
everyone, which unconsciously or actively discriminates against or precludes members of

particular ethnic groups and thus prevents their participation.

Black:
In this thesis, this refers to people who are African-Caribbean in origin predominantly. however
some writers refer to people who are - Asian or otherwise because their skin colour is visibly

non-white.



Asian:

In this thesis, this refers to persons or descendants from the Indian sub-continent and persons
who identify themselves as being Asian within this context. In Britain this generally refers to
people who are Pakistani, Indian and Bangladeshi among others. This may also include Asians

who have come to Britain from East Africa or other countries.

African:

Persons of African origin born in Africa, with distinctions between black, Asian and White

Africans.

African-Caribbean:

Persons of African origin born in one of the Caribbean islands and the terms also refers to their

descendants born in the United Kingdom, Europe or the USA.

White:

Descendants of persons of European origin born in one of the European countries including the

United Kingdom - normally white.

Eurocentric:

Looking at, exclusively valuing and interpreting the world through the eyes and experiences of
white Europeans. This includes, for example, the presentation and interpretation of historical
events; defining culture from one perspective and seeing Europe as the power centre of the

world.



A Levels:

ACESW:

AESW:

ARTEN:

CSE:

CV:

DES:

DfE:

DfEE:

EAL:

ERA:

ESG:

ESL:

ESN:

Abbreviations and Acronyms

Advanced Level examinations which provide access to higher education.
African-Caribbean Education Social Worker.

Asian Education Social Worker.

Anti-Racist Teacher Education Network. A network set up by teacher educators
in Britain which aims to promote equality.

British Medical Journal.

Behaviour Support Service.

Commission for Racial Equality, a government-funded body, concerned with the
implementation of the 1976 Race Relations Act.

Certificate of Secondary Education.

Curriculum Vitae.

Department for Education and Science, the government department responsible
for state education. In 1992, it became the Department for Education. (DfE).
Department for Education.

Department for Education and Employment.

English as an Additional Language.

Education Reform Act (1988). An act of Parliament bringing widespread Changes
in education including the first National Curriculum, and changes to the powers
and funding of local authorities, schools and higher education.

Educational Support Grant.

English as a Second Language.

Educationally sub-Normal.



ESW:

FE:

GCSE:

Govt.

GRIST:

HEFCE:

HMCI:

HMI:

HT:

ILEA:

INSET:

LEA:

LMS:

NAGM:

NALDIC:

NAME:

NASSEA:

NCC:

NEC:

NERS:

NUT:

Education Social Worker.

Further Education.

General Certificate of Secondary Education: examinations normally taken after
five years of secondary education, which replaced the two-tier CSE (Certificate of
Secondary Education) and O [ordinary] level examinations in 1988.

Government.

Grant Related In-Service Training.

Higher Education Funding Council for England.

Her Majesty’s Chief Inspector.

Her Majesty’s Inspectorate.

Headteacher

Inner London Education Authority.

In-service Education and Training: Continuing professional development for
practising teachers.

Local Education Authority.

Local Management of Schools.

National Association of Governors and Managers.

National Association of Language Development in the Curriculum.

National Anti-Racist Movement in Education, a voluntary body.

National Association of Support Services for Equality and Achievement.

National Curriculum Council.

National Exhibition Centre.

National Exclusions Reporting System.

National Union of Teachers.



O Level: General Certificate of Education Ordinary Level.

OFSTED: Office for Standards in Education.

PGCE: Postgraduate Certificate of Education: one year course for graduates leading to
qualified Teacher Status.

PRU: Pupil Referral Unit.

PSI: Policy Studies Institute: an independent research body undertaking studies of
economic, industrial and social policy, and political institutions.  Formerly

Political and Economic Planning [PEP].

SATS: Standard Attainment Tests.
SEN Special Educational Need.
SHA: Secondary Heads Association.
WESW: White Education Social Worker

WFESW: White Female Education Social Worker



PREFACE

The thesis focuses upon evidence of widespread institutionalised racism in the contemporary
society of Britain, particularly in Education. Educational polices are born in a political
framework. There has been a wave of privatisation to satisfy the conservative notions of a ‘free
market’. This massive restructuring for control cannot be divorced from the policies of key areas
including education. A free market is favourable to those who are in better positions in terms of
class to take advantage of the opportunities available. The fact that the majority of Asian people
are positioned in the working class strata of society makes the notion of ‘frce market’ inherently
racist. It is in this context, that the permanent exclusion of Asian pupils from sccondary schools

in Birmingham has been examined.

In chapter one, racism in Employment, Housing and Education has been discussed, and how it

affects Asians and other ethnic minority communities, in particular, in British society.

My reasons for undertaking this research and the purpose of this research has also been
explored. The starting point is that Asian pupils may be facing racial discrimination in the

process of permanent exclusions from secondary schools.

In chapter two, a number of reports and legislation have been discussed to reveal how exclusion
of pupils was carried out since the Education Act of 1944. The Warnock Report [1978], the

Education Act 1981 and the Education Act 1986 too are discussed in this context.



The 1988 Education Act [introduced National Curriculum, Local Management of schools and
Open Enrolment Policy] and its implications are discussed in relation to equality of opportunities
for pupils. Finally, the Education Act 1993 and 1997 and the review of exclusion procedure is

reviewed and developed.

In chapter three I have reviewed literature about exclusion drawing on previous resecarch.

Reasons for exclusion are examined in a sub-section before moving to the issues of exclusion,

particularly in relation to Asian and other ethnic minority pupils.

The findings of previous research into exclusion, in general, has revealed that exclusion is more
prevalent in secondary schools and in year 10 and 11. It also showed that exclusion among boys

i.e. White, African-Caribbean and Asian is higher than girls.
Birmingham Education Authority’s response to exclusion is analysed, how the authority opened
Pupil Referral Units and set up a Working Party to reduce the exclusion rate. Some projects

have also been referred to which reduce the exclusions, particularly of African-Caribbean boys.

In chapter four, I explain how qualitative methodology was used to gather the data for this

research. Methodological problems and the issues faced during interviews with pupils and their
parents, Education Social Workers and Headteachers are also discussed. The chapter also
reveals how the information was gathered through a questionnaire from Headteachers, with

reference to Exclusion Reports and the issues which arose during this process.



In the autobiographical context section some reflections have been developed about how was |

motivated and affected personally during this study.

In chapter five, 13 permanent Exclusion Reports of Asian and English pupils were compared and
it was found that the majority of excluded English pupils were not in Year 10 and 11 whilst all
the excluded Asian pupils were either in Year 10 or Year 11. In total, disruption, truancy and
damage to property incidents were more associated with English rather than Asian pupils.
Incidents of fighting in Asian and English pupils were almost the same. In school Exclusion

Reports the use of ethnic data for Asian pupils was inconsistent.

In chapter six, the role of self-concept which has three aspects i.e. self-image, ideal-scll and self-
esteem is considered important in pupil behaviour. The data from Exclusion Reports reveal five
themes i.e. relationships of pupils and teachers, how the pupils behaviour changes particularly
amognst peer groups, the role of sanctions, expectations of pupils’ parents and community and

the role of ‘gangs’ for pupils’ security, survival and identity.

The role of ‘significant others’ and pupil self-esteem is addressed in pupils” behaviour.

In chapter seven, the behaviour of pupils, and the focus of the relationships with teachers is

discussed, particularly from the pupils’ point of view. It appears that the pupils who experience
permanent exclusion are likeable and intelligent boys who happen to get involved in groups or
gangs for their group identity and survival in the school. These pupils claim that they have
suffered racial discrimination in the school. The permanently excluded pupils appear tough and

strong on the surface but had low self-esteem and were vulnerable to pressure from peers.



This chapter also covers the parents’ perspectives on permanent exclusion of their boys and how
their family pride had been tarnished. Parents did not approve the friendships of their boys and
believed this was the contributory factor along with racial discrimination and poor
communication, for the permanent exclusion of their children from the schools. Parents were not

happy about the education provided at the Pupil Referral Units.

In chapter eight, four Education Social Workers (i.e. a White Female, a White Male, an Asian

Male and an African-Caribbean Male) responded to queries aboul the process of permanent
exclusion of Asian pupils. They were of the opinion that the number of exclusions is increasing
and there are no set rules for the exclusion of pupils. They believe that supporting services (e.g.
Education Welfare Service, Child Advisory Service, Psychological Service, Behaviour Support
Service) are not used appropriately and teachers need training on racial and cultural matters
along with anti-racism, anti-sexism, multiculturalism and equal opportunitics. Iducation Social
Workers also criticised the provision for interpretation and translation for non-knglish speaking

Asian parents and educational provision for excluded pupils.

In addition, they commented on League Tables, and the content of the National Curriculum

because of a missing Asian dimension and they saw the need to have more Asian role models in

the schools.

In chapter nine, Headteachers’ response to permanent exclusion is that it is on the increase

particularly among male and Muslims pupils. Headteachers criticised the resources allocated to

them and the Governments’ legislation. They also felt that their teachers may not be meeting the



racial, cultural and psychological needs of some pupils in schools. Headteachers were of the
opinion that violence, bullying, challenging behaviour, not obeying to the schools’ rules and
drugs were the main causes for permanent exclusions of pupils and they were not satisfied with
the supporting services and wished to have them under their management. Anti-racist practice
in the schools appeared to be lacking and Headteachers did not approve the educational
provision for excluded pupils. Some Catholic Schools in the city are attempting to reduce the

exclusions of pupils by partnership between the schools to deal with their problems.

In chapter ten, questionnaire results highlighted that there was a shortage of Asian teachers both
in mainstream and Section 11 provision. Though many of these schools had a large population of
Asian pupils, they had a few Asian Governors. Facilities for interpreting and translation were not
adequate.  Some schools did not have equal opportunities, anti-racist, anti-sexist and

multicultural policies and school staff were not provided with any relevant training.

In_chapter _eleven, conclusions of the study and recommendations for Birmingham Education

Authority are discussed. The pupils and their parents believed that racial discrimination and
racism play a crucial role in the process of permanent exclusion of pupils from secondary schools

in Birmingham.

This study also revealed that education in Britain is politicised and various education legislation
has created inequality. Market forces are playing a significant role in the education of pupils
and there appears to be no ‘neutral education’ in Britain. In the conclusions, some
recommendations for Birmingham Education Authority and wider implications for future research

have been put forward.



CHAPTER ONE

RACISM IN BRITAIN

Introduction:

To arrive at any meaningful understanding of the prevailing ideological basis of educational
policies in relation to Asians and other ethnic minority communities, one has to clearly examine
the growth and refinement of racism and the subsequent disadvantaged position of Asians and
other ethnic minority communities in the contemporary society of Britain. Only by employing an

historical perspective can one make sense of the patterns of division and inequality that exists in

Britain today.

People do not exist and operate daily cocooned in isolation, but identify and interact on a group
basis. Social identity is seen as being derived from an individual’s group membership. It is
therefore necessary to reflect on the importance of idividual and group identity in shaping the

development of racially defined ‘in” and ‘out’ groups.

A belief in the cultural superiority of white people in relation to Asians and other ethnic miniority
communities has been prevalent in British society for centuries. In the UK an inherent form of
racial discrimination has ensured that the structual position of Asians and other ethnic minroity
communities has been controlled by members of the dominent culture. This is clearly evident
when one compares employment, housing and education provision and the opportunities

available to white and ethnic minority communities in Britain.

Given the pervasive racism of British society and the specific discrimination faced by Asians and

other ethnic minority communities in the field of employment, housing and education, it is



crucial to consider the context in which educational policies and practices for multicultural and
multiracial society were developed. Since the subject of this study is the permanent exclusion of
Asian pupils from secondary schools in the central area of Birmingham, we are concerned here

with the ways in which racial discrimination and racism affects the school of Asian pupils.

In this chapter, I will attempt to argue that the issue of racism in British society warrants serious
attention particularly in the area of employment, housing and education. This does not mean that
racism does not operate in the judiciary, the national health service or other institutions in
Britain. A number of studies and official reports (for example Fernando, 1992; Hood and
Cordovil, 1992; Hickey, 1993; O’Flynn, 1993; OPCS, 1994; Owen 1994) have shown how
racism operates in these British institutions. At the end of the chapter, the motivation and the

purpose of this research is developed.

Employment:
Many Asians and African- Caribbeans in Britain complain that they are the last to be hired for
good jobs and the first to be fired in hard times. Overall, Asians and African-Caribbeans do tend

to have less well paid jobs and earn less than the white working population.

Ohri and Faruqui [1988] concluded from their research related to employment, that

discrimination is a major factor in determining the patterns of employment and unemployment.

Ohri and Faruqui state that:

...... regardless of whether one examines the situation of those blacks in
employment, those skilled, unskilled or professional, those unemployed or indeed
those on government-sponsored YTS, it must be concluded that blacks have been,

and are, discriminated against at every level and in every sphere.
[Ohri and Faruqui, 1988:94]



This is not a new phenomenon. Racial discrimination was in operation since African-Caribbean
people came to Britain in the 1950s and Asians in the 1960s. A number of studies (e.g.
Patterson 1965; Daniel, 1968; Humphrey and John, 1971; Hiro, 1973; Lawrence 1974, Smith
1977, Jenkins 1986) have shown this, but we want to consider now what the situation is in the

1990s?

Cross in his editorial states that:
The raw facts of discrimination in the labour market are well known. The PSI
report over the years have known that both African-Caribbean and Asian people
are less likely to be appointed to a range of jobs than are similarly qualified white
applicants. (Smith and McIntosh 1974; Brown and Gay 1986). The general
pattern does not appear to be changing very much.
[Cross, 1992:1]
Racial discrimination is not only faced by less qualified Asians and African-Caribbeans in the
employment sector, but also by qualified people. The Commission for Racial Equality (1990)
conducted a formal investigation into a lecturer’s appointment in Leicestershire and found that

discrimination can still occur in the most unexpected places e.g. a Local Authority College of

Further Education with a long-standing equal opportunity policy.

C.R.E. published the report named ‘A Question of Merit’ and stated that:

The investigation found that an Asian applicant for the post of principal at
Hinckley College of Further Education had been rejected on racial grounds -
although six out of the nine people present at the interview thought he was the
better candidate. The job was offered to an internal, white candidate.

[C.R.E., 1990a:5]
Pirani, Yolles and Bassa’s [1992] study also found that Asian and African-Caribbean workers
tend to be on lower salaries than their white counter parts. Pirani et al concluded that:

There appears to be both direct and indirect discrimination at institutional level,
manifest in the perception of the ethnic minorities as less promotable than similar



white employees. The data indicate that even when ethnic minority workers have
higher education and training their wages tend to be lower when compared with
their white counterparts. What is indicated from the data is that ethnic minorities
do not get promoted and in relative terms tend to stay on in lower grades relative
to their education and qualifications.

[Pirani et al, 1992:40]
The essence of the matter is, that those who are guilty of such discrimination have failed to fairly
distinguish between their fellow human beings as individuals. They have reacted to a whole
racial group on the basis of the generally assumed characteristics of that group, without treating
each individual on his/her merits. Such actions often spring from generalised assumptions about
the characteristics of particular groups.
Racial discrimination has persisted in Britain despite the presence of the statute book of first the

1968 Act then the 1976 Act. viz, Race Relations Act 1968, Race Relations Act 1976.

The ‘Equal Opportunities Review’ magazine has published a number of cases where racial
discrimination was in operation for example the September/October 1990 edition reports ‘Racial
inequality in the nursing profession is wide ranging and deep seated’” (No. 33 p7). The May/June
1991 edition reports, ‘“The evidence given to the House of Commons Employment Committee
highlighted unprofessional and potentially discriminatory practices at each stage of the
recruitment process’. (No 37 p6). The May/June 1993 edition reports, ‘Alibis for in action’ by
London-based consultant, John Carr, was commissioned by the council after an industrial
tribunal had found that the authority had unlawfully discriminated on grounds of race for the fifth
time in six years’, (No. 49 p7). The March/April 1995 edition reports, ‘In a separate
survey,[‘local authorities and racial equality’] the C.R.E. found that despite many examples of
good practice, ‘local authorities are not meeting their obligations when it comes to racial equality

in employment’, (No. 60 p 16). The May/June 1996 edition reports ‘A hospital nurse has secured



a £50,000 settlement after bringing a racial discrimination claim, backed by the Commission for
Racial Equality (C.R.E.), against the Bethlem and Maudsley NHS Trust;” (No. 67 p7). The
November/December 1996 edition reports, ‘Ethnic minority graduates continue to face
discrimination in the labour market compared to their white counterparts,” according to an

explanatory study by the Institute for Employment Studies (No. 70 p8).

In comparison with white young people, considering their skills and the educational

qualifications at the age of 19, Drew (1995) found that Asian and African-Caribbean young

people are less likely to secure the job.

The Commission for Racial Equality’s magazine ‘1996 AT THE CRE’ reports:

1566 tests were carried out on 850 companies in the north of England and around
Glasgow to see whether there was racial discrimination against job seekers. The
tests were conducted in four ways: by following up job advertisements in the
press, by sending out CVs to likely companies; by visiting selected companies;
and by visiting job centres. Analysis of the results found unequal outcomes
between different ethnic groups in one area only: the chances of a white person
getting a job or an offer of interview after applying for a vacancy advertised in the
press were three times as high as those of an Asian applicant and almost five

times as high as those a black applicant.
[C.R.E., 1996:10]

The major study, the fourth in a series carried out by the Policy Studies Institute since the 1960s,
shows that diversity among ethnic minority communities is now as important as the black-white
divide. Main findings from this survey which was conducted by Modood et al [1997] revealed
that Pakistani and Bangladeshi men are two and a half times as likely to be unemployed as white
men. Those in work receive only two thirds of the earnings obtained by white men and a very few
Pakistani and Bangladeshi women have a job. This survey showed that Indian and Caribbean

male employees’ average earnings have not caught up with white men’s.



The survey also found that men from all ethnic minority communities are seriously under-
represented as managers and employers in large establishments - the top ten percent of all jobs.

Even the best off minorities are only half as likely to hold these top jobs as white men.

Evidence would indicate that white applicants are often favoured in job-seeking situations.

Housing:

Now let us look at the situation with regard to housing to find any differences in the treatment of
ethnic minority communities.

The accommodation by Asians and African-Caribbeans in the 1950s and 1960s was shaped by a
process of discrimination, and there were a number of reports in various parts of United Kingdom
of landlords operating a ‘colour bar’ [Luthera, 1988]. Controlled studies of discrimination in
housing were conducted in the 1960s and the 1970s [Smith, 1977]. The level of discrimination
revealed in these tests was high. The study concluded that in the house purchase tests, Asians

and African-Caribbeans were offered houses which were inferior in 12 per cent of cases.

In the 1980s, the Commission for Racial Equality investigated a number of cases of
discrimination in the housing policies of Local Authorities. The Commission for Racial Equality
(1989a) found discrimination in housing in Tower Hamlets Borough Council and Liverpool City
Council. The Commission was concerned about the allocation of families to particular housing
estates when they were rehoused. The Commission was also concerned about the council’s
policy on homelessness. C.R.E. noted:

Homelessness is a growing problem in the UK, and in London it has reached
levels that should be unacceptable in any civilised society. The wretched



conditions and the constant insecurity of the homeless have been well publicised.
What is less well known is that ethnic minorities are represented amongst the
homeless at disproportionately high levels and have suffered racial discrimination
as well as the other problems associated with homelessness.

[C.R.E., 1989a:42]
In the 1990s, the situation of Asians and African-Caribbeans in the housing sector does not

appear to be very promising. The Equal Opportunities Review reports:

Unemployment among black and Pakistani/Bangladeshi people aged 16 to 24 was
nearly 40%, almost three times the rate for young white people.

(No. 70, 1996 p8)
If people do not have jobs, they will not have the money to purchase their own houses and for
them housing will become even more difficult, especially when there is also the added feature of
racial discrimination. In addition, the local Government Housing Act of 1989 did not help the

housing situation because of a more complicated renovation grant system and higher rents for

council tenants.

The Commission for Racial Equality (1991) investigated racial discrimination in hostel

accommodation in Bristol. They concluded that:

Refugee Housing Association Ltd. had unlawfully discriminated on racial grounds
by refusing or deliberately omitting to provide housing and/or facilities and
services to people of Afro-Caribbean origin, and by inducing or attempting to
induce others to do such acts, in relation to its hostel at Cotham in Bristol.

[C.R.E., 1991:9]
The Conservative Government in recent years has failed in bringing any improvement in the
housing position of Asians and African-Caribbeans. It has identified money for social problems

e.g. inner cities and health, but has failed to expose the practice and to eradicate racial



discrimination against Asians and African-Caribbeans, when the policies are being put into

practice. The Equal Opportunities Review reports:
Housing associations have awarded few major contracts for development schemes
or regular contracts for maintenance and repair work to ethnic minority
construction firms, according to research commissioned by the Joseph Rowntree

Foundation. The report suggests that housing associations’ dependence on well-
established contracts with white-run firms could constitute an indirect racist

practice.

(No. 63, 1995 p7)
It will be interesting in the future to find out if racial discrimination has increased or decreased.
This appears to be a complex issue but the Commission for Racial Equality may assist us. C.R.E

(1994) Annual Report may provide us with some clues. C.R.E revealed:

In 1978 there were 1,033 applications to Commission for assistance and in 1994
these number reached 1,937.

[C.R.E., 1994:8]
Modood et al [1997] found that a significant proportion of Pakistanis and Bangladeshi are in
serious poverty. On average Pakistani or Bangladeshi households contain twice as many people
as the average white households - but they have to be supported on a lower income. These two
groups still face widespread housing problems. This study also revealed that members of ethnic
minority communities are more likely than whites to live in run-down areas. Caribbean and
Bangladeshi households continue to be under-represented among owner-occupiers. The study

highlighted that racial disadvantage is still faced by ethnic minority communities and remains,

an important theme.

Modood concludes that:

Evidence from the fourth survey, as well as social attitude surveys [Sachdev
1996; Dawar 1996], suggests that young white people are beginning to express
more prejudice against Asian than Caribbean people: while those over the age of
34 are only slightly more likely to say they are prejudiced against Asians and



Muslims than Caribbeans, those under 35 are half as likely to say they are
prejudiced against Asians and Muslims than Caribbeans.

[Modood, 1997:352]
This suggests that racial discrimination has not decreased. The implication of this situation

combined with educational factors are a cause of concern.

Education:

In the context of education, it is perhaps worth stressing the general point that, if less favourable
treatment is given to ethnic minorities generally, then direct discrimination is occuring even
though the person acting on behalf of people from ethnic minorities may be acting

paternalistically or with good intentions

Studies have revealed that children between three and five years of age become ‘racially’ aware
(Davey, 1983; Milner 1983; Aboud, 1988). These studies have shown that this applies to white

children and Asian and African-Caribbean children in the UK. The results of the studies show

that small children adopt their value system from adults.

Racial Harassment:

In a survey by the Commission for Racial Equality (1988) a number of instances of racial
harassment amongst primary school pupils were reported. These included the case of a seven
year old girl who suffered from persistent name-calling by a white child of the same age, and who
was beaten up by that girl’s older sister. In a similar case the mother of a nine year old Asian girl
who had been the victim of regular racial abuse and bullying was attacked by the parents of the

child responsible for the bullying.



Name-calling, casual insults, covert physical threats, and sly kicks, which teachers may easily
overlook, are part of a pattern that seriously diminishes the quality of experience of pupils in
schools. Left unchallenged, such incidents may develop into divisions within the school, and
possible subsequent tragedy [Macdonald et al, 1989]. Name-calling and personal insults based

upon a pupil’s skin colour, culture are not only an attack on an individual in isolation, but also

on that pupil’s family and community.

Racism, in any form, is damaging to society in general and, more specifically, to those groups in
society against which it is directed. Racial harassment is a particularly direct and often violent
form of racism, as surveys, studies and reports have shown, [Home Office 1989, CRE 1989b,
Macdonald et al 1989, Troyna and Hatcher 1992] and is still widespread in society as a whole

and in schools in particular.

Modood et al (1997) found that in 1994/95 12,000 racially motivated incidents were reported to
the police, an increase of 175 per cent since 1988. However, evidence suggests that more than
half of all people who have been subjected to racial harassment do not report it to the police.
PSI’s survey suggests that as many as 250,000 Caribbeans and Asians experience racial
harassment every year - including insults and abuse at the hands of strangers, neighbours,
workmates or even the police. Most ethnic minority communities do not think enough is being
done to combat discrimination and harassment. Half of those who had reported an incident of
harassment to the police were dissatisified with their reponses. A majority lack confidence in the

police to protect them from racial harassment and favour self-defence groups.



Regarding racial violence and racial harassment Home Secretary Jack Straw stated in his speech

at Policy Studies Institute conference, London:
We included in our election manifesto a pledge to introduce specific offences of
racial violence and racial harassment. These will form part of the Crime and
Disorder Bill which we will introduce in the next parliamentary session. Last
week I published details of these new offences in a consultation paper. The

responses will be looked at carefully and will help us to decide how these

offences can best be framed to provide maximum protection.
[8th october 1997

With the Government’s initiatives discrimination of ethnic minority communities may be
alleviated to a certain extent, but it appears that there is still a long way to go to eradicate

discrimination completely.

Discrimination:
Berkshire County Research and Intelligence Unit [BCRI] [1989] examined the grammar
school selection procedures and found that Asian pupils in particular might be

experienceing discrimination at both 11 and 13 when tranfers were carried out.

The Commission for Racial Equality (1992) found that Watford Boys’ and Girls’ Grammar

Schools were discriminating against pupils. It concluded that:
The fact that, in practice, parents had to give a minimum number of reasons in
support of their child’s application to an oversubscribed school amounted to a

requirement or condition which had a disproportionate adverse impact on Asian
parents and their children. The council was unable satisfactorily to justify this

requirement on non-racial grounds...... .

[C.R.E., 1992b:8]

Once the pupils have passed their ‘A’ level with good grades, they expect to pursue further

studies of their choice, but again Asian and African-Caribbean pupils face racial discrimination

as the following report reveals.
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Equal Opportunities Review:

Ethnic minority students are less likely to be accepted by UK medical schools
than white students despite having the same ‘A’ level results, according to two
studies published in the British Medical Journal [BMJ]]. As a result ‘good
students are denied places at medical school and good doctors denied their

chosen careers,’ says the BMJ.
[No. 60, 1995 p 8]

Gillborn (1996) argues that the Swann’s (1985) report’s recommendations were modest but they

were rejected by the then Secretary of State for Education, Keith Joseph.

Gillborn argues that the general level of debate sparked by the Committee’s report has not been
matched since, and have been conspicuously absent from most subsequent policy debates, with

the National Curriculum the power of LEAs has drastically reduced, and the ILEA - a champion
of anti-racist education - has been abolished.

Gillborn stated that:

In the mid 1990s, as the political parties vie to appear the strongest in their
approaches to education, equal opportunity issues (particularly those concerned
with race and racism) are not on the list of priorities. And yet each new reform
carried with it the potential for further inequality and social exclusion

[Gillborn, 1996:15 |
Gillborn further argued that:

The recent educational reforms, for example, make no mention of race, although
they emphasis ‘the nation’s Christian heritage and traditions’. In this way an
apparently inclusive policy - claimed to help ‘every child in this country’ -
actually excludes many pupils and their communities.

[Gillborn, 1996:17]

Gillborn’s argument is very convincing and indicates therefore, that there remains a considerable
) ry 2

agenda for those who are committed to equal opportunities to pursue. Therefore this thesis is
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important to me, as education is often presented as a non-political site of struggle by those

intellectuals and politicians sympathetic with views and policies of the ‘new right’.

In recent years, it has become increasingly fashionable to argue that the educational failure of
working class and African-Caribbean pupils is due to poor self-concept and self-esteem, and that

if this is treated they will achieve better results in school.

Stone has argued that:

This is a false and dangerous argument based on incomplete and unsound
theoretical assumptions and biased research findings. By focusing on self-
esteem, it manages to ignore the vast body of evidence showing that working class
and black families have much less access to power, to resources of every kind
than middle class children, ‘self-concept’ becomes a way of evading, the real acid
uncomfortable issue of class and privilege in our society. Furthermore no-body of
research has ever demonstrated unequivocally that the children of the working
class as a whole poor children black children in particular, suffer from poor self-

image or self-esteem.
[Stone, 1981:8]

In America the Coleman Report (1966) supplied this explanation: that working class and
African-Caribbean failure in school was a result of poor motivation resulting from bad family
background and poor self-concept. In Britain the Plowden Report [1967] echoed this: that the
attitudes of parents and the home circumstances of the child were the most important factors

influencing achievements in schools.

The ethnographic research which this thesis is based upon is concerned with permanently
excluded Asian pupils from Birmingham’s central area secondary schools and the racist

ideologies which underpin such practices.

Birmingham statistics showed that in all the school exclusions in 1991, African-
Caribbean, pupils accounted for one-third of all exclusions, although they were
only 9% the school population. In Sheffield twice as many pupils were excluded



in 1990 compared with 1988 and the African-Caribbean pupils who made up 2%
of the school population comprised nearly 7% of all excluded pupils.
[The Guardian, 21 January 1992]
Arising out of national and local concern about the number of African-Caribbean pupils and
Asian pupils, who were being, suspended from schools, the C.R.E.)decided in 1979, to carry out

a formal investigation under The Race Relations Act 1976 into suspension arrangements in a

major urban, multi-racial Education Authority. It selected Birmingham as representative of this

type of authority.

The evidence pointed to institutional, rather than direct or intentional discrimination as the main
reason for the differential pattern of treatment. The term ‘institutional discrimination’ was taken
to include all those practices and procedures employed by a school or Local Authority which,
unintentionally or otherwise, had the effect of placing members of one or other racial or ethnic

group at a disadvantage that could not be justified.

As a result of these enquiries the Commission concluded that there were sufficient grounds to
justify further enquiry. The suggestion that African-Caribbean pupils were over represented in
units appeared to be borne out; so too was the view that African-Caribbean pupils were
suspended more readily than whites. Two further issues had also emerged for consideration:
first, that the suspension and referral procedures used by the schools and LEA (Local Education
Authority) could be inadequate and disadvantageous to African-Caribbean pupils. Secondly, that
the educational provision afforded to pupils in the centres might not be consistent with the

principle of equality of opportunity.
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Birmingham LEA was referred to by, a Daily Evening Newspaper from Wolverhampton, ‘Express

and Star’ which reported:

The number of pupils expelled from Birmingham schools has increased by nearly
60% in the last four years. In 1993 - 1994 the number of pupils permanently
excluded leapt by 18.5% on the previous year - the highest recorded increase in
a single year. In the last academic year 295 pupils were permanently excluded
from school compared with 185 four years ago. Analysis of the latest statistics
shows that more than a third of permanently excluded pupils, 33%, were of
African-Caribbean origin. But African-Caribbean pupils make up only 9% of the
city's school population. 16% of those expelled were Asian pupils, who make up
an estimated 30% of the school population, and 49% were White pupils who
make up 56%. A report by the city's Chief Education Officer, Professor Tim
Brighouse, said - The most significant rises in exclusion took place in the first
three years of secondary school, the last year of primary school and in the early

years of primary school.
[Express and Star, 7 November 1994 |

Looking at the national rate of expulsions two reports give us cause for concern.

The first - the results of the survey by the Office of Standards in Education
[OFSTED] found that 900 pupils were either expelled or suspended in 428
secondary schools inspected during the 1992 - 1993 year. This could mean that
there are merely 8000 expulsions nationally - twice as many than the previous
year - although OFSTED warned that the schools used in the survey may not be

properly representative.
[Birmingham Voice, 8th November 1994]

The second, research carried out by MORI for the BBC's Panorama Programme which was
transmitted on 15th March 1995 suggested that 66,000 pupils nationally were excluded on either

a temporary or a permanent basis. It also suggested that between 1990 and 1992 there was a

50% rate of increase in exclusions.

It was in this context that my interest arose to examine the permanent exclusions of Asian pupils

from secondary schools.



My aim for this research study was to appraise the parents and the child’s view of their exclusion
and what had caused it? Were there feelings of anti-school as Reid ( 1986:66) argued or were
these exclusions merely for the school's convenience? Similar observations were made by
Galloway and his colleagues (1982) after investigations in Sheffield and by McManus (1987)

after a study in Leeds, Galloway et al concluded that:

A pupil’s chances of being excluded or suspended are influenced as much, and
probably more, by which school he happens to attend, as by any stress in his
family or any constitutional factors in the pupil himself.

[Galloway et al, 1982:33]
Or was it that these exclusions particularly of Asian pupils were due to discrimination and
racism, because racism is a structural feature of our society? It is not simply beliefs or ideas
floating in the air but it is beliefs and ideas that are being constructed and sustained by practices
and operations within the society in which we live, created and maintained through relationships
based on domination and subordination. Racism is not the product of prejudice but of power. As

an ideology it is a set of beliefs and ways of structuring lives which are rooted in material

existences.

I was to do this research study by examining the Exclusion Reports written by Education Social
Workers and the schools for permanently excluded Asian pupils in the period of March 1992 to
November 1993 and then comparing them with permanently excluded English pupils not Irish,
Scottish or Welsh pupils. In total thirteen sets [one school report and one produced by
Education Social Worker] of reports were used. It was revealed by studying these reports, that
there were a number of reasons for which a pupil is excluded, which 1 catergorised into 4 areas;

disruption, truancy, fighting with other pupils and damage to property. Headteachers of



secondary schools, Education Social Workers, five pupils and their parents were also

interviewed. In addition, information was gathered from secondary schools’ Headteachers by

sending them a questionnaire.

Table 1

Overall Totals of incidents of Permanently Excluded English and Asian Pupils In Case

study of Exclusion Reports.

English
@ Asian
Disruption Fighting Damage to Truancy
with other Property
pupils
English 131 24 11 136 Year Group 6 to 11
Asian 94 25 6 11

My basic belief in beginning this research was that individual and institutional racism together
form a strong, barrier to the overall development of Asian and African-Caribbean pupils which is
accentuated by British society and the education system. Teachers’ low expectations - in a
subtle way, act in concert to deny the Asian and African-Caribbean pupils opportunities for
career development leading to economic independence and true identity. The search for a
solution to racism is not just to examine the prejudices of white individuals. Racism raises
fundamental questions about the political, economic and social structure of Britain and the

world. The potential for follow-up is limitless.

The question can be posed:
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Do secondary school pupils from Asian backgrounds have different experiences of permanent
exclusion from English pupils?

The promotion of the local school and teacher autonomy which is enshrined in the 1944
Education Act is highly prized by the professionals and is potentially one of the strongest features
of our democracy. But this highly prized autonomy carries with it certain fundamental

professional responsibilities. it was created for a particular purpose: to enable schools to be

sensitive to local needs, issues and perceptions.

1944 Education Act says:

..... and it shall be the duty of the Local Education Authority for every area so far
as their powers extend to contribute towards the spiritual, moral, mental and
physical development of the community by securing that efficient education
throughout those stages (primary, secondary, further) shall be available to meet

the needs of the population of their area.
[1944 Section 7]

Halsey stated:

Despite the aims of the 1944 Act and the range of subsequent reformist measures
and interventionist programmes, there remained a tenacious pattern of class
inequality in educational achievement and attainment.

The state’s attempts to expand educational opportunities beyond the statutory

leaving age had the opposite effect, in that they had ‘been seized
disproportionately by those born into advantageous class circumstances’

[Halsey, 1978:130]

In 1983 Hall wrote,

Inequality in education had become, once again, a positive social programme.

[Hall, 1983:3]
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Teachers, Headteachers, Advisers, Inspectors and Officers who are serious about their
professional principles need not seek further policy statements on multicultural education. We
are becoming overwhelmed with good intentions on paper. The 1944 Act and Anti-Discriminatory
Acts already embody the policy on which they can identify their professional duty. What is
needed is strategies for change, and clearly defined programmes of action in every school from

every Headteacher and their staff.

Policy statements have been sought from elected members who are often set up and then
dismissed at the whims of local politicians who are intent on securing the local Asian and
African-Caribbean vote. Whatever the perceived motivation of those politicians, it is time for
professionals to put up some serious proposals based on educational principles and sound

management theory and practice with the aim of serving all sections of the community.

Often Asian and African-Caribbean people, are merely asking the education authorities to be
accorded their statutory rights under the law of the land. If the Officers, Advisers, Inspectors,
Headteachers, Teachers and the members of the Governing Bodies in multiracial areas paid
serious attention to their statutory obligations under the Education Acts and the Anti-
Discrimination laws, there would be no need for separate policies. There would, however be a
need to explicitly state change strategies which would give details of how changes could be made

in order to redirect the perspective of dominant policies and practicies. What are needed are

efficient education policies.

The purpose of this research therefore is:

i) To establish whether there is an increase in the permanent exclusion of
Asian pupils in Birmingham.
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ii) To evaluate the processes that are giving rise to the increasing number of
Asian pupils being permanently excluded from secondary schools in the
inner city areas of Birmingham.

iii) To identify factors which are responsible for distorting the education of
pupils excluded from secondary schools.

iv) To evaluate the response of excluded pupils and their parents.
V) To ascertain whether there is racial or cultural (or both) discrimination by
the Teachers/Headteachers and/or Governing Bodies in carrying out
permanent exclusions of Asian pupils from secondary schools.
A change in perception is necessary because the present perceived ‘normal” educational system
is clearly based on the premise that only the knowledge, values, attitudes, beliefs and
perspective of certain groups are worthy of transmission in schools. This present ‘white
ethnocentric system’ is based on, and perpetuates a deeply held belief in the dominate
hierarchy. The primary issue which needs to be addressed therefore is not only that of culture

but rather an analysis of the wider framework within which educationists perpetuate these

beliefs.

The debate in the area of ‘multicultural education’ (i.e. education of distinct cultural groups) has
not yet become a serious educational issue for the majority of educational professionals. It is
mainly conducted at a socio-political level by community groups, some socially aware local
politicians and a growing but increasingly marginalised group of teachers. The avoidance of these
issues is a serious matter and of great concern, given the decentralised nature of the system as

created by the 1944 Education Act, which in effect places a great deal of power in the hands of

Headteachers.
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Given the nature of our increasingly decentralised education system and the power vested in
Headteachers and their Governing Bodies, the direction of educational debate (i.e. politicians to

professionals) at the present time is curious.

SUMMARY:

In Britain, racism prevails in the sectors of employment, housing and education and it mainly
affects Asians and African-Caribbean people. The motivation and the purpose of the research is
discussed in the context of racial discrimination and racism, and argues that this may play a

significant role in the permanent exclusion of Asian pupils in secondary schools of Birmingham.
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CHAPTER TWO

THE EDUCATION POLICY CONTEXT FOR EXCLUSION

Introduction:

There is little doubt that most pupils who are excluded from school because of disruptive and
challenging behaviour are those who may now be termed pupils with [peripheral or minor|
behavioural/discipline problems. In this section, I shall give a background into various reports
and legislation over the past few years and how this has affected such pupils. The 1988
Education Act was introduced by the Government as an attempt to ensure equality of educational
opportunity for all pupils. I shall also attempt to show why I feel that the implications of the
provisions of the 1988 Education Act will lead to an erosion of equal opportunities practice and
to a further rise in the number of excluded pupils. At the end I shall discuss the changes in the

law of the 1993 Education Act and 1997 Education Act on exclusions.

As suspension of pupils from school stands out sharply from other disciplinary action in that it
cuts across both the pupil’s right to continuous free education and the parents’ obligation to

enforce attendance. Newsam rightly stated:

Since the mid -1970s, the number of suspensions from schools began to move up:

the time taken to get suspended pupils back into school lengthened.
[Newsam, 1979:110]

The Background:

Suspension: is not mentioned at all in the Education Act of 1944 [which set up the present

system of School Government] and the criteria used by successive Ministers and Departments of
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Education in approving variations of the article are not available for study. The Model Articles
were published in 1945 [Ministry of Education 1945].

For each school, the authority by which pupils may be suspended is set out in the Articles of
Government. The form and content of such Articles depends on the type of school. Mostly
church foundations [known as the ‘voluntary sector’] do share much of the same administration,

but they vary more, both in the form of Articles and in their practice regarding suspension.

Each school’s Articles of Government are drawn up by the Local Education Authority and [for
secondary schools] need the approval of the Secretary of State. Consequently, the wording tends

to be uniform within each area and most follow the clause in the Model Articles mentioned above.

From this, we can only assume that the legislators were happy to give wide discretion to Local
Education Authorities in their day-to-day use of this power. Where the Article stands in this
form, ‘report’ and ‘consult’ can be interpreted by the parties as they wish and frequently no rules
are made for the length of suspension, nor is expulsion mentioned. In some areas, however, the
Article itself continues with more detailed instructions or these are published separately as notes

of guidance [These may or may not have the force of the law depending on how they were issued].

Jennings stated:

Even where such regulations are carefully made, the National Association of
Governors and Managers has evidence from across the country of ‘unofficial’

suspensions taking place.
[Jennings, 1980:158]

This is endorsed by Stirling:

Some pupils are encouraged not to turn up by orders to confirm strictly to school
uniform or to modify their hair style which, if not obeyed, are used as a pre-text
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for exclusion. Another strategy, mentioned by the School Governor [ACE, 1992]
is used by heads who persuade parents that their child should remain at home

while the school approaches the LEA to make special provision.
[Stirling, 1992b:128]

Stirling further stated that:

Heads and their deputies told me that those pupils most likely to be excluded
from school, either officially or unofficially, were those who had behaviour
difficulties and/or were underachieving. Many schools described how pupils with
behaviour difficulties had reacted in a disruptive way during National Curriculum
assessments or had been obliged to take part with their peers in curricula areas

which did not meet their needs.
[Ibid.]
Not only unofficial suspensions happened in the past and at present, but furthermore, it was
common for Articles to authorise the Headteacher to suspend for a short period with only token

consultation and these actions may fail to be reported or recorded in a way that enables a Local

Education Authority to say with any confidence how often they occur.

The position in law appeared to be that state schools could indeed expel but Local Authorities

are not relieved thereafter of their duty to provide education. In Halsbury’s laws of England

[1984], Vol 15, it is set out like this:

In the case of a school which is maintained by a Local Education Authority a
registered pupil of compulsory school age may be expelled by the authority or by
the Governors or Managers of the school, but where in the result of an appeal by
his parents the appropriate secretary of state determines the pupil has been
excluded on other than reasonable grounds, he must be re-admitted to the school.

[Halsbury, 1984:47]
These provisions are derived from the pupils’ Registration Regulations 1956, No 4(x) [Taylor and

Saunders 1976:339] not, as has been pointed out earlier, from the 1944 Act itself.

Halsbury continues:

Where the pupil is not re-admitted to the school as a result of the Secretary of
States determination........ or when no appeal is made?........ it would appear that
the Local Education Authority is required to find a place for him at another
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school, unless he receives full-time education under arrangements made by his

parents.
[Ibid.]
It ‘appears that’ Local Authorities must find another school place because of their duties under
Section 37 of the Act [Taylor and Saunders 1976:129] to take action where a child is not
receiving education. Though it has not happened yet, the parent of an expelled pupil, could
perhaps, if alternative education were not offered,

complain to the courts that the authority is failing in its own duty, and thereby
preventing him from performing his own, under section 36.

[Barrell, 1978:201].

I echo Sassoon:

I am waiting for a test case where a parent will take an LEA to court for defaulting
on its duties and will look forward to hearing what the learned judges have to say.

[Sassoon, 1992a:93]
I personally know a number of pupils who were permanently expelled from schools and
Birmingham Local Authority failed to provide them any education at all, for many months. The
parents either don’t know their rights that they could take LEA to court for not providing
education to their excluded children or they feared that by doing this, it might create more
problems for the education of their children in the future. Also the question is, does the
Education Welfare Service [Education Social Workers| inform the parents that they can [if they
wish to] take the LEA to court? The Education Welfare Service claims that it advocates for
pupils and their parents, and the Education Social Workers may not provoke the parents into this

action, because of their loyalty to the LEA, as it pays their salaries.

In those cases where some education [2 hours a day] is provided to excluded pupils by the LEA

in its Pupil Referral Units, does that warrant a sufficient and satisfactory education for those
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pupils? On the contrary if any pupil attends any school for only two hours, then school and LEA
take action against that pupil and labels him/her as a ‘truant’. Furthermore, parents can be taken
to the court and fined. Similarly, if any parent decides to educate a child at home as ‘alternative
provision of education’, LEA officials visit that parent and make full assessments of home

circumstances and education provision to their satisfaction before allowing the parent ‘officially’

to carry on with this.

To me, it appears double standards operate on the part of the LEA. Jennings argued:

The point at issue here, is the handling of the expulsion process, and it is clear
that the moral and legal obligation on local authorities to educate the most
intractable of youngsters forces them into one difficult position or another. Either
they sanction expulsions, and endeavour to tidy up the consequences by transfer
of pupils between schools as far as possible. Or they manage the process at the
local authority level, knowing, for any pupil when the last school in line has been
reached. Or they may over-ride a Governors’ decision to expel, a practice which
may be resented.... or they try to keep the number of expulsions down by a policy
of gentle persuasion at the Governor level. If the local authority settles for a ‘no
expulsions’ policy, Governors may be empowered to recommend ‘transfer’. Staff
may bring strong pressures on them to do this and, if the authority then assures
the school that the pupil will not be returned to them, this is expulsion in all but
name. Or the authority may, in these circumstances, turn a blind eye to very long
suspensions, or even to unofficial expulsions, for pupils who are anyway nearing

the school leaving age.
[Jennings, 1980:159]
No procedure can, by itself deal with the underlying problems, but ill-defined or unofficial

practices can make the task more difficult. As Sallis has pointed out:

The present chaos is allowing problems which ought to be tackled to be swept

rather inadequately under the carpet.
[Sallis, 1977:98]
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The Taylor Committee reporting on the work of school governors, noted rather more soberly that

for suspensions there was ‘a lack of reasonably uniform, comprehensive and well understood

procedures’ [Taylor, 1977:80].

The Report makes its own recommendations: National Association of Governors and Managers
[N-A G.M] [1980] has done likewise, but the details of these are less important than the conflict
of views as to the nature of a suspension decision; conflict which underlies the notoriously

variable practice and which can even make discussion difficult.

A number of Authorities were adamant that the decision to expel a child from school should only
be made at the Local Authority level - The Taylor committee has even called for this to be a
matter of legislation [Taylor, 1977:117]. This view was consistent with a new wish that governors

should be closely identified with their schools - not just occasional formal visitors.

The background to the 1988 Education Act:

The report of the committee of enquiry in 1978 into the Education of handicapped children and
pupils [The Warnock Report] was the first full-scale review of special educational provision in
Britain this century. The report widened the scope of special education to cover the 1 in 5
children said to have learning difficulties at any one time. It called for a systematic approach to
the assessment of special educational needs, and for the official ‘recording” of children with
particularly marked needs. Though commonly believed to have promoted the integration of
children with special needs into ordinary schools, the report made no firm recommendations on

this, and saw a substantial and continuing role for special schools. Pre-school and post-school
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provision, and in-service training, were accorded top priority in the recommendations. The

curriculum was not central to the report’s concerns.

In 1980 Her Majesty’s Inspectorate [A View of the Curriculum] by contrast to the DES
[Department of Education and Science] view in the ‘A Framework for the School Curriculum’
circular 14/77 to LEAs document, HMI set out a Curriculum in terms of ‘areas of experience’.
For primary schools, language and literacy, maths, science, aesthetic and social aspects. For
secondary; aesthetic and creative, ethical, linguistic, mathematical, scientific, social and
political and spiritual. The document refers to equality of opportunity, forms of knowledge,

needs of the individual child, racial and cultural diversity etc.

1981 Education Act: Following the Warnock Report this act abolished statutory categories of
handicap and replaced them with a new definition of special educational need as a learning
difficulty which calls for special provision to be made. A ‘statement of special educational need’
is to be made for all children for whom the LEA has to determine the provision to be made. The
Act set out complex assessment procedures, including new rights for parents, leading up to the
making of a statement. Children with special educational needs were to be educated in ordinary
schools where this was consistent with the efficient education of the child concerned and other
children in the school, and with the efficient use of resources. Although no extra funding was

made available in order to meet these needs in mainstream schools integration began to be seen

by legislators as the most desirable option.

1985 DES Report of the Committee of Enquiry into the Education of Children of

Ethnic Minority Groups. Education for all [The Swann Report]:- In a long account
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covering most aspects of education in a multicultural society, the committee concludes that the
issue is not simply that of educating ethnic minority children but rather all children who must be
enabled to understand the nature of Britain as a multicultural society, with schools leading the
attack on racism and stereotyping. LEAs were urged to declare a commitment to ‘education for
all’; to adopt a pluralist curriculum, with HMI giving clear guidelines on the practical application
of adopting a pluralist approach. LEAs to expect school to produce clear anti-racist policy and to

monitor implementation and practice.

1986 Education Act:- The exclusion procedures are based on the 1986 Education Act, Sections
22-26. Under this legislation, it is the duty of the Headteacher to be responsible for all issues

related to pupil behaviour, and she or he is required to make such measures generally known.

Under the 1986 Education Act, Headteachers had available three different types of exclusion:

1 Fixed Term Exclusion - The pupil is given a definite date to return to the same

school. Guidelines indicate that the return should be within a short period of

time such as five days.

2 Indefinite Exclusion - The pupil remains out of school pending further
investigation. The LEAs produced guidelines for schools, stating that the pupil
must be re-admitted to school within a 15 day period or the procedure for a

permanent exclusion invoked.
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3 Permanent Exclusion - The pupil is unable to return to the original school, and

the LEA is required to provide alternative provision.

Through the 1986 Education Act, the Government legislated for an ‘Open enrolment’ policy for
schools, giving parents the right to choose the school that they considered was the best one to
meet their child’s needs. The only reason that a school could turn down a pupil was that it had
already reached its planned admission limit or that the school was unable to meet the needs of
that pupil, for example if a child had a statement of special educational need. This was the
beginning of schools being forced to open themselves up to ‘market forces” which were a central
tenant of the thinking of the Conservative Government. This, in turn, led to competition between

schools in order to attract pupils and therefore, funds.

The 1988 Education Reform Act:

This Act saw the Government removing control of the education from LEAs by legislating for the
Local Management of Schools [L.M.S.] under a formula funding basis. It also set up a
mechanism enabling schools to opt out of LEA control by acquiring Grant-Maintained status.
This legislation further subjected schools to market forces by ensuring that schools became
educationally and economically accountable to parents through their Governing Bodies. The
1988 Act also introduced a National Curriculum - a common curriculum for all pupils regardless
of their perceived abilities and disabilities. The National Curriculum Council document - A
Curriculum for all [NCC] stated that the ‘learning environment’ for pupils with special
educational needs should include: ‘an atmosphere of encouragement, acceptance, respect for
achievements and sensitivity to individual needs, in which all pupils can thrive’ [1989:7].

The National Curriculum Council further argued that:
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Curriculum development plans, schemes of work, and classroom and school
environments need to be closely aligned with the teaching needs and individual
curriculum plans of pupils with learning difficulties and disabilities so that
maximum access to the National Curriculum is ensured. [1989:7]
This was heralded as a move to ensure educational opportunities for all and arose from a concern
over standards in education generally [Bowe et al, 1992]. Alongside this came national testing
for all pupils at the end of key stages and the publication of nationally accessible results which,

it is argued, would give parents more accurate ‘data’ with which to make an informed choice of

school for their child.

The implications of 1988 Education Act for pupils with emotional and behavioural
difficulties:

The thrust of the 1988 Education Act is toward the creation of economically and educationally
accountable schools. This appears superficially to be desirable yet has great implications for
those pupils with challenging behaviour. The integration of pupils with special needs into
mainstream schools advocated by Warnock [1978] and embedded in the 1981 Act gives teachers
the responsibility for meeting a vast range of needs within their classroom. This requires a large
amount of work, including producing differentiated work for pupils with a wide range of abilities
and supporting the learning of these pupils. In-class support becomes the order of the day rather
than the withdrawal of pupils requiring this level of learning or behavioural support. Many
teachers do not have the confidence or expertise necessary to work in this way and such a

fundamental change in ways of working requires proper resourcing in order to be successful.

Swann [1985] questioned whether the integration of pupils with Special Educational Needs had

actually taken place in mainstream schools. He argues that the 1981 Act led to more pupils with
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learning or emotional and behavioural difficulties being segregated into special education.
Swann believes that because of Government antipathy towards comprehensive education,
resources are unlikely to be made available to provide adequate funding to maintain the level of

support in mainstream education and therefore, that exclusion of one form or another would be an

inevitable result.

Sassoon argued that:

Since the Education Reform Act 1988 came on to the statute book, there is a
body of anecdotal evidence to suggest that the number of exclusions across the
country has risen significantly and LEAs are finding it increasingly difficult to
readmit these children into alternative schools - even though the latter do not
have full complements of pupils and are below their standard numbers. This is
not surprising for four reasons. First, financial control has become tighter.
Secondly, there is less finance held back by LEAs [from April 1993, every LEA
will be required to delegate 85 percent of the potential schools budget] to entice
schools to accept difficult children. Thirdly, the ERA [Education Reform Act|
has encouraged schools to present themselves as pristine establishments and
organizations that will be attractive to parents and youngsters. Fourthly, in
relation to a school where the governing body have control over the budget, the
Chief Education Officer has no powers of sanction against the headteacher who
refuses to accept a difficult child, even though there is room in the appropriate
age group. Only the Governors have. If the headteacher has secured their support
not to accommodate the difficult child, there is little that the Chief Education

Officer can do.
[Sassoon, 1992a:92]

How will the National Curriculum affect Asian pupils in both integrated and segregated special
education, given that the 1988 Education Act will allow both statemented pupils and registered

pupils at ordinary schools, in certain cases and circumstances, to be exempt from the National

Curriculum or receive a modified version?

The implementation of a National Curriculum could be that more Asian pupils, particularly

young pupils, could be referred for statementing and exempted from the National Curriculum or
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assigned to a modified curriculum, on the basis of ‘language deficiency’ criteria, rather than

being offered adequate bilingual teaching in ordinary schools.

Another problem is of a number of professionals involved who refer, assess and deal with pupils
thought to have special educational needs. These professionals use ‘jargon’ in their language
which worsens the situation, Larson [1977] called this the ‘professional mystique’. She also
suggested that professionals tended to be white, middle class people who expect working class

and minority parents to accept their superior abilities and rational knowledge in delivering ‘What

is best’ for their children.

Asian parents, in particular, have experienced difficulties in dealings with these professionals.
They have to overcome barriers like, English language, jargon and then medical and

psychological terminologies used by these officers.

Tomlinson points out some of the difficulties:-

(a) the meaning of the word ‘special’ which ‘ always means different but not
necessarily good or better than’. [Chaudhary 1988]

(b) understanding the complex processes of referral, assessment, statementing
and placement [either in an integrated or segregated setting]

(c) knowledge of parental legal rights and obligations under the 1980, 1981,
1986 and 1988 Education Acts.

(d) problems of home-school liaison and contact with special schools or units.

(e) parental expectations of special schooling, dissatisfaction with the lack of
stated goals of special schooling and the curriculum on offer.

(f) parental problems with professionals who disagree among themselves or offer
contradictory advice.

(g) information on assessment processes and special schooling being unavailable

in Asian languages.

[Tomlinson, 1989:121]
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Regarding Asian parental involvement in special educational process, Chaudhury [1988a and b]
found that parents lacked understanding of the whole area of special education, including the
role of professionals, especially educational psychologists, and lacked knowledge of what special

schools were teaching or how to affect the process in any way.

Similarly Rehal [1989] in an outer London borough, studied 14 families who had children who
had been formally assessed. Only one of the 14 knew the child had gone through the procedures.
None understood the significance of the ‘formal letter’ proposing assessment, none understood
the contribution parents were being invited to make to the assessment process and none
understood or had been invited to an ‘annual review’ of the child. Parents tended to go along

with any educational assessments believing that ‘professionals know best’.

In most of the cases, these Local Authority Officers may be white, who may not have language
skills and adequate knowledge of Asian cultures, to fully assess the children’s needs. Jervis
[1987] has suggested that teachers, educational psychologists, speech therapists and others are

only rarely drawn from the Asian Communities.

Examining the power of LEAs, in general - not particularly for Asian pupils, the 1988 Act has
put them in a very vulnerable position by devolving funding to schools through Local
Management of Schools [L.M.S.]. This leaves LEAs with very little central budget with which to
meet the special educational needs of pupils by supporting them in mainstream schooling.
Threats of ‘opting out’ of LEA control by large mainstream comprehensives have pushed LEAs
into devolving the vast majority of their budgets into schools. This has led to ‘restructuring’ of

centrally funded support services such as Educational Psychologists, Education Welfare
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Services, services for Special Educational Needs which have inevitably reduced their services

and thus their ability to support pupils with emotional and behavioural difficulties in mainstream

schools.

I believe that there is a real fear amongst some teachers and parents that under the ‘open
enrolment’ policy schools which are popular must always have a mindful eye on ‘image’ and may
be less committed to pupils with emotional and behavioural difficulties. [See Bowe et al (1992)
for further discussion of this subject]. Such pupils may seem to be too expensive and difficult to
manage for these schools requiring, as they do, a high level of input by experienced staff which
would be expensive and paid for by schools under L..M.S. Such pupils are unlikely to benefit
from or survive within mainstream without the advocacy and support of a whole authority policy

and services.

How then do we meet the needs of pupils with emotional and behavioural difficulties? One way
is through a multi-professional assessment leading to a statement of Special Educational Need
which the LEA is then legally bound to meet. As Swann (1985) has argued, there has been a
huge increase in the number of statements issued. This will, surely, directly affect the budget of
the Local Authorities and that means such expenditure can only be subsidised by cuts in other
centrally funded support services. In addition, many Local Authorities are cutting down a
number of jobs, making people compulsory redundants, as they get less money from Central
Government, to save these jobs. All those factors are bound to affect the services which are

meant to support the pupils who have special needs.
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Thus the statementing procedure becomes a ‘catch 22°. Not only does it take from six months to
a year to complete a statement, during which time the pupil is often excluded from school, but
what is the point of writing a statement if the Authority has neither the human resources nor the
funds to meet the needs required within it? There are, consequently, numbers of pupils within
mainstream schools who display emotional and behavioural difficulties yet have no statement and
therefore, no additional funding to support their mainstream placement. This, it could be argued,
makes them unattractive to schools who cannot afford to meet their needs and they inevitably

often end up being excluded from school.

It is widely known that, at present, schools have no financial disincentive to prevent exclusions
as they retain funding for the pupil until they appear on the roll of another school - a process that
could take 6-8 months. No doubt, The Education Act 1993 says that money should follow the
excluded pupil to the receiving school. But, the key dates that are used for calculating the
budgets of schools are the third Friday of January [the day of the form 7 Audit] and September 1
[the beginning of the new academic year]. If a pupil is excluded on any other day, the finance for
her/him stays with the school that is excluding and does not transfer to the receiving school. It
appears to me that this is a grossly unfair situation and, while the money following the pupil will

not do anything fundamental for a school to accept a difficult child, it will be some recompense.

Local Education Authorities are in a very vulnerable position where these pupils are concerned.
They have the responsibility of ensuring that all pupils from the term following their fifth
birthdays to the Easter or May Bank Holidays of the year in which they achieve the age of 16
[statutory school- going age| are in receipt of education. The Labour Government’s document,

‘Excellence in schools’ [1997] state that we will change this with effect from Easter 1998, by
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ensuring that young people do not leave school before the end of their GCSEs. Yet the powers
that have been taken away from them and given to Headteachers and Governing Bodies under

current legislation had made it impossible for them to operate within the legal framework.

Another factor is that Local Education Authorities have no control over Grant-Maintained
Schools whatsoever and do not have any locus in the management of admission arrangements at
voluntary aided and special agreement schools. The only way in which they may be able to
assist parents of pupils [who are troublesome] to secure places at such schools is consultancy -
advice about their rights of appeal under Section 7 of the Education Act 1980. As an education
officer, | have often felt the urge to accompany many a parent to such an appeal meeting to
support the case. When it comes to LEA schools, the situation does not become much better.
Popular LEA schools, anyway, are full to overflowing. Less popular ones are determined to

improve their image and will resist hard accepting pupils who are likely to disrupt the smooth

functioning of their institutions.

Sassoon argued that:

The problem of securing school places for all children is exacerbated by two other
factors. First, LEAs have been assiduously taking away spare places by closing
schools down or meeting them, to use resources more efficiently. The choice of
alternative schools for troublesome children has, therefore, become extremely
circumscribed. Second, it appears that most of the pupils who are excluded are
in years 10 and 11 [i.e. 14 to 15 plus]. When they have embarked on their option
choices and coursework for GCSEs. Prospective, receiving schools may not be
able to offer identical courses. When they do, the number of pupils in each of the
subject groupings may be oversubscribed. Further, it is much more difficult for
these youngsters to forge new relationships with other pupils at this late stage of
their school careers and settling down to a new life at an alternative institution

becomes one definition of the impossible.
[Sassoon, 1992a:92]

37



Local Education Authorities are reluctant to ‘direct’ the schools to accept these pupils, fearing
that those schools may not ‘opt out’ as Conservative Government was encouraging schools to
become Grant-Maintained. In addition, any pupil who is admitted to a school through ‘direction’

has got a very little chance of success in that school because of the strained relationships

between a school and a Local Authority.

Mayet argued that:

The admissions confusion is leading to increasing discrimination and injustice for
those pupils who do not fit the criteria that schools are being pressurised into
adopting. The ideologically competitive atmosphere which the Government has
created since 1979 means that children who have learning difficulties, and
particularly those who present behavioural problems, will not be accepted easily

into mainstream schools.

[Mayet, 1993/94:7]

The 1988 Education Act purposely thrust schools into the market-place for ‘buying’ by parents.

Schools, with their devolved budgets, are set against each other in direct competition.

Stirling argued that:

Given Local Management of schools, a school’s funding is directly dependent
upon the number and the nature of its pupil population. In order to be perceived
by parents as a ‘good school’ and therefore to attract ample referrals, from which
in reality the more suitable candidates can be selected, the school needs to
maintain an academically successful population. Consequently academic success
promotes popularity which enables schools to exercise control over their intake
and thus ensures further success. On the other hand disadvantaged children,
children who are more difficult to teach because, for example, they are
considered to present behavioural problems, or because their first language is not
English, or because they are thought to have learning difficulties, these children
in any number put the school at a disadvantage. This could result in a school
being comprised largely of the most difficult to teach children. In order to
manage more demanding children successfully, classes might need to be smaller,
yet school funding is dependent upon numbers and schools unable to attract a

‘healthy’ number of pupils are at risk of closure.
[Stirling, 1993/94:3]
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So the pastoral care and teaching of pupils with differences - particularly behavioural and
emotional difficulties - is but one of these 1988 Act casualties. The new anxieties over image
and performance, put back the clock. Moreover, with the emphasis on parental choice, this
meant greater power to those parents who knew how to choose and felt empowered to make that
choice. But there may be some parents whose English may not be the first language and they
may not be familiar with procedures and bureaucracy. In addition, individual and
institutionalised racism may play another stumbling stone to achieve justice and equality in this
whole process. This is ‘an acknowledgement of acceptable and unacceptable inequalities’

[Troyna and Williams 1986:101]

The parents of many of these pupils are themselves sometimes uncoordinated and ineffective.
They themselves are disempowered to make a fuss, or to appeal and they often feel guilty or

made to feel to blame for their children’s behaviour. They often feel frustrated or angry at the

way their children are being treated.

Parffrey argued that:

Behaviourally difficult children are already a vulnerable group within our schools
- already hampered by a variety of emotional and behavioural difficulties. What I
suggest the recent political developments have done is to render this already
vulnerable group even more vulnerable - vulnerable to exclusion, vulnerable to
under-resourced alternatives, vulnerable to having their rights to education in its

fullest sense, abused.

[Parffrey, 1994:108]

Parffrey continued:

So, we have a scenario - a socio-political climate which actually renders a group
of children vulnerable to abuse. Special needs children within a market economy
are bad news. One cannot make a profit out of children with difficulties -

especially behavioural difficulties.

[Ibid.]
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The National Curriculum - 1988 is a unique New Right model. The issues of Racial Equality
and justice have never had a clearer and more direct snub from the Government. The incredible

silence in the document 5-16, 1987 as well as the 1988 Act itself, about racism in schools and

society is ghostly and eerie.

We are back to assimilation, ‘embedding’ being the new ‘buzz’ word. Mr. Baker then the
Secretary of State for Education, set the scene to show, without using any words at all, that his
policies were more likely to succeed where multicultural/anti-racist education had failed. The
launching of the new revolutionary Reform Act 1988 did not begin with a newspaper headline or
debate on exactly how the schools had failed pupils but Mr. Baker’s visit to a school in Harlem
where he is reported to have gone to ‘study the effects of centralised curriculum on the education
of the minorities, particularly blacks and Hispanics’. His party political broadcast - April 1989,
with education as its central theme, was carefully stage-designed to leave parents in no doubt

that their children will have an equal access to modern technology and they will all have a better

chance than ever before.

In the White paper ‘Choice and Diversity’ the Government puts forward its proposed changes to

education as ‘enhancing the life of those with special needs...... and all the while ensuring

genuine opportunity’ [1992a:2]

There are critical interpretations of the effects of recent policy, however. The introduction of the
National Curriculum and associated assessment has led to teachers being under tremendous

pressure with an increasingly heavy work-load [Muschamp et al 1992]. This, in turn, means that
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staff are already over stretched in time and resources and have very little time or energy to deal
constructively with pupils with challenging behaviour. Alongside this, the sheer weight of
content to be taught in the National Curriculum is forcing some schools to re-examine their
mixed-ability teaching methods and move towards setting and streaming. This may create ‘sink
groups’ of pupils who already have low self-esteem and whose behaviour is likely to deteriorate

when they are all put together. I already see this in some faculties in schools and the effects are

obvious.

I believe that this is not at all in keeping with the Government’s policy of ensuring genuine
opportunity and that it may exacerbate loss of opportunity by reinforcing low self-esteem. The
moral issue inherent in such a policy should not, in my view, be avoided. Government legislation
requiring the support of pupils with special needs in mainstream school is being directly
contravened by this further legislation which forces the non-integration of pupils with learning or
behavioural difficulties. This would seem to contradict the claim in ‘Choice and Diversity” that

the Government’s reform rest on:

¢ above all, an insistence that every pupil everywhere has the same

.........

opportunities...[P.iii]

The publishing of results further undermines the efforts of schools and teachers to educate pupils
with such difficulties. Given parental choice, the image of the school may become paramount in
that it is possible that there may be a trend towards a link between parental choice and League
Tables or the racial population of the school. Sanders argued that:
Under open enrolment there is a danger of articulate parents getting their
children into the better schools, and those in deprived inner city areas becoming

‘sink schools’ or simply unviable. White parents may choose to send their
children to predominantly white schools, which will mean that black parents may
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be left with no choice but to have their children educated in largely black

schools.

[Sanders, 1988:2]

Sanders further argued that:
For parents, such as those at Dewsbury, who want to get away from any form of
multiracial education or equal opportunities stipulations, there is the opting out
clause. Schools that become grant-maintained will no longer be covered by
Section 71 of the Race Relations Act 1976. This places a duty on local education
authorities to operate so as to eliminate discrimination and to promote good race

relations. At present at least 50 LEAs have equal opportunity policies and many
provide valuable centralised resources for ethnic minorities. Schools that opt out

could choose to ignore these facilities.
[Ibid.]
If this image and therefore, pupil numbers and funding, is determined by the publication of

S.A.T.S results, attendance figures and levels of exclusion it is possible that we may create ‘sink

schools’ and an educational elite.

Equality and Educational Opportunities:

The whole way of testing this curriculum also raises questions of educational opportunity. The

assessment tests at seven, eleven, 14 and 16 according to Brah:

......

will not improve standards, but label children.

[Brah, 1988:3|

The easy categorisation as remedial of pupils for whom English is a second language is of
particular concern, especially if the tests are not devised with such pupils in mind. More
generally, there is widespread concern over the ability of any test to evaluate pupils, let alone

those from different ‘race’ and cultures.
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So, all this, in turn, could lead to covert or overt selection procedures by schools and, if this

happens, where does this leave pupils with emotional and behavioural difficulties in terms of

equality and educational opportunity?

Increment in Exclusions:

The possible introduction of performance related pay for Headteachers, perhaps related to
examination results and truancy rates, may mean that schools will be less tolerant of pupils with
[peripheral or minor]| behavioural/discipline problems and therefore, exclusions will continue to
increase. Another possibility is that unofficial exclusion numbers would rise, i.e. more parents
would be asked to find another school for their child in order to avoid exclusion. This covert

form of exclusion appears to be a way of getting rid of unwanted pupils without the bother [and

potential appeals hearings] of exclusion.

For all these reasons I fear that the numbers of excluded pupils will continue to rise. The
equality of opportunity for pupils with challenging behaviour will fast disappear due to the
pressure on schools to sell themselves like business. If schools enter the ‘market economy’ does
this imply that its pupils are products with the introduction of concepts like ‘quality control” and
if so, what are the consequences for the non - standard product? We are, or should be, in the
market for educating all pupils regardless of their perceived abilities or disabilities as Warnock
advocated. The language of the market place introduced into education as a consequence of the
1988 Act may lead to pupils with [peripheral or minor] behavioural/discipline problems being

perceived as an unsaleable commodity or ‘damaged goods’.
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Parental Choice and Higher Standards:

Stirling has been researching into the effect of the Education Reform Act on pupils termed
emotionally and behaviourally disturbed. Having interviewed fifty key professionals over the

past years her conclusion drawn from their reports is that:

..... emotionally and behaviourally disturbed children are being increasingly
marginalised; increasingly denied their statutory rights to an education. The
Warnock report and the 1981 Education Act held out a promise of progress for
such children. The Children Act 1989, requires that the welfare of the child is
safeguarded. The stated intention of the Education Reform Act is an improved
education for all children. Do these children not count?

[Stirling, 1992a:8, original emphasis]
The Education Reform Act 1988 is littered with references to parental choice and higher
standards, it may not succeed in providing either for low income families - they may be White
Europeans, African-Caribbeans or Asians. In addition, its lack of attention to the ways in which
Britain has changed since the 1944 Education Act - and particularly the way in which it has

become a multiracial society - should seriously damage African-Caribbean and Asian pupils’

educational prospects.

In the next section, I will discuss the changes in the law of the 1993 Education Act on

exclusions.

The 1993 Education Act and Changes on Exclusion:

Under the Education [No:2] Act 1986, exclusions from Local Education Authority - maintained
schools could be a fixed period, indefinite or permanent. A similar provision exists in the

Articles of Government of self-governing [Grant-Maintained] schools. Section 261 of the 1993
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Education Act, which came into force on lst September 1994, abolished the category of
indefinite exclusion. This change in the law has effect on both LEA and self-governing (Grant-
Maintained) schools regardless of any contrary provisions which may exist in the school’s
Articles of Government. The Act also sets a limit for fixed period exclusions of up to 15 school
days in any one term. The 1997 Education Act has extended the maximum duration for fixed
term exclusions to 45 days. Schools are required by statute to supply information on permanent
excluisions to the LEA and DfEE, but they are not required to supply records of fixed term
exclusions. Circular 10/94 affirms: unless other suitable arrangements are made, all children
should be in school and learning. Exclusion should be used sparingly in response to serious

breaches of school policy and law [DfE 1994].

Fixed Period Exclusions: New Procedures:
Where a Headteacher decides to exclude a pupil for a fixed period, the following procedures

apply in all cases. [It must be noted that only Headteacher, not Deputy Headteacher or any other

teacher in the school, can make a decision on exclusion]

The Headteacher must without delay [if possible, on the day of the exclusion] inform the pupil’s
parent [or the pupil him/her self if aged 18 or over] of the exclusion, the length of the exclusion
and the specific reason for it. [If the pupil is being ‘looked after’ the Local Authority should be so
informed]. The notification should provide sufficient particulars to ensure that the reason for
exclusion is fully understood and that all of the relevant circumstances are made known. The
notification should be in writing and in addition, if appropriate, oral notification should be given.
The notification must also inform parents that they have the right to make representations to the

Governing Body [Discipline Committee in the case of self-governing schools] and the LEA.
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Parents [or the pupils themselves if over 18] should be invited to inform the Governing
Body/Discipline Committee and/or LEA in writing of their intention to make representations

within seven days of notification.

In the case of an LEA- maintained school, if the exclusion is for more than five days or involves

the loss of opportunity to take a public examination, the Headteacher must also and at once

inform the Governing Body and the LEA.

In the case of a self-governing (Grant-Maintained) school, arrangements similar to those in the
preceding paragraph apply except that the notification should be given to the Discipline

Committee of the Governing Body; the LEA are not involved.

The Governing Body of an LEA- maintained school have the right to direct the Headteacher to
reinstate a pupil who has been excluded for a fixed period in excess of five days or where the

pupil has lost an opportunity to take a public examination.

If the parents give notice that they wish to make representations, the Governing Body should
arrange and convene a meeting to discuss the exclusion within 14 days of notification by the
parents. The Governing Body should give parents the opportunity to make written and oral
representation in an environment which avoids intimidation and excessive formality. Under
Regulation 25 of the Education [School Government] Regulations 1989, Governing Bodies of
county, voluntary and maintained special schools may delegate many functions. Three or four
members of the Governing Body, including a parent governor, should comprise the committee

convened for the purpose of considering exclusion. For self-governing (Grant-Maintained)
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schools, a minimum of three governors (excluding the Headteacher) is required to constitute the

Discipline Committee. The decision of the meeting and the reason for the decision should be

clearly communicated to the parent within two days.

The Headteacher of the excluding school should make arrangements for the pupil who is
excluded for a fixed period to receive school work to do at home and to have it marked until he or

she returns to school. The Governing Body should keep these arrangements under view.

Permanent Exclusions: Procedures

In cases of permanent exclusion similar procedures apply. The Headteacher of any school must
inform the pupil’s parent or the pupil if aged 18 or over, or Local Authority [if the pupil is being
‘looked after’] of the exclusion and the specific reason for it. The notification should provide
sufficient particulars to ensure that the reason for exclusion is fully understood and that all of the
relevant circumstances are made known. Notification should be without delay [normally on the
day of exclusion], in writing and, in addition, if appropriate [for example, if there is concern for
the health and safety of the pupil or others], by other means. The notification should also
document for reference any previous warnings, fixed period exclusions or other disciplinary

measures taken prior to the excludable offence being committed.

The Headteacher must also inform the parents of their right to make written and oral
representations to the Governing Body and the LEA, in the case of LEA-maintained schools; or to
the Discipline Committee, in the case of self-governing [Grant-Maintained]| schools. Parents
should be advised that they should make known their intention within seven days of notification.

The notification should include a list of organisations who would be willing to advise and assist
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the pupil and parent. It should also explain that under Regulation 6 of the Education [school
records] Regulations 1989, the pupil’s parent or the pupil him or herself [if 18 or over] also has
the right of access to the school’s curricular records on the pupil; and, under Regulation 7, to

other educational records on the pupil through a request to the Governing Body.

Section 23 of the Education [No:2] Act 1986 [or, in the case of self-governing (Grant-

Maintained) schools, the Articles of Government] require Headteachers to notify LEAs of all

permanent exclusions.

In all cases of permanent exclusion the Governing Body - or in the case of self-governing (Grant-
Maintained) schools, the Discipline Committee - should convene a meeting within a maximum of
14 days of the date of notification by the Headteacher of the exclusion to consider the case and
any representations made by the parents, or the pupil if aged 18 or over. The Governing Body
have the right, but are not under a duty, to direct the Headteacher to reinstate a permanently
excluded pupil or to confirm the exclusion. The LEA are under a duty to consider whether the
permanent exclusion should stand. They have the power to direct the reinstatement of
permanently excluded pupils at county and controlled schools [though not special agreement or
voluntary aided schools], but must consult with the Governing Body before doing so. In the case
of an LEA - maintained school, where the Governing Body and LEA agree that the pupil should
be reinstated but disagree on the date for reinstatement, Section 24 of the Education [No:2] Act

1986 makes it clear that the Headteacher must comply with whichever direction leads to earlier

reinstatement.
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The decision of the exclusion meeting [of the governors, or LEA, or both], and the reason for the
decision, should be clearly communicated in writing to the parents within two days. They also
have a duty to inform the parents of their right to make an appeal to an independent Appeals
Committee, and of their right to make oral and written representations. The notification should

make it clear that parents should set out their grounds for appeal within 14 days of notice from

the governors.

A direction by the Governing Body [or Discipline Committee] in the case of self-governing
(Grant-Maintained) schools to reinstate a pupil is binding on the Headteacher. In the case of
LEA - maintained schools, a direction by the LEA is binding unless the Governing Body appeals
against the direction. If the Governing Body wish to appeal they should do so within 14 days of
the date of direction. The pupil’s name should remain on the school roll until the appeals
procedure is completed or until the parents confirm that they accept the exclusion and intend to
make other arrangements for their child. While the pupil is still on the school roll the school

retains responsibility for his or her education. Schools should therefore set work and monitor

progress during this period.

Education Act 1997:

Apart from extending the maximum duration for exclusions to 45 days, some other notable points

of the Education Act 1997 are that:
(i) There is no requirement to admit children permanently excluded from two or more schools.

(i) Nothing in the law requires any arrangements to be made for enabling the parent of a child to

appeal against a decision.
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Appeals Against Permanent Exclusions To An Independent Appeals Commiittee:

Section 26 of, and schedule 3 to, the Education [No: 2] Act 1986, and the Articles of
Government for self-governing [Grant-Maintained] schools, set out in detail the procedures to be
followed upon appeal. If the Appeal Committee directs reinstatement, the date should never be
more than three weeks after the Appeal Committee hearing. Parents must appeal within 15 days
of notification from the Governing Body that they do not intend to direct the pupil’s
reinstatement. The Appeals Committee must then meet within a period of not more than 15 days
of parental notice. The decision of the Appeal Committee is final and binding on all parties and
the Appeal Committee is to communicate its decision to all parties within a period of not more

than 17 days of parental notice.

Where an interested party considers that either an LEA or school governors have acted
unreasonably in the performance of any duty or have failed to carry out any duty in relation to an
exclusion, they may complain to the Secretary of State and ask her/him to exercise her/his powers
under Section 68 or 99 (1) of the Education Act 1944. Where the Secretary of State considers
that an LEA or governors have acted unreasonably [the courts have ruled that ‘unreasonable’
conduct means conduct which no sensible Authority acting with due appreciation of its
responsibilities would have decided to adopt] or have failed in a duty, he/she may make a

direction binding on the LEA or governors, as appropriate.
Where a pupil is permanently excluded from an LEA or Grant-Maintained School, Section 262 of

the Education Act 1993 provides for money to follow that pupil into a new school or into any

alternative education provision made by the LEA under their new duty. The 1994 DfE
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circular,'money following the permanently excluded pupil’ provides further guidance on these

arrangements.

SUMMARY:

Discussions of various reports and legislation have revealed that they influenced exclusion of
pupils since the Education Act of 1944 but there was not a consistency in the procedure among
schools within the Authority. The Warnock Report [1978] reviewed special educational
provision for handicapped pupils. The Education Act 1981 abolished statutory categories of
handicap and introduced provision for pupils with special educational needs in ordinary schools.

In 1986, the exclusion procedures were introduced, which are based on the 1986 Education Act.

Local Management of schools, National Curriculum and open enrolment policy was introduced by
the 1988 Education Act. Government claimed to ensure equality of opportunities for all pupils

but the implications of the 1988 Education Act created inequality.

The 1993 Education Act reviewed the exclusion procedure based on the 1986 Education Act and
introduced only two categories: fixed period exclusion and permanent exclusion. The 1997

Education Act further reviewed fixed period exclusion and permanent exclusion.
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CHAPTER THREE

LITERATURE REVIEW AND BIRMINGHAM’S RESPONSE TO EXCLUSION

Introduction:

In this section I will review literature about exclusion drawing on previous research. It should be
noted that very little work has been done on the permanent exclusion of Asian pupils in the UK.
However, 1 will examine exclusion, particularly in relation to Asian and also African-Caribbean
pupils in a separate section. Also in this chapter, in brief, I will analyse Birmingham’s response

to exclusions and the strategies adopted to reduce it.

Research on Exclusions:

The increasing number of excluded pupils has been a national concern since the early 1970s
[See Lloyd-Smith et al 1985]. Many of these excluded pupils display disruptive behaviour,
truancy and occasionally violence. York et al (1972) found that exclusion was three times more
common in secondary schools than in primary schools and that more boys than girls were
excluded. They also found that exclusion levels of both sexes rose in Year 11. This increase was
also noted by Gale and Topping (1986). Grunsell (1979) found a heavy concentration of
excluded pupils in Years 10 and 11, suggesting several reasons for this: that the pupil’s
behaviour deteriorates, that staff tolerance of disruptive behaviour may be reduced due to GCSE
pressures and that pupils’ tolerance of school may diminish as they look forward to the world of
work. I would add that, as there is no longer much work to look forward to for these pupils (See
Griffin, 1985), we should ask whether Grunsell’s point about pupils’ growing intolerance of

school is perhaps more to do with their needs to be perceived as being young adults, rather than

children, and thereby treated accordingly.
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The Commission for Racial Equality (C.R.E.) conducted a formal investigation between 1974
and 1980 and published the findings in April 1985. That research showed that:
...... during that period black pupils were almost four times more likely to be
suspended from Birmingham secondary schools than were white pupils. Black
pupils were also more likely than white pupils to be suspended after a direct
confrontation with a teacher and, even when the main reason for the suspension

was held constant between white and black pupils, were more likely to be

recommended for suspension units.

[C.R.E., 1985:2]

The C.R.E report concluded that:

West Indian children come into conflict with teachers in schools because of their
liveliness. The teacher in charge thought that many West Indian pupils were
wrongly placed at the centres and were there largely because of their schools’
inability to cope with them. Additionally, West Indian children were more often
referred for one-off incidents than were white children and particular schools
referred black pupils who would not have been referred by other schools.

[C.R.E., 1985:10]

Some research [Galloway 1981 and York et al 1972] has shown that many excluded pupils have
difficult home situations. Galloway (1981) noted that 69% of the pupils he studied had a history
of serious accident or illness requiring in-patient treatment and that poor health, particularly
psychiatric, was frequently a characteristic of the pupils’ parents. This is supported by York et al
[1972] who found that only 7 out of 34 pupils had parents without psychiatric disorder and that

only 5 of these pupils lived consistently at home with both natural parents who had a good

relationship.

Research has found that many pupils who are excluded also have some measure of learning
difficulty. [Lowenstein 1990; York et al 1972]

Lowenstein stated that:
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Children frequently ‘break down’ mainly because the expectations of the
educational regime are beyond them.
[Lowenstein, 1990:37]
This statement may be supported by a study in Scotland by York et al (1972) who found that 25
out of the 38 pupils that they studied were ‘backward’ in their reading and that the excluded
pupils were ‘intellectually far inferior’ to the general population of Scottish children at the time.
Galloway (1981) administered tests to the excluded pupils he was researching and found that the

results “...... suggested that pupils might experience considerable scholastic difficulties at

school’, although the teachers’ estimate of the pupils’ intelligence and attainments were markedly

higher than Galloway’s listing of them.

At the Education [Policy and Standards] Sub-Committee meeting on 28th November 1988, a
report was presented which gave the results of a study undertaken following concern expressed
by the Commission for Racial Equality about the suspension of African-Caribbean pupils in
Nottingham schools. The advisory and inspection service was asked to carry out a further

enquiry into pupil suspensions, now termed Pupil Exclusions report No:15/89. This report

states that:

We found that some of the teachers with whom we talked held stereotypical views
of pupils, parents and their communities. Most comments reflected a view that
problems were brought into school and typically related to:

- a lack of ambition, reflected in attitudes to the academic side of school
life;

- poor pupil attitudes to staff [including rudeness, swearing,
disrespectfulness, defiance, answering back, aggressive behaviour and
the way the pupils ‘looked” at a teacher];

- poor relationships between pupils;

- certain catchment areas exhibiting behavioural difficulties and low
achievement;

- behaviour difficulties linked to social and personal problems rather than

curriculum appropriateness
[1990:56]
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This report further states:

Many of the stereotypical views had clearly been found on generalisations from a
minority of children, as our observations indicated that the majority of pupils in
all the enquiry schools behaved well. We recognise that there will always be a
small amount of unacceptable behaviour, both in and out of school, but this does
not mean that such behaviour is generally acceptable to parents or within the

community
(Tbid.]
Certainly underachieving is not a measure of pupils’ intellectual potential. This could be for a
wide variety of reasons: that they find the curriculum irrelevant and have ‘switched off’, because
they have truanted a lot and therefore missed out on a lot of schooling, or that they cannot do the
work and cannot afford to fail so they do not try. It may also be argued that they have not
received enough help, cannot do the work and that their behaviour subsequently deteriorates as

they disrupt to mask their learning difficulties. For Asian and African-Caribbean pupils, along

with so many other factors, it may be a form of racism within the school.

Nottingham’s ‘Pupil Exclusions’ report No: 15/89 highlights racism:

We were told by some teachers and by almost all the parents of black children in
the sample that racism is an inherent part of the local community, but they had
learned to live with it. We did not feel that those teachers who made such
comments were aware that the absence of challenge to such racism and prejudice,
when it occurred or was discussed in school, contributed to those views being

legitimised.
[1990:57]

The same report discusses the issue of African-Caribbean pupils’ suspensions:

analysis reveals that black pupils are five times more likely, on average, to
be excluded from school on a fixed term, indefinite or permanent exclusion than

are white pupils
[1990:30]
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Analysing the exclusion of Asian pupils this report reveals that Asian pupils were
more likely to be excluded than were white pupils in schools with lower than

average percentages of pupils from ethnic minority groups.
Again analysing the intimidation of African-Caribbean and Asian pupils, this report reveals:

Although the percentage of black pupils involved in intimidation is twice that of
white pupils, and that of Asian pupils four times that of white pupils, numbers are
small and it is possible that reporting of such incidents had been affected by

stereotypical views of black and Asian pupils.
[1990:35]

Arguing about racism in all these ordeals, this report concluded:

We have also commented on racist behaviour in schools and made
recommendations which are designed to reduce the number of racist incidents.
These reductions, however will only come about through the development of
consistent practice in schools which recognise and values the variety of cultures
within the society in which we live. For some teachers successful practice in this

area will mean a re-examination of deeply held values
[1990:119]
Arguments about intelligence, mental health, learning difficulties and achievement, particularly

in relation to African-Caribbean pupils, may be affected by the higher rate of suspensions and the

existence of racism in schools.

Birmingham’s investigation by the C.R.E. notes:
It was not the function of the investigation to examine the levels of achievement of
black or white pupils generally. However, it was noted that one of the concerns

relating to achievement identified by the Rampton [ later Swann] Committee was

the suspension rate for black pupils

[C.R.E., 1985:4]

Resisting such treatment [discrimination, racism, negative attitude] in schools, Asian and
African-Caribbean pupils are then picked out as ‘troublemakers’ by teachers. Instead of tackling

all these, the Birmingham Local Authority has identified education for a multicultural society as
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its theme which concentrated on single sex secondary schools, parental involvement and mother-
tongue teaching. No mention is made of racism in inner city areas school - of how schools

encourage low expectations and how they fail pupils even in terms of getting basic skills or a few

‘O’ levels.

Bhavnani et al noted:

One school in Handsworth has never produced one Black child with five ‘O’
levels, one professional told us: This school is 90% Black, predominantly Asian.
The school has failed Afro-Caribbeans and now Asians. We are turning out

children who do not have the basic training to go to further training.
[Bhavnani et al, 1986:41]

It continues: one woman said:
We are being made into semi-literates. We need people to do some research -

Black people to do the research.
[Ibid.]

Another said:

It is so unprofessional. Teachers see us as sub-humans - you don’t stand a

chance of passing ‘O’ level and ‘A’ levels’.

[Thid.]

Rise in Exclusions:

Concern about the numbers of pupils [in general] being excluded from school was expressed in
the Government’s White Paper ‘Choice and Diversity’ [DfE. 1992a] and the discussion paper on

exclusions published towards the end of the same year recognised the unsatisfactoriness of the

situation in no uncertain terms:

Too many children are excluded from school, either permanently or temporarily. [DfEE 1995b.

para 1] Lovey et al argued:

A number of recent surveys have suggested a marked and possibly increasing,
reluctance among many Secondary Heads to embrace policies of containment and
intervention and instead to engage in damage-limitation by excluding pupils more
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freely. Since regular truants can ruin a school’s attendance record, some pupils

are even excluded for not coming to school.
[Lovey et al, 1993:3]

In the Summer of 1990, through the National Exclusions Reporting System
[NERS], the DfE began a two year study to monitor permanent exclusions from
LEA and grant-maintained schools. This was the first official effort to collect
information systematically on a Nation-wide scale. Unfortunately, as senior
department officials have admitted, the data may not be reliable since the NERS

relies on self-reports from schools.
[TES, 25 September 1992]

Additionally, the survey does not include temporary exclusions or schools in the independent

sector.

The analysis of the findings [ DIE News 126/93] revealed that permanent exclusions rose {rom
2910 in 1990/91 to 3833 in 1991/92, a rise of 32%. Boys outnumbered girls by 4:1 in year one
and 5:1 in year two. Those in the primary sector increased from 13 to 14 percent of the total,

while those with special needs increased from 12.5 to 15 percent.

However, the exclusion rates differed markedly between schools. Lovey, Docking and Evans
(1993) argue that although this could be attributed in part to socio-economic differences in

catchment areas, the variations were said to be too large to be explained by this factor alone.

This view is consistent with the conclusions drawn in Regional studies on exclusions by Galloway
et al [1985] in Sheffield, McManus [1987] in Leeds and Imich in Essex. [TES, 23 October
1992]. Indeed, McManus found that it was often schools with the highest proportions of
deprived, working class children that had the lowest exclusion rates. While Imich [in an address

to the annual conference of the Association of Educational Psychologists in the Autumn of 1992]
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reported that two schools in his county accounted for as much as 50% of all permanent

exclusions, while another school accounted for 35%.

Among other evidence about the scale of the exclusion problem, are teacher union surveys which
attracted considerable media attention. The more alarmist, published by the National Union of
Teachers (NUT) [1992], but based on research by consultants Coopers and Lybrand Deloitte,
suggested that during 1990/91, exclusions of all types had risen by as much as one-fifth, with an
estimated 25,000 pupils suspended or expelled. The increase [which the NUT maintained was
an underestimate of the real position since not all authorities included temporary suspensions in
their returns|, was attributed mainly to pressure on resources and the impending introduction of
published ‘League Tables’ comparing school performances. These factors, together with
‘deteriorating home circumstances and lack of parental discipline’ (p5), were said to be
restricting the ability of schools - as well as their motivation - to make suitable on-site provision
for their disaffected pupils. However, the NUT estimate must be treated with some caution since

it was based on returns from just 26 of the 117 Local Authorities in England and Wales.

Recent studies, as well as informal evidence from individual LEA’s, indicate a major rise in the

rates of all forms of exclusion in recent years (BBC 1993; HMI 1992; Mayat 1992; NUT 1992;

Stirling 1992b; Bourne et al 1994).

Birmingham Education Authority’s (1994) Survey of Secondary Schools revealed that all types of
exclusion were increasing.
Osler (1997a) confirms this trend and draws attention to ‘indefinite’ exclusions:

In 1994, legislation abolished ‘indefinite’ exclusions but the overall picture does

not seem to have greatly changed. The abolition of the ‘indefinite’ category does
not appear to have further inflated the number of permanent exclusions. Instead
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‘indefinite’ exclusions appear to have been absorbed into fixed term exclusions.
According to Rowbotham 1995, in the previous three years, the levels of both
permanent and fixed term exclusions had grown by around 13% nationwide.
[Osler, 1997a:18]
According to DfEE [1997] statistics there were 12,500 permanent exclusions from primary,
secondary and special schools in 1995/96, and an increase of 13% in relation to the 11,100

permanent exclusions in the previous year. Thirteen percent of these permanent exclusions were

of pupils permanently excluded from primary schools, 83 percent from secondary schools and 4

percent from special schools.

There is also a recognition that current information about exclusion from British schools is
inadequate. It should be noted that pupils officially excluded from school represent only a part
of the picture since some pupils may agree to move to another school before they are excluded.

Stirling (1992b) argues that the extent of unofficial exclusions can only be guessed and the

numbers have risen during the last four years.

Stirling also asserts that:

Children are being unofficially excluded from school and statistics on exclusions
are unreliable. Procedures for exclusion under the Education [No:2] Act 1986
are not being followed by schools. Consequently, children who are unofficially
excluded have less chance of receiving their continuing entitlement to education
if the exclusion is not recorded and their parents have not been informed of their

rights of appeal against the lack of schooling.
[Stirling, 1992b:130]

Unofficial exclusion is widespread in LEA practice. Birmingham Education Committee:
Statistical Report 1993/4 endorsed that there are unofficial exclusions in the schools of
Birmingham. The Secondary Heads Association [SHA] notes that in many independent schools
the question may be ‘resolved’ - and the stigma of exclusion avoided - by parents agreeing to

withdraw the pupil [ SHA, 1992]. Stirling [1992b] also notes that some pupils may be
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encouraged to remain away from school for extended period of illness, e.g. a boy who was off
school for a whole term because of “flu” and a girl absent for weeks because of ‘menstrual pain’.

For a variety of reasons, therefore, official data about exclusions is incomplete. Launching the
DfE discussion paper ‘Exclusions’ the then Education Minister Eric Forth admitted that, despite
attempts to gather accurate information about exclusions through the National Exclusions

Reporting System, neither the Government nor LEAs know very much about exclusions

[Education, 1992].

Trends in Exclusions:

The survey commissioned by the Department for Education and carried out by a research team
led by Dr. Parsons at Canterbury Christ Church College between January and April 1995 shows
that the total number of permanent exclusions recorded for 1993/94 in the 101 of the 109
responding LEAs in England was 10,624 of these 11.6% were primary and 4.1% were from
special schools. The estimated total of permanent exclusions for that year for all LEAs in
England is 11,181 [See Table 2].

Table 2

Pupils Permanently Excluded From Maintained Schools in England

September 1993 - July 1994

AND
September 1994 - December 1994

SCHOOL TYPE Boys Girls Gender not | Total for 101 LEAs | Estimated Total for 109 LEAs
specified
Primary 940 77 213 1230 1291
(470) (22) (64) (556) (584)
Secondary 6135 1362 1463 8960 9433
(2694) (633) (388) (3715) (3910)
Special 358 43 33 434 457
(255) (17) (7) (279) (294)
Overall Total 10624 11181
(4550) (4788)
= 15174 15969

(Source: ‘Nations Survey of LEAs policies and procedures for the identification of and provision
for children who are out of school by reason of Exclusion or otherwise’ - Parsons et al 1995).
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In the Autumn term 1994 the total number of recorded permanent exclusions from 101 LEAs was
4,500 of which 12.2% were primary and 6.1% special. The estimated total number of
permanently excluded pupils for that term for all 109 LEAs in England is 4,788. The gender
ratio for secondary permanent exclusions is 4.5 boys for each girl in 1993/94 and 4.3 boys for
each girl in Autumn 1994. At primary level the ratio is 12 boys to 1 girl in 1993/94 but 21:1 in
the Autumn of 1994. Over 80% of all exclusions are from secondary schools [84% in 1993/94
and 82% in Autumn 1994]. DfEE (1996) statistics revealed that in 1994/95 permanent

exclusions from primary schools were 13 times higher for boys than for girls.

The increase in exclusions since the National Exclusions Reporting System figures for 1990/91
[number of permanent exclusions 2910] and 1991/92 [the number of permanent exclusions

3833] is substantial. The 1993/94 figures show almost a threefold increase over the figure for

two years earlier.

Parsons et al survey further notes that:

For 11 LEAs, where more detailed figures were sent in with the questionnaire, it
is clear that year 10 and 11 pupils contribute inordinately to an LEA’s exclusion
numbers though the variation is very considerable amongst even these 11
authorities. In ten of the authorities year 10 and 11 pupils accounted for over
45% of exclusions from all schools. In one case year 11 pupils alone made up
70% of the authority’s exclusions. For five of the nine LEAs where year 10

exclusions are the more numerous.

[Parsons et al, 1995:19]

The Times Newspaper reported:

The number of children permanently excluded from school continues to rise,
according to research. Carl Parsons, commissioned two years ago by the
Government to investigate exclusions, has continued his own survey of education

authorities.
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Returns from 92 English authorities for 1995-96 show exclusions 8% up on the
previous year at 13,400. That means permanent exclusions have risen almost
20% since Dr. Parsons completed his research for the Department for Education
and Employment in 1994.

The Department is expected to publish its own research suggesting that
exclusions have stabilised around 11,000. The Department’s statistics are based
on a survey of individual schools, not on official returns to education authorities.

But Dr. Parsons, of Christ Church College, Canterbury, said that: ‘he suspected
schools could have played down the size of the problem’. His figures suggest that
exclusions had risen dramatically from the 2000 identified in 1991-92. In his
own latest survey, more than 80% of exclusions - 11,094 - were from secondary
schools. Primary exclusions were also growing at 1,794 but more slowly. There
were 531 exclusions from special schools.

[The Times, 9 November 1996]
Her Majesty’s Chief Inspector of Schools [HMCI] was asked, as part of a Government initiative
on discipline in schools, to conduct a survey to find out whether, and if so why, some schools are

more eflfective than others in managing pupils’ behaviour so as to avoid exclusions.

This inspection took place during the academic year 1995/96 and 16 LEAs were involved. In
cach LEA, data on exclusions which occurred in the academic year 1994/5 were analysed. In

total, Her Majesty’s Inspectors inspected 39 schools and observed 343 lessons.

The survey confirmed that since 1990 rates of exclusion have generally risen. The findings

revealed that:

The socio-economic context of a school is sometimes associated with its rate of
exclusion. The children of families under financial or emotional stress are more
likely to engage in behaviour leading to exclusion, as are pupils with low levels of
literacy. More boys than girls and a disproportionate number of black pupils are
excluded.

[OFSTED, 1996:6]



This report shows that there is some association between rates of exclusion and the proportion of

pupils taking free school meals but does not state why more boys than girls are being excluded.

But it did state that:

At least 80 per cent of exclusions occur in secondary schools and boys are four
times as likely as girls to be excluded. Black Caribbean boys are
disproportionately subject to exclusion. Rates of exclusion are higher among less

able pupils and particularly high for children looked after by local authorities.
[OFSTED, 1996:8]

The findings are similar to Parsons et al (1995) survey that over 80% of all exclusions are from

secondary schools and the majority of exclusions are of boys. This report revealed that the

exclusions of African-Caribbean boys is disproportionately high. Also the rates of exclusion are

higher for children in Local Authority care.

Analysing the trends in permanent exclusions Birmingham Education Committee: Statistical

Report 1993/94 revealed that:

1

The numbers of permanent exclusions has increased from 185 in 1988/89 to 249 in
1992/93, a 35% increase.

The majority [87%] of pupils excluded are from secondary schools, mainly pupils in their
final three years of compulsory education [63%].

17 secondary schools [22%)] have not permanently excluded any pupils over the past five
years. Most schools [35%)] have excluded just one or two pupils per year. However, nine
schools [11%] have excluded between five and eight pupils per year and one school has
permanently excluded an average of twelve pupils per year.

The majority of excluded pupils are boys.
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5 African-Caribbean pupils are over represented in the exclusion statistics when compared

to the proportion of African-Caribbean pupils in the population

Again, analysing Birmingham’s records on permanent exclusions of academic year 1994/95 and
1995/96, some patterns and trends were revealed. The total number of exclusions has risen from
348 to 382 and the majority of them were boys. In academic year 1994/95 the boys’ exclusion

was 308 and increased to 311 in the following year.

The number of female permanent exclusions also increased from 40 (1994/95) to 71 (1995/96).

In general, the majority of exclusion focused upon Year 10 and Year 9 pupils.

Analysing the trend for Asian pupils, the number permanently excluded in academic year
1994/95 was 42 and it increased to 53 in academic year 1995/96, but decreased to 41 in
academic year 1996/97. Comparatively the number of permanent exclusion of African-
Caribbean pupils decreased from 121 (1994/95) to 95 (1995/96) and in academic year 1996/97
it decreased to 83. This was against national trend but in proportion to their school population,
the exclusion number was still high. However, mixed parentage exclusion has increased from 38
[1995/96] to 51 [1996/97]. The exclusion of mixed parentage pupils currently exhibit a steady

annual increase and this trend is a cause for concern.

In Birmingham, the permanent exclusion of primary school pupils has increased in recent years.
In the academic year 1994/95 the total number of permanent excluded primary school pupils was
64 and it decreased to 51 in the academic year 1995/96 and increased to 66 in the academic

year 1996/97. Hayden (1997) studied the permanent exclusion of primary school pupils.
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Hayden concluded that:

The overwhelming majority of excluded primary children were boys, an average
proportion of 90 per cent, although this proportion varied a little across the
different types of LEAs. It might be expected that a greater proportion of
exclusions would be found in the older age range in primary schools, and this was
indeed the case in both county councils and metropolitan districts, the majority of

respondents.
[Hayden, 1997:37]

Hayden’s study also revealed some trends by ethnicity and found that African-Caribbean and

mixed-parentage pupils tended to be over represented in exclusion statistics.

Some of the trends picked up in Hayden’s conclusion are reflected in Birmingham LEA’s primary

school permanent exclusion statistics i.e. the majority proportion being male and African-

Caribbean pupils.

This is also endorsed by Osler’s study:

Analysis of the statistics on exclusions from Birmingham Schools showed an
overall increase in the number of pupils excluded in recent years, from 227 in
1990/91 to 382 in 1995/96, in line with national trends. We found, however, that
while exclusions had increased in some schools, other schools had bheen able to
stabilise or reduce their use of exclusion. Schools which had been effective in
reducing the numbers excluded had been equally successful for all groups.
African-Caribbean pupils therefore continue to be over represented.

The statistical evidence does not throw much light on why African-Caribbean
pupils, particularly boys, are more likely to be excluded than their white peers.

[Osler, 1997a:35]
According to DIEE [1997] news, 83 percent of permanent exclusions were of boys in 1995/96.
The overall permanent exclusion rate was 0.19% in 1995/96; the exclusion rate for Black [Black
Caribbean, Black African, Black other] pupils was 0.66%, for pupils from the Indian Sub-

Continent [Indian, Pakistani, Bangladeshi] was 0.11% and for white pupils was 0.18%.
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Again it can be argued that the above data may be incomplete for the reasons already discussed

as there are unofficial ways of excluding children from schools.

Reasons for exclusion:

I would now like to examine what the reasons are that lead to exclusion. Often it is disruptive

behaviour which precipitates exclusion from school.

York et al [1972] found that exclusion is invariably the culmination of a series of incidents.
Longworth-Dames (1977) only found one case where a single incident led to exclusion. York
further found that aggressive or disruptive behaviour always precipitated exclusion. Abuse to
staff, refusal to follow instructions, bullying or assault, truancy, damage to property and

disruption have all been found to be major causes of exclusion by Gale and Topping [1986].

Galloway [1981] interviewed 51 pupils who had been excluded from Sheffield schools about their
social and educational experiences at school. Many pupils claimed that suspension had
frequently escalated from a relatively minor incident and that confrontation with one teacher led
to confrontation with the year tutor, then the Deputy, then the Head. McManus echoes this
finding:

......... suspension may often be no more than the unforeseen and unintended

consequence of a referral system that provides an insufficient number of steps
before a child comes nose to nose with the Headteacher.

[McManus, 1987:55]

Galloway (1981) further found that a strong sense of injustice usually prompted the more overt

acts of defiance and that the Headteacher’s need to support the staff came through clearly in
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several pupils’ accounts. 32% of pupils said they had a major clash with one particular teacher.

These findings led me to question the role schools play in the creation of disruptive behaviour.

Social Factors:

In the 1960s and early 1970s there was much research which held the hypothesis that social
factors were the determinant of achievement and behaviour [See Jencks, 1972, and the Plowden
Report, 1967]. Bernstein’s (1970) comment that ‘Education cannot compensate for Society’ was

echoed throughout both the research and the wider community.

There has, however, been a move away from this belief as over the past years more and more
research has been done which indicates that schools can and do, have a powerful effect upon the
behaviour, attendance and achievement of their pupils [Rutter et al 1979; Reynolds and
Sullivan 1979, 1981; Mortimore et al 1988; Smith and Tomlinson 1989]. Rutter et al concluded

that:

........ children were more likely to show good behaviour and good scholastic
attainments if they attended some schools than if they attended others. The
implication is that experiences during the secondary school years may influence

children’s progress.
[Rutter et al, 1979:179]

On the other hand the research in primary schools [Troyna and Hatcher 1992; Wright 1992a)
and as part of a wider study focusing on young African-Caribbean women, suggest that, even
where well-intentioned white teachers are conscientious and committed to equality of opportunity
as an ideal, they may nevertheless act in ways that unwittingly reproduce familiar racial
stereotypes, generate conflict [especially with African-Caribbean pupils| and perpetuate existing

inequalities of opportunity and achievement. As Mac an Ghaill notes:
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There may be no conscious attempt to treat black youth in a different way to white
youth, but the unintended teacher effecls result in differential responses, which
work against black youth.... There was a tendency for Asian male students to be
seen by the teachers as technically of ‘high ability’ and socially as conformist.
Afro-Caribbean male students tended to be seen as having ‘low ability” and

potential discipline problems.
[Mac an Ghaill, 1988:3-4]

In relation to African-Caribbean pupils the above views are also shared by Gillborn [1990:30-31]
and Wright [1992a:16-19] They argued that teacher expectations can lead to inequitable
treatment. Classroom observation, for example, has suggested that African-Caribbean pupils are
frequently singled out for criticism even where several pupils [of other ethnic minority

backgrounds] share in the conduct.

[n contrast to this body of work, Foster’s [1990a] study of a multi-ethnic school in the North of
England [‘Milltown High’], challenges the view that racism is a subtle and widespread influence
on the lives of Asian and African-Caribbean pupils. Foster looks at the development of
‘multicultural and anti-racist education’ policy in a school. He also considers how pupils were
differentiated into hierarchically set teaching groups and explicitly addresses the question of
racism in the school. The most striking of Foster’s conclusions is that ‘ethnic minority students
enjoyed equal opportunities with their white peers’ [1990a:174].

Gillborn states:
Foster’s work is the only published ethnography of a British school where racial

inequalities are not highlighted as a major issue despite the author having made

‘race’ a central problematic of the research.
[Gillborn, 1995:48]

Rogers [1983] carried out a study of disruptive incidents and found that more disruptive

behaviour occurred in classes whose teachers gave little respect, empathy and praise to pupils.
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Steed (1985) carried out two school based studies in London boroughs into incidences of
disruption and found that pupils complained that teachers were unfair and illogical in their
reactions to disruptive incidents. Pupils had very high expectations of teachers and saw it as fair

to behave badly in lessons where the teacher was boring or could not control the class.

Steed concludes that:
Teachers who refuse to negotiate or rely solely on imposition, should not be

surprised if their authority, no longer supported in the same unequivocal way by
wider societal norms, breeds resentment, apathy and aggression among their

pupils.
[Steed, 1985:5]

Both Blyth and Milner argue that:

Both national studies and reports from individual LEAs indicate wide variations

in exclusion rates between schools.
[Blyth and Milner, 1993:262-263]
Such evidence should not be surprising given the existing evidence about school differences in
relation to a wide range of variables [e.g. Mortimore et al, 1988; Reynolds, 1985; Rutter et al
1979] and the variable impact of individual teachers [e.g. Hargreaves et al, 1975]. Reporting on

their Sheffield study Galloway et al conclude that:

........... a pupil’s chances of being excluded or suspended are influenced as
much, and probably more, by which school he happens to attend, as by any stress
in his family or any constitutional factors in the pupil himself.

[Galloway et al, 1982:33]
However, consensus that such differences between schools exist conceals conflicting
explanations. The Secondary Heads Association [1992:2] claim that ‘much, if not most, of this
difference......... relates to the nature of the intake to the school’, is at odds with the conclusions

of Galloway et al [1982]. For its part Government [DfE 1992b:3] considers the variation
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between schools to be ‘too great to be explained by the socio-economic nature of schools’
catchment areas, and echoing the Elton Committee Report [DES, 1989] focuses on school and

classroom management as possible sources of differences.

Several researchers have studied exclusion rates in relation to the socio-economic status of
school catchment areas and individual pupils [Gale and Topping 1986; Galloway 1976, 1981;
Galloway et al 1985 and McLean 1987]. All of these studies conclude that the prevalence of
socio-economic disadvantage in intake is not a reliable predictor of exclusion rate. It has also
been found that the rate of exclusion was not significantly related to the side of the school.

Galloway also states that:

It was clear from parents in the interviews that by no means all the children

presented problems at home as well as school.
[Galloway, 1981:208]

Parents’ Attitudes:
Any research into Asian parents’ attitudes to their children’s education, have always shown a
considerable interest on their part. Davey and Norburn (1980) noted that Asian parents claimed

frequent contact with and an active interest in their children’s schools.

There are influences on Asian parents views of schooling as important, related to the historical
background of the British Raj fostered in the Indian sub-continent. The image of a British based
education as the passport to social elevation would appear to have given Asian parents an
extremely positive, if somewhat over-optimistic, view of English education. They are likely to
encourage their children to work hard and to do well at school and to expect an English

education to equip them, particularly the boys, for a professional vocation, the type of vocation
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which has, in many cases, remained closed to the first generation of Asian immigrants in Britain.
Unrecorded discussion with a number of teachers, and myself have confirmed this impression.
Most teachers consulted appear to find Asian parents extremely interested in, and supportive of

the work of the school, but perhaps somewhat unrealistic about the current attainment and future

prospects of their children.

Raby and Walford [1981] in a study of lower and middle stream pupils in an urban
comprehensive school found that of the English, Asian and African-Caribbean background pupils
in their study, those with an Asian background had the most ambitious aspirations. They also
found, for all the pupils, a positive correlation throughout their secondary school career between
their own aspirations and those they perceived their parents to hold for them. Whilst some of the
earlier research would seem to agree that parental influence is strong in career choice [Beetham
1976; Office of Population Census Survey 1980] others noted the influence of peers in the choice

of vocation [Hilton 1972; Figueroa 1974; Walberg 1980].

When Taylor [1981] considered the work undertaken into the attitudes of Asian and African-
Caribbean pupils, she noted that many of the scales used may be ethnically biased and may also

be influenced by how the pupil sees the researcher and what he supposes the researcher’s

expectations to be.

Taylor (Ibid.) also noted the conceptual and terminological confusion was inherent in the
dimension of attitudes towards self. She reports that any findings on the self-esteem of Asian and

African-Caribbean pupils need to be viewed in the wider context of life in Britain, as a member
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of a minority community subject to prejudice and racism which may alienate the African-

Caribbean or brown skinned pupil from herself/himself and perhaps stifle his/her potential.

Pharles [1976] reviewing research into locus of control and, at this point, concerned particularly
with the supposed development of belief in an external locus of control amongst the ‘black’
population, gives two possible reasons for the development of social esteem. Firstly that parents,
siblings and peers teach children directly about the harsh realities of life within an ‘oppressed’
minority community. Secondly, that the reality itself teaches them to expect to be powerless in
the face of authority to have fewer job opportunities and to have fewer housing options than the

majority. Pharles stated that:
Such experiences teach them in vivid terms how little power they possess.
[Pharles, 1976:154]
As far as the support from Asian and African-Caribbean parents is concerned there is a
considerable body of opinion to support the premise that African-Caribbean and Asian parents
are likely to be highly supportive of their children’s education. |Hawkes 1966; Rose 1969;

Richmond 1973; Pryce 1979; Rex and Tomlinson 1979; Davey and Norburn 1980; Driver 1980;

Oakley 1988].

In relation to general success in school, the Plowden Report [1967] concluded that home
influences were the most important, Jenson (1969) saw hereditary factors as most important,
Jencks (1972) considered it the result of chance, West and Farrington [1973] saw family
influences in the pre-school years as most important whilst some sociologists [Bowles 1971:
Bowles and Gintis 1976] were inclined to see the roots of inequality in the economic and

political structure of society.
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School Effect:

Rutter summed up the effect of school itself on pupils:
The association between the combined measure of overall school process and
each of the measures of outcome was much stronger than any of the associations
with individual process variables. The implication is that the individual actions
or measures may combine lo create a particular ethos, or set of values, attitudes
and behaviours, which will become characteristic of the school as a whole........
The total pattern of findings indicates the strong probability that the associations
between school processes and outcome reflect in part a casual process......

Children’s behaviour and attitudes are shaped and influenced by their experience
at school and, in particular, by the equalities of the school as a social institution.

[Rutter, 1979:179]
The effect of school on pupils is recognised by a number of researchers [for example DfE 1993;
ACE 1993; Mayet 1993; Imich 1994; Parffrey 1994; Mihill 1995; Parsons and Howlett 1995;

OFSTED 1996] and therefore there is a wide difference in exclusion rates of different schools.

This begs the question - what part then do schools and teachers play in the exclusion process?

Teachers are undoubtedly in a difficult position, trying to meet both the needs of the individual
disruptive or difficult pupil and others attending school. Schools differ tremendously in their
capacity to tolerate and deal effectively with pupils with emotional and behavioural difficulties.
This depends on their philosophy and determination to help such pupils. The skills and
experience of the teacher determine whether a pupil can be catered for. Lowenstein (1990),
Galloway et al [1985] found that neither school nor catchment area variables were helpful in
predicting exclusion rates although the school variables studied were of school’s buildings or
formal aspects of academic and pastoral organisation. Variables reflecting the school ethos were

not studied. Reynolds [1987b] and Rutter et al [1979] suggest that these were critical. Grunsell
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[1979] also found that there was strong evidence for the importance of such variables in

determining exclusion rates.

McLean [1987] studied six schools with low exclusion and minimal disruption rates and found
that they shared a child centred ideology with whole school flexible discipline systems and
support structures. There was a positive, proactive style of pupil management and much
involvement of senior staff with ‘problem’ pupils. Galloway concluded that schools with a well
developed form-teacher pastoral care system tended to have lower rates of disruptive behaviour.
While McManus [1987] found that such schools probably had fewer suspensions. There are then

variables within a school which can significantly contribute to the exclusion or non-exclusion of

pupils.

McLean concludes that:

Because there is no widely accepted evidence for one major cause or several
minor causes of disruption, the choice of solutions is ideological. The choice
depends on, and to a certain extent reflects, the values of the school.

[McLean, 1987:304]
It appears from the above discussion that some of the studies undertaken indicate a fairly
consistent pattern of reasons for exclusion, ‘although such observations should be treated with at
least a degree of caution’ as argued by Eric Blyth and Judith Milner [1993:261]. ‘Firstly, the
recorded reasons are, by definition, the official reasons as provided by the Head Teacher’. In
reality, the formal reason for exclusion may represent the ‘final straw’, the culmination of a long
standing deterioration in relationships within school between the pupil and staff [Galloway et al
1982]. Anecdotal evidence tends to support this view and may help to explain the apparent.
such as ‘repeated failure’ to abide by the school rules concerning length of hair (BBC, 1993) and

‘disruptive’ behaviour [Channel 4, 1993]
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Racial Harassment:

Furthermore reasons cited in official exclusion reports fail to take account of the pupil’s own

perception for the reason for his/her exclusion. ‘As with other evidence concerning exclusions,

that relating to the reasons given is patchy’ as argued by Blyth and Milner:

Some reasons are quantified, others are not: What does emerge from the available
data is that, despite current concerns about violence within society, bullying and
aggression are not major reasons for exclusion. Violence towards school staff
accounted for 8 percent of permanent exclusions in the National Exclusions
Reporting System [NERS] study, whilst bullying and violence towards other
pupils accounted for 19 percent [DfE 1992.b]. In the National Union of Teachers
Study various acts of aggression towards others emerged as the second most
prevalent reason for exclusion. However the issue of violence in school and the
way in which it is identified and ‘processed’ requires more sophisticated and
detailed analysis. Bullying is experienced by many school children [e.g. Smith
and Thompson 1991] but is not always reported and those instances that are
reported are subject to various filtering processes. Racial bullying and
harassment is more painful and if the teachers do not take any notice of the

complaints made by the pupils it breaks their confidence.
[Blyth and Milner, 1993:261]

Bhavnani et al notes:

Racist name-calling and being subjected to derogatory remarks is a recurrent
theme, both for Asian and Afro-caribbean children. One woman told us of regular

taunts of ‘Paki go home’ in a local school which teachers conveniently ignore.
[Bhavnani et al, 1986:40]

Other examples of racial harassment are cited in this work.

It appears too, that although racial bullying and harassment takes place in schools, so too do
white pupils suffer. Gillborn gives an example of a white girl who was bullied in Mary Seacole

Comprehensive School:

Karen [White: Year 10]:

It’s like one minute 1 was great and they all liked me and everything like that,
and they used to talk to me; and then the next minute they were calling me and
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everything like that. What got me mad was that they did not admit to themselves
what they were doing to me - because they were bullying me. It is worse than
being beat up and things like that because they just take your confidence away
from you, you know. It really destroys you. You don’t want to come to school and
then you are upsel at night and in the morning. 1 used to dread lessons because

they used to pick on me in lessons........
[Gillborn, 1995:15, original emphasis]

The evidence shows that harassment and bullying carried out for whatever reason, undermines

pupil confidence and often is not prevented within school situations.

Violence:

Concern about levels of physical and sexual violence directed towards staff [Norman, 1993] have
also to be seen in the context of current constraints on schools to promote a positive image which
militate against the reporting of violence in schools. According to a representative of one
professional teaching association: ‘Staff are not reporting violent incidents because they are

under pressure from their school to hush attacks up’ [Brook, 1993].

I support Blyth and Milner when they argued that:

In both the NUT study and NERS the major [but unquantified] reason for
exclusion comprises a constellation of negative, disruptive, insolent and unco-
operative behaviours. Whilst the DIE study gave no further detail the NUT report
identified pilfering, malicious damage and absconding from school/ poor
attendance as the next most frequent incidents warranting exclusion. What is not
clear is to what extent there is any matching of ‘offence’ with the type and
duration of exclusion. However it is interesting to note that, although not
quantified, the school response to poor attendance by means of exclusion
provides a neat (if somewhat illogical) way for schools to get rid of troublesome
pupils, whilst at the same time improving their published attendance rates.

[Blyth and Milner, 1993:262]

Furthermore, some schools may be massaging their attendance rates, particularly the authorised

absences, to create a positive image in the public and to avoid the label of a ‘failing school’.
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Exclusions and ‘Race’:

There is a lot of evidence [e.g. C.R.E. (1985)]; Nottinghamshire County Council (1990); NUT
(1992); DIE (1992b); Mayat (1992); DfE (1993); Bourne et al (1994); Hayden and Lawrence
(1995); Klein (1996a); DIEE (1996); Osler (1997a) to suggest that pupils from ethnic minority
communities especially African-Caribbean males, are over-represented in the exclusion rate; and
this rate is disproportionate to their representation amongst the total school-age population.
According to Mayat (1992), in Birmingham African-Caribbean pupils make up 9% of the total
school population but their exclusion is 30%. Similarly The Commission for Racial Equality
[1985] reported that in Birmingham African-Caribbean pupils were four times more likely to be
excluded than white pupils. This report also revealed that African-Caribbean pupils were
suspended on average at a younger age and after short periods and fewer incidents of disruption.
Their chances of re-admission to schools were also less likely. Nottinghamshire County

Council’s findings are also very similar but with small differences.

Coopers et al [1991] notes that African-Caribbean boys are over-represented in special
educational units and schools for pupils with emotional and behaviour difficulties, compared to
their representation in the total school population. Again, as far as behaviour leading to
suspension is concerned, in Birmingham, C.R.E. investigation found that the commonest main

reasons for suspension were:

violence to teachers and pupils; threats and abuse; insolence; disobedience; and
disruption. The commonest secondary reasons were: disruption, disobedience,
abuse, insolence and truancy.

[C.R.E., 1985:25, original emphasis|

C.R.E. furthermore noted:

Although violence to pupils and staff was the most common reason for both racial
groups, black boys were suspended more often than white boys for direct
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confrontations involving violence with both staff and other pupils. They were
suspended less often for disobedience, disruption, theft and truancy. Black girls
were similarly suspended more often for direct confrontations with staff but less
often than white girls for disruption, disobedience and truancy. The same pattern
continuing into secondary reasons for suspension.

[C.R.E., 1985:26]
The Birmingham enquiry revealed that over-representation of suspension among African-
Caribbean boys and not Asian boys, was due to direct confrontation with teaching staff including
actual violence, with the greatest over representation being verbal abuse to staff [14.4%]. As
with other reasons for suspension, all African-Caribbeans pupils were most over-represented in
aggressive behaviour. Similarly, all African-Caribbean pupils were consistently less represented
in the less directly confrontational offences of disobedience, disruption, damage and truancy.

This enquiry also notes that in 74.1% of all cases, no previous history was indicated.

The Birmingham investigation also sorts out the views of the African-Caribbean community and
found that they did not condone bad behaviour of the pupils but intimated that too frequently, the
attitude or behaviour of the teacher concerned had been a contributing factor to the actions of the

pupil. This was also found, when C.R.E. examined the suspension records.

The African-Caribbean parents views are also expressed by Bhavnani et al:

Black people’s experiences of the schools in Handsworth areas take place in an
atmosphere of poverty, of high unemployment, of poor quality housing, of a lack
of access to facilities and poor resources in schools. The chances of success in
this atmosphere are compounded by specific grievances from both Afro-
Caribbeans and Asians about their bitterness of the education system.......

[Bhavnani et al, 1986:39]

Discussing the issues, Bhavnani et al revealed:

Issues raised by people included channelling and educating Black people into
particular jobs, picking on Afro-Caribbean children and the new generation of
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Asian children as ‘troublemakers’ and treating them as subhuman. Teachers are
seen mainly as ones who don’t expect Black people to get jobs or be able to learn.
[t was felt that the education system promoted perceptions about Black people’s
cultural inferiority, whether through food, dress, language and religion.
Multicultural philosophy as currently practised is not teaching ‘respect’ for
other’s cultures, it continues to reinforce the hierarchy of cultures, created by the
state and the Government in which Black cultures somehow ‘fail” to live up to the
high regard given to white English middle class culture.

[Ibid.]
‘Pupil Exclusions from Nottingham Secondary Schools’ inquiry [1989/90] Report No:15/89 also
revealed almost similar results as that of the Birmingham enquiry in 1985 by C.R.E. This report
revealed that:
Low excluding schools were more likely, on average, to exclude black and Asian
pupils, but there were considerable differences among the schools. ...... In this
case, black pupils were 7.5 times more likely, on average to be excluded than

white pupils in the lower excluding schools and 3.6 times more likely, on average,
in the higher excluding schools.

[C.R.E., 1990:32-33]
Analysing the issues regarding exclusion, this report found that the first issue was that an
unacceptable high proportion of African-Caribbean pupils were still being excluded, compared
with their white peers. A number of researchers confirm that African-Caribbean males are over
represented among exclusions from school. The recent research conducted by Hayden and
Lawrence, 1995; DIEE (1996) and Osler (1997a) endorse this view. DIEE (1996) statistics
reveals that ‘Black Caribbean’ pupils account for 1.1% of the school population but 7.3% of
excluded pupils. That is, they are nearly seven time more likely to be excluded from school than
white pupils. The differences are so great that ‘race’ must be a significant factor. The report
continues that it was not possible to distinguish from the exclusion data whether ‘race’ itself [and
therefore racial prejudice] or cultural differences associated with ‘race’ [and therefore cultural

prejudice or misunderstanding] was the predominant factor. The fact that the analysis reveals
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approximately the same results whether or not formal warnings are included leads us to believe

that in-school factors are more important than any factors connected with the formal operation of

the exclusion procedures.

The second issue is that African-Caribbean pupils in schools with lower than average proportions
of pupils from ethnic minority communities are even more likely to be excluded, on average, than
they would be if they were in schools with higher than average numbers of pupils from ethnic
minority communities. Many of these schools, because they have fewer pupils from ethnic
minority communities, may have placed less emphasis on developing a multicultural and anti-

racist perspective.

This report also found that overall there was no difference in the re-admission rate when analysed
by ethnic groups. African-Caribbean pupils, however are more likely to be re-admitted following
an indefinite exclusion Jold category of exclusion] than white pupils, and are more likely to be

excluded permanently following a permanent exclusion than white pupils.

Analysis of reasons for exclusions by sex and ethnic background revealed few differences.
Although slightly more African-Caribbean pupils were involved in assault and defiance than were
white or Asian pupils, fewer African-Caribbean pupils were involved in verbal abuse or

disruption.
When the three most frequent reasons for exclusion [assault, disruption and verbal abuse| were

analysed by ethnic group and type of exclusion, differences emerged. Of exclusion of white

pupils for assault, 52% were fixed term exclusion and 33% were indefinite or permanent
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exclusions. The corresponding figures for the exclusions of African-Caribbean pupils are 45%
given fixed term exclusions and 45% given indefinite and permanent exclusions. This indicates

that African-Caribbean pupils tend to receive a more serious exclusion from school for assault

than do white pupils.

A similar pattern emerged when disruption was considered. Here 47% of white exclusions
resulted in a fixed term exclusion with 24% resulting in indefinite or permanent exclusion. For
African-Caribbean pupils 43% resulted in fixed term exclusions and 32% in indefinite or
permanent exclusions. A similar outcome occurred with verbal abuse. The report concluded that
African-Caribbean pupils receive more serious exclusions for what are described on exclusion
forms as - assault, disruption and verbal abuse. For Asian pupils, their report analysis shows

that:

Exclusions of Asian children were less likely to result from a sequence of
different incidents or from a single incident than is the case with white or black
pupils. Although numbers are small, Asian pupils were more likely to have been
excluded following more than one incident of the same type than were white or

black children.
[1990:37]

This report also reveals that the most surprising feature of this analysis is that on very few
occasions were the Education Liaison Officers, based in Nottingham Area Education Office,

involved in cases of behavioural difficulties which eventually led to exclusions of African-

Caribbean or Asian pupils.

A Race Equality officer in Education, Rafael concludes in his exclusion report that:

1. Pupils of African-Caribbean and mixed parentage origin are well over-
represented among the population of excluded pupils.
2. Children of Asian origin are also over-represented though to a lesser extent. The

most recent statistics show a growing trend of exclusion of Asian children.
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3. Exclusion records of individual schools differ significantly; some schools are high

excluders while others resort to exclusions very rarely.
4. The size of the school, the size of the ethnic minority population in the school and
the socio-economic character of the catchment area had no permanent

correlation.

[Rafael, 1991:16]

Peagam concludes in his research as part of a Ph.D. that:

Exclusion is firmly linked with deprivation and the low status municipal housing

estates.
[Peagam, 1993:6]

African-Caribbean mothers interviewed on Channel 4’s ‘Free for all’ programme on exclusions
from school in Birmingham identified the importance of white teachers’ misinterpretation of
African-Caribbean youths’ body language as threatening, echoing Gibson’s [1986] findings that

African-Caribbean pupils and their teachers mistakenly assumed a mutual understanding without

taking account of the subtle cultural differences in the use of language.

Blyth and Milner state that:

Elsewhere there is convincing evidence of teachers stereotyping and caricaturing
both Asian and Afro-Caribbean children - Afro-Caribbean pupils seen as
truculent and Asian children as conformist [Brandt, 1986]. Mac an Ghaill [1988]
found that teachers identified with middle class Asian pupils and saw them as
ideal pupils - then extended the perceived conformity of these pupils to the Asian
pupil group as a whole, although the Asian pupils themselves admitted to as
much ‘trouble making’ as other pupils.

[Blyth and Milner, 1993:259]
The argument is in contrast to what we have found in the Nottingham Enquiry discussed above.

Blyth and Milner argue that:

There is clearly some support for the argument that the construction and belief in
an Afro-Caribbean male stereotype may contribute to the high rates of exclusion

from school experienced by such pupils.
[Tbid.]

They further argued that:
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The extent to which this process holds true for Asian pupils must remain
speculative at this stage, since little evidence has been made available about

exclusion rates amongst Asian pupils.
[Ibid.]
The question can be posed- what are those factors which will provide us with different results?
Are there cultural issues to be considered in schooling? Is there any discrimination or racism?
Do schools’ Governing Body, teachers and Headteachers use power fairly? Or are there some
other factors in the situation, which so far have not been explored when we compare the
exclusion of white pupils with African-Caribbean and Asian pupils, which would shed light on

why these problems are occurring ?

BIRMINGHAM’S RESPONSE TO EXCLUSION
In this section I will briefly analyse Birmingham Education Authority’s response to the issue of

exclusion and the strategies adopted to reduce exclusion of pupils in the schools.

The increasing number of excluded pupils has been a national concern since the early 1970s and
many of these excluded pupils displayed disruptive behaviour, truancy and occasionally
violence. Local Authorities responded in the seventies and eighties by opening special units
both on site and off site. Following the report produced by the Birmingham Working Party in
1974 Birmingham opened its suspension and guidance centres. Referrals to suspension units
were made for pupils who had been suspended and for whom no other school place could be
allocated. It was envisaged that after a period of six months at the unit, children would return

either to their original school or to another school.

Lloyd-Smith et al 1985 Review Report of suspension and guidance units states:
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Referrals to guidance units were for pupils who:

Were not suspended
Were not in need of special education treatment and who
Were described as ‘so disruptive as to hinder seriously their own or other pupils’

education or social progress.

o To®
-_— = =

[Lloyd-Smith et al, 1985:3]

The Working Party advised that pupils be taught in ‘very small groups’. The pupils who attended
these units were aged between 9 and 16 years and were expected to remain for no longer than 6

months. It was indicated by the Working Party that the provision of Guidance Units would have

the effect of reducing the number of suspensions in the city.

loyd-Smith et al argue that:
Their first action when the need for suspension arises, will be to contact the

Education Guidance Unit.... before they are actually suspended and that
consequently, the need for suspension units would decrease.

[Ibid.]
In November 1974, Birmingham Education Authority opened five Guidance Units and two other

units for younger pupils were opened in 1981 and 1985.

In 1974 the Working Party recommended that the Local Education Authority
needs to give a clear statement of policy and detailed administration procedures
for the suspension of pupils.
[Lloyd-Smith et al, 1985:8].
Examples of situations which might lead to suspensions were described as acts of violence,
dangerous behaviour or immoral or delinquent conduct. In the event where a pupil had failed to

respond to ‘normal sanctions’ and consultation with his/her parents had been ineffectual, the

Working Party suggested that Heads needs to consider if the bad behaviour could have been
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caused by the pupil’s ‘inability to cope with the work.... emotional instability..... a seriously

defective home background or any other cause’.

[Lloyd-Smith et al, 1985:3]
It was recommended that before resorting to suspension, consultation with an Education
Guidance Unit should be carried out in the cases of younger pupils. Lloyd-Smith et al found in

their study that:

Suspension can mean anything from a temporary exclusion to permanent
exclusion. The suspension procedure is not used by all schools in the same way.
Some schools seldom suspend while others suspend more frequently.

[Lloyd-Smith et al, 1985:3.3.1]

The Education Committee adopted procedures recommended by the Working Party and

implemented them in September 1974 with two additions:

(a) There was to be a suspension meeting within ten days of the suspension followed by a case

conference.

(b) There was provision for a three day temporary suspension.

The suspension procedure, reviewed in 1980 and 1984, made no radical alterations, though the
Standing Suspension Panel emerged which met regularly to consider all suspensions and to make

recommendations for future placement of suspended pupils.

National developments following the publications of the White Paper ‘Better Schools’.
necessilated a further review of the Authority’s suspension procedures, although these were last

revised in April 1984. In addition, there was an added pressure because of discussions with the
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Commission for Racial Equality over the ‘Report on Referral and Suspension of Birmingham

Pupils’ [Covering the period 1974-80].

The Education [No:2] Act 1986: Pupils Exclusions [Sections 22-28] radically altered the
situation by establishing a detailed procedural framework for all authorities. [The duties of

Headteachers, Governors and those of the LEA are outlined in chapter 2].

The Education Committee (1984) was concerned about the growth in exclusions because it can
cost up to three times more to educate an excluded pupil compared to a pupil in school and the
rising numbers were placing great strain on support services. In addition, growth in exclusion
had a resource implications as LEA had to educate the excluded pupils. Osler states that:
Exclusions are inevitably costly: recent evidence confirms that provision [or an
excluded child, whose subsequent education is nearly always less adequate than

in school is far more expensive than maintaining that child in mainstream

education (Parsons, 1996).
[Osler, 1997a:67]

Furthermore, Grant-Maintained Schools contributed to exclusion and over the last three years
[1991-1994] a Grant Maintained School has had one of the highest exclusion rates in the city.
However, although the Committee had to educate these children, Grant-Maintained Schools did
not accept children after exclusion and in the past there have been no powers of direction by the
LEA.

Therefore, committee policy concentrated on preventative work. Initiatives included:

(1) The establishment of the Behaviour Support Service.

(2) Preparation of new guidelines for schools on exclusions.
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(3) Discussions with Headteachers about attitudes to exclusion and variations in policy with
regard to excluding and accepting pupils excluded from other schools.

(4) Training for governors.

(5) Particular attention was being given to the reasons and circumstances which had resulted in

the high proportion of African-Caribbean pupils excluded from school and how this could be

reduced.

An exclusion team was established and an appointment of an Exclusion Officer was made along
with some other staff in this team. The main task of this team was to deal with the exclusion

issues and somehow to reduce the numbers of excluded pupils particularly permanent

exclusions.

In the same time, the Chief Education Officer created a ‘Working Party’ on Exclusions.

The Exclusions Working Party met on twelve occasions and it conducted a survey of all LEA
secondary schools seeking and obtaining from them a good proportion of them a full and frank

response both to qualitative and quantitative questions.

The evidence suggests that the number of exclusions, both permanent and fixed term, is growing.
It also reveals that many pupils reach permanent exclusion after several fixed term exclusions:
fixed term exclusions themselves are not always reported and so their accurate monitoring is
essential if we are to gauge the likely scale of the problem in the future. There were
discrepancies when the official LEA figures were compared with the 47 questionnaire responses.

The LEA had on record 395 fixed - term exclusions from secondary schools in 1993/94. whereas
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a questionnaire reported a total of 1752 in the same year. Although superficially this may appear
surprising, this is not comparing like with like. The LEA figures comprise fixed - term
exclusions of five days or more, whereas the questionnaire collected all exclusions, including
those under five days. It is recognised, of course, that not all schools contribute to this trend.
Since schools are not obliged by statute to submit returns on fixed-term exclusion to the LEA, it

is likely that such figures are under-estimated.

Exclusions of high proportions of pupils of African-Caribbean origin:

Apart from the information from the Questionnaire, the Working Party also had available the
Chief Education Officer’s Report to the Education Committee which revealed the growth in
exclusions, and in particular the number of pupils of African-Caribbean background who had
been excluded. As far as African-Caribbean pupils are concerned, the picture in Birmingham is

broadly typical of other parts of the country.

The Working Party’s 48 recommendations fall into nine sections dealing with information and
monitoring; re-integration; parental and carer involvement; the exclusion of African-Caribbean
pupils; preventative strategies; co-operation; other LEA action; provision for excluded pupils and

resources.

The Working Party concluded: 7.3:

What we have recommended will, we believe, diminish the numbers of pupils
who have to be excluded. It is clear to us, however, that this is not one of those
issues which can be solved by the Education Service alone. The Youth Service,
the Police, Social Services, the Voluntary Sector and Community Groups all
contribute, often in a key and major way, in picking up the pieces when a young
person seems to be self-doomed to an anti-social life which is costly to himself
[the choice of gender is deliberate] and to society.
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The above Working Party Report was presented as - ‘Exclusions - The Interim Report Of A
Working Party’ by the Chief Education Officer to the Education Committee in June 1995. On the
title of this Report it says: ‘If there were an answer, somebody would have found it by now.” It
appears to me that the Local Education Authority acknowledges that there is no easy answer to
this problem and there is not simply one factor which contributes towards exclusion of pupils.
The LEA recognises the complexity of this problem, its own powers, funding and the pressures on
teachers. The various legislation and the policies have not helped to resolve this problem. [t
appears that the LEA is thinking of tackling exclusions head on. Some of the recommendations
are commendable and time will tell how they are translated into action and alleviate the
sufferings of pupils, teachers and other agencies involved. The Chief Education Officer, in
particular, deserves praise for initiating this mammoth task. In addition, the Chief Education
Officer has set a personal performance target of limiting the increase in exclusions to 10%.
However, I am also conscious of the fact that C.R.E. [1985] after its investigation made a number
of recommendations at that time, but after more than a decade, the situation of African-Caribbean
pupils exclusion rates has not changed much. If we use this yard stick, then we can say
categorically, that litle has changed. The Working Party’s recommendations and other
initiatives so far have little difference. Perhaps more time is needed for long-term changes in the

general school culture involving teachers, Headteachers and Local Authority, policy and

practice.

I share the views expressed by Wright in her ethnographic study of school practice published as

part of ‘Education For Some’. Wright states that:

It is tempting but over-simplified to blame teachers. We have tried to report on
both their difficulties and their perceptions....... hope comments will not be
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misunderstood, but taken in context in no way intending to blame teachers
directly for the situation. Rather than trying to present arguments from the point
of view since teachers are able to present their own case and the children deal

with are often not articulate enough to do so.
[Wright, 1986:178]
Wright has referred only to teachers, however, 1 would extend her comments on them to the Local
Authority as well. As far as pupils and some parents are concerned, they may not be articulate

enough to present their cases either in the school to teachers, or to the LEA personnel.

Birmingham Education Authority is a member of the West Midlands Exclusions Forum, which
consists representatives from nine LEAs. This Forum share expertise and develop policies and
strategies on school exclusions. Despite the evidence provided by the government statistics and
various researchers, this Forum lacks representation from ethnic minority communities.

Referring to this Forum Osler stated that:

Forum members showed sympathetic understanding of the needs of individual
pupils, families and school. But the debate did not touch on race and ethnicity at
all nor acknowledge that government statistics show African-Caribbean pupils
being excluded four to six times more than would be expected from their

proportion in the school-age population.
[Osler, 1997a:60]

In the current situation of exclusions from schools, the issue of ‘race’ and ethnicity cannot be
ignored, particularly by Birmingham Education Authority, where ethnic minority pupil

population in schools may be almost 50% by the year 2000.
However in 1995, Birmingham Education Department has supported two voluntary projects e.g.

KWESI, for African-Caribbean pupils and Second City Second Chance for all pupils i.e. White,

African-Caribbean and Asian to reduce the exclusion. The broad aim of these two projects is to
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involve community people and professionals to work with those pupils who are at risk of
exclusion. Another Birmingham Education Department’s initiative is ‘New Outlooks’. This
project is led by one of the psychologists and is in operation since the academic year 1996/97.
The project is focused on managing the school behaviour using a system that is in harmony with,
but different from, the Code of Practice for special educational needs. It promotes early
intervention and begins by looking at the environment in which the behaviour is taking place.
The concerted efforts have made some impact, the permanent exclusion of African-Caribbeans

pupils in 1995-96 and 1996-97 has gone down, but mixed-parentage exclusions are increasing.

SUMMARY:

Research shows that there are complex societal explanations of pupil exclusions from school - the
way secondary pupils are treated, home back ground of pupils, learning difficultics, teacher
stereotypes, racism and the general low achievement of these pupils. We also find that
exclusions are increasing generally throughout Britain and in Birmingham LEA. It appears that
exclusion is more common in Secondary Schools, particularly with pupils in Years 10 and 11 and
that it is often as a result of a series of incidents. The various researches have also revealed that
socio-economic disadvantage has not been found to be a reliable indicator for levels of exclusion
and that a positive school ethos appears to be a crucial factor. Another obvious finding is that

exclusion among male [White, African-Caribbean and Asian] pupils is higher than female pupils.

In relation to the LEA’s response to exclusion, Birmingham has opened some Pupil Referral
Units and set up a Working Party to examine the exclusion of pupils from schools. Some projects
e.g. New Outlooks, KWESI, Second City, Second Chance are also supported by the LEA to

reduce the exclusion, particularly of African-Caribbean boys.
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I understand that exclusion is a complex issue and does not have an easy solution. [ believe that
in solving the dilemmas of excluding pupils from our schools by labelling them as the ‘problem’,
schools can and do, play a fundamental part in the exclusion process, the problem lies in the
difficulties of building and maintaining good relationships between pupil and teacher, as
professionals we must accept that meeting the needs of these pupils is our problem. However, we
are being forced to move further away from meeting these needs and will continue to do so as the
Government introduces more and more legislation which fixes curriculum content too rigidly and

doesn’t allow for a flexible curriculum containing educational topics of genuine interest to ethnic

minority pupils.
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CHAPTER FOUR

METHODOLOGY AND AUTOGRAPHICAL CONTEXT

Introduction:

In this chapter I will attempt to discuss the methodology used to gather the information and the
methodological problems faced in this study. In the end, autobiographical context: myself and
reflection will be discussed. The techniques used, which were based on a qualitative
methodology were as follows:

e Analysis of policy documentation and Education Department documents.

® (Questionnaire to Headteachers with follow-up interviews.

e Interviews with pupils, parents and Education Social Workers.

Research Perspectives:

The methodology 1 chose for this study stems from the qualitative tradition in social research.
The interpretative/interactionist approach to social science is one that I follow in this work that

human action is not merely a response or reaction to the system. Action is meaningful to those

involved. Morrison states:

The aim of a sociologist taking this perspective is to understand the motives and
personal reasons why people do what they do. The basic assumption is that social
interaction and the operations of people in society involved self-conscious
thought and so cannot be studied in the same way as the non self-conscious
natural world, internalising and interpreting, the social system of which he is part,

is the main focus.
[Morrison, 1986: 16]

An understanding of social action requires an interpretation of the meanings which individuals

give to their activities.
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To understand the act, it is necessary to discover the meaning held by the individuals. Our

actions depend in part on our interpretation of how others see us.

Interactionists emphasise ‘the self’. Individuals develop a picture of themselves, a self-concept
which influences their behaviour. So, if an individual is consistently defined as disrespectful or

polite, friendly or hostile, he or she, will tend to see him or herself as such and act accordingly.

But how do individuals come to be defined in such ways? How are such definitions constructed?
In any social situation each individual will interpret the language, gestures, appearance and
manner of others. They will also interpret the context in which the interaction takes place. For
example, research has indicated that the Police are more likely to perceive an act as delinquent
if it happens in a low income inner city area. In typically defining the inner city as a ‘bad area’
the police expect trouble. Once arrested, a suspect is more likely to be defined as a juvenile

delinquent if his/her manner is interpreted as aggressive or unco-operative.

Labelling of individuals as certain ‘types’ is not simply based on preconceptions which
individuals bring to interactional situations, a process of negotiation takes place in which images

are redefined and definitions and meanings are constructed which both direct and derive from

action in on-going interactional situations.

My non-directive approach in the interviewing was useful as it avoided leading questions. From
time to time I reflected on what they had said in order to check whether I had understood what
they meant. However, there were occasions when I had to probe my interviewees for further

information. This happened during the interview of ‘ASI’ (pupil).
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Me:  What about your future schooling?

ASI: I don’t know. I like the school but not some teachers and I get on quite well with other
pupils.

Me:  If you don’t get any school place, what would you do?

ASI: I don’t know, perhaps I will join youth training scheme. [See Appendix 1 for a sample

interview of a pupil]

Selltiz et al [1965:238] discuss some of the remarks which can be made by the interviewer in a
non-directive interview, for example ‘You feel that......." or ‘tell me more’ or “‘Why’ or ‘isn’t that

interesting?’ or simply ¢ ah huh’. Selltiz et al further suggests:

The interviewer must create a completely permissive atmosphere, in which the
subject is free to express himself without fear of disapproval, admonition or

dispute and without advice from the interviewer.
[Selltiz et al, 1965:268]

[nterviewing excluded pupils was not problematic as all my interviewees were aware that [ was a
principal social worker within the Education Department and that | was to prepare a dissertation
on exclusions. This information was given to parents and pupils on the phone at the time of
making appointments and was confirmed again when I visited them. I found parents relaxed and
even provided me information of some sensitive nature without any questions; as mother of pupil
‘FS’:

Me: Have you arranged any teacher for ‘FS’ at home as Local Education Authority has not

provided any alternative education as yet?

Mother: We have not enough money in the family to afford a private teacher. Only one person

in the family is employed and the job is not very high paying. ‘FS’ himself does not
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Me:

Mother:

Me:

Mother:

study and watches television most of the time. He goes to mosque to study Urdu (Asian
language) one hour daily Monday to Friday.

What is ‘FS’ going to do when he passes his 16th birthday?

We don’t know. It is up to him. We don’t think, he will be able to get any job.

Would you keep him at home after 16th birthday even if he is unemployed?

Yes, we will keep him at home. It is not in our culture, as you know to ask the children
to leave home, once they pass their 16th birthday. If he chooses to leave us, then it is
different and that will be his decision. He does not listen to us but still, we will not

expel him from home. [See Appendix 2 for a sample interview of a parent].

[ found that pupils became relaxed once they began to acknowledge that I was interested to hear

what they had to say. They then invited me into their world, giving me reasons lor their

behaviour at school, and this inspired me enormously, providing positive strokes for me to

continue with the study as in the interview of pupil ‘FS’.

FS:

Me:

FS:

Me:

FS:

When you joined ‘AM’ school, did they put any condition on you?

Yes, they said: If you misbehaved we will send you back to B.C. [one of the Pupil
Referral Units]|

Did they put any other condition?

Yes, fight.

So they said if you ever involve yourself in any fight, they will exclude you?

Yes, that’s right.

You are in ‘AM’ school since May 1994, has any incident happened yet?
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FS: Yes. I was involved in a fight. A guy started messing about and [ immediately informed

the teacher.
Me:  So, no action was taken against you?
FS:  No, not at all.

Once I had interviewed them I was overwhelmed with data. [ interviewed parents separately

from pupils so that I could obtain independent views of exclusion.

When interviewing professionals I occasionally felt that they wanted to give me information but
that the white interviewees were in fear of making racist comments. It was as if ‘I want to tell you
this, but, is it legitimate to say it?” There was also confusion amongst Asian and African-
Caribbean professionals as to what information I, as the researcher, was licensed to have as in the

interview with African-Caribbean Education Social Worker:

Me: Do you think the exclusion has been used adequately?

ACESW: No, I don’t. 1 think the exclusions are means of addressing a difficulty a pupil may
have in the school. But I feel that because of the inconsistency by which the exclusions
are applied then some pupils will actually get away with inappropriate behaviour. The

way in which the exclusions are used today does not necessarily identify or cure

problems.

Shipman states that:-

The asking of questions is the main source of social scientific information about
everyday behaviour, yet between question and answers there may be shifts in the
relationship between scientist and subject. The final answers emerge from this
interaction and the meanings that each party gives to the situation. The questions

have created this situation and the answers are meaningful only in its context.
[Shipman, 1972:76]
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Any additional information, concerns or contradictions were logged in my diary. For example
two Headteachers said to me in separate interviews, ‘Well Harish, off the record.......... ” This then
caused concerns for the ethical treatment of the data; is it ethical to share confidential
information? For my part 1 felt it was necessary to describe the difficulties that schools were
facing which teachers try to avoid profiling in the climate of competition with other schools in

which they portray their school as ‘one of the better schools.” Ewing states that:

We ought not to tell lies, though we obviously need empirical knowledge to
decide what is the true thing to say and how best to say it so as to make ourselves

understood by others.
[Ewing, 1967:55]

Schools and names of interviewees in this study were given fictitious names to maintain

confidentiality and anonymity. Nachmias argues that:

Two common methods to protect participants are anonymity and confidentiality.
The obligation to protect the anonymity of research participants and to keep
research data confidential is all inclusive. It should be fulfilled at all costs unless

arrangements to the contrary are made with the participants in advance.
[Nachmias, 1992:85]

The interviews with the Headteachers were structured and [ asked the same questions of all the

teachers.

Visiting parents and pupils certainly was a different experience. I thought that [ was in authority
no matter how hard I tried to portray myself as a student. [ am not sure whether it was the
families’ verbal/non-verbal communication or whether it was my personality or my attitude. I was

cautious not to display any superiority in the tone of my voice or my body language.
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Another factor, I found interesting was that almost all the parents welcomed me and offered me

tea or cold drink. It was probably that they were Asians and when they met another Asian person

they felt at ease. Oakley states that:

In terms of my experience in the childbirth project, I found that interviewees very
often took the initiative in defining the interviewer - interviewee relationship as
something which existed beyond the limits of question- asking and answering.
For example, they did not only offer the minimum hospitality of accommodating
me in their homes for the duration of the interview: at 92 percent of the interviews
I was offered tea, coffee or some other drink; 14 percent of the women also
offered me a meal on at least one occasion . . . there was also a certain amount of
interest in my own situation. What sort of person was I and how did I come to be

interested in this subject?
[Oakley, 1988:45]
But when I used a tape recorder for two parents and pupils they became suspicious. Once [
explained that everything they say is confidential, then a rapport developed. Parents expressed
themselves in their own mother tongue Panjabi which is my first language also. In addition, my

counselling skills were of great use to me to engage in the interview process.

Goode and Hatt suggest that:
An interview is not simply a conversation. It is, rather, a pseudo-conversation.

In order to be successful, it must have all the warmth and personality exchange of

a conversation with the clarity and guidelines of scientific searching.
[Goode and Hatt, 1952:191]

Process of Information Gathering:
Methodological problems, issues and reflections:

Information was gathered from the ‘Research Unit’ of the Education Department, regarding the
total number of permanent exclusions of UK, European, African-Caribbean and Asian pupils in

the central area of Birmingham. Also, this unit provided me the information regarding the
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number of Asian pupils in the schools. This information helped me to validate the information

provided to me by the Headteachers.

The ‘personnel section’ of the department provided me the information about the number of
Asian teachers employed in the main stream of the schools. The reason for obtaining this
information was to ascertain how many Asian teachers are there as role models for Asian pupils

in the schools. The school support section gave me the number of Asian Governors in the schools.

This information was gained to find out how many Asian Governors are in the schools to make

sure that racial and cultural issues are taken into consideration whilst making the decision on

permanent exclusions.

Regarding the training of staff in schools the ‘Curriculum Support Unit’ provided me the list of
courses run by the Education Department. They also gave me the number of school teachers who

attended the courses. This information assisted me to cross check and validate what

Headteachers provided me through my questionnaire.

As far as the Exclusion Reports are concerned, they were obtained from Education Welfare

Service (Central Area Office).
As shown in Appendix [3] I decided to use a questionnaire to obtain information about Asian

pupils, Asian teachers, Asian Governors, training and policies on Equal Opportunities, anti-

racism, racial and sexual harassment, bullying and the implementation of these policies. This
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questionnaire was sent to all Local Authority secondary schools in the central area of

Birmingham. Four weeks were given to reply to the questionnaire.

After three weeks, I phoned the secretaries of the schools who had not returned the completed
questionnaires to me. Then, once the four weeks had passed I phoned the secretaries again to
remind the Headteachers to return the completed questionnaire to me. With these reminders, [
did get some of the questionnaires back, but still there were some schools, who did not return
them. So, a week later, I phoned the schools a third time and requested them. Out of the original

twenty secondary schools, twelve returned the completed questionnaires to me.

After posting the questionnaire to the schools, I phoned all the schools to make an appointment to
interview the Headteachers. This interview was separate to that of the questionnaire and its
purpose was to have their views on the issue of permanent exclusions. The majority of the
Headteachers co-operated [particularly the Roman Catholic and other Christian Schools] and

gave me their valuable time for the interviewing.

One Headteacher was very angry about my questionnaire and when I tried to make an
appointment to see him, he was not available but left a message for me, ‘I am not going to reply to

your questionnaire and I do not want to see you. Your questionnaire has been thrown into the

bin’.

This school has a high population of Asian pupils and the Headteacher may have felt uninvited
intervention in his management of the school as the school excluded a few Asian pupils at that

time. Probably he felt threatened with my questionnaire and interview.
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After several attempts I managed to discuss the matter with the Deputy Headteacher who
reluctantly agreed to see me for twenty minutes and asked me to bring a copy of the
questionnaire. On the appointed date and time I went to see him. He was extremely cautious in
replying to my questions. He gave me more than half an hour of his time and he even asked me
if T wished to stay for another thirty minutes! He agreed to return to me the completed
questionnaire in the next few days, which he did, but the code number on the questionnaire was
cut off. This Deputy Headteacher blamed LEA for exclusion. He stated that:

The city does not have the resources. It is a difficult area. Spotlight is on the

statistical points. We have a very systematic way of dealing with difficult

children. In the last two years there was no exclusion.

[When I checked the departmental sources, this was not true].

Perhaps that’s why this Deputy Headteacher like many other professionals wanted confirmation
as to what was going to happen to the interview. I did not use a tape-recorder as it may have
been threatening to many professionals involved in this study. But I was surprised thal even
when 1 had written to all the Headteachers explaining that all names would be kept confidential
and stressing the same at the beginning of the interview, there was still reluctance and
suspicion. My presence as an outsider and as a researcher also influenced his (and other
Headteachers’) response to me and at times it appeared as if they were holding back something

from me. Van Maaren states that:

Fieldwork amplifies such strangeness because the research comes into the setting
as an uninvited, unknown guest, carrying a suitcase, wearing and uncertain smile

and prepared for a long stay.
[Van Maaren, 1991:32]
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Another Headteacher was extremely cautious. | tried to make an appointment to see her,
everytime I phoned, the secretary informed me that the Headteacher was busy and would I ring
again. This happened at least five times. When | phoned the sixth time, the Headteacher left a
message with the secretary to say that before she allowed me to see her, I must post her the
questions that | would like to ask her at the interview. I agreed to this request and posted the
questions on the same day, first class. I phoned the school after a week but the Headteacher was
again busy and the secretary confirmed to me that the questions had been received and passed
on to the Headteacher. The next day I phoned the school office before 9.00am and at last
managed to speak to the Headteacher. She said ‘I have made enquiries that you are not
conducting the research on behalf of the local Education Authority but studying independently
and have been seconded by the Department. Therefore, I am not going to give you any time for

an interview and your questionnaire will not be returned. This is the policy of the school’.

Reflection on the experience:

The difficulty of this type of experience was, that I nearly fell into the trap of thinking/assuming
that ‘this Headteacher is hiding something as her school is full of Asian pupils. Perhaps she is
afraid of me exposing weaknesses in the school’. T tried hard to reframe my mind and to stay

non-judgmental. I thought, I have lost one Headteacher’s interview but there was nothing else |

could do.

Two other Headteachers did not respond to more than a dozen attempts to see them for

interviews. They were either with ‘someone’ or ‘teaching’. Ileft my phone number to contact me,

but I had no response.
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These two Headteachers and the previous Headteacher did not return my questionnaire either.
Kahn and Connell [1957] distinguish five principal symptoms of inadequate response:

1) Partial response. Respondent gives a relevant but incomplete answer.

2) Non-response. Respondent remains silent or refuses to answer the question.

3) Irrelevant response. Respondent does not answer the question.

4) Inaccurate response. When the question is answered by a reply which is
biased or distorted.

5) Verbalised response problem. Respondent explains why he/she cannot
answer the question, perhaps he fails to understand it because he lacks the
information necessary for answering it or because he thinks it to be irrelevant or

inappropriate.
[Kahn and Connell 1957, cited in Moser and Kalton, 1971:276]

[ did, however, manage to interview a Head of Pastoral Care from one of the above schools. | had
a good professional relationship with this teacher and at the time of the interview she was

resigning from the school and moving to another job.

One to One Interview:

Whilst interviewing a female Headteacher or a male Headteacher or a Head of Pastoral Care, |
felt the effects of hierarchy. [See Appendix 5 for a sample interview of a Headteacher]. T felt that
teachers had some authoritative means of control in allowing me to interview them and spend
their valuable time with me. I was very cautious about what I said, polite and possibly over-
conscious of a need not to upset them. I felt that they were expressing themselves to me in ways
which signified their importance over me. An authoritative tone in their voices certainly
portrayed a position of power. [It was taking place in their environment] Once the interviews
were over | was grateful and was in an accelerating mood to leave. I have been reflecting on this
issue in my diary. I felt uninvited even though we had verbally arranged an appointment to meet.

Whether it was due to the fact of they and I being aware that | was an Asian man, or whether |
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was projecting my feelings of being nervous and lacking confidence in interviewing for the
purpose of the research, I am unsure. My own doubts left me at the end of the interviews
wondering whether their behaviour would have been different if [ had been a ‘white’ interviewer.
In addition, it could have been that the topic | was researching was too sensitive and political for
them to feel relaxed. The teachers’ non-verbal communication and verbal responses were
defensive. For example in my question to the Headteachers:

HM:  Did the reasons warrant exclusions?

Headteacher: What do you mean? Can you explain what you mean by that?.

This happened almost with all the Headteachers. Some Headteachers commented: “This is a

stupid question to ask’!

This comment belittled me and I felt that I had annoyed the Headteachers. But when I answered
that | wanted to get at other external factors e.g. League Tables or political pressures, this made

them more at ease to answer my questions.

One Headteacher was a bit rude and abrupt when I arrived about ten minutes late, due to traffic
problems on the way to the school. 1 explained the reasons for my lateness, but he refused to see
me and made another appointment for a week later. On my second visit, he invited his Deputy to
the interview. Most of the answers were given by the Deputy Headteacher. All the answers were
short and once the questions were over, both of them took leave immediately saying, ‘We have
another appointment and the people are waiting for us’. 1 felt rejected, it was as if they had

excluded me from their school.
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However, I felt that it was necessary for me to gain some insight by trying to view events, actions,
norms and values from the perspective of the people who are being studied as this is the most
fundamental characteristic of qualitative research. Such an approach involves the ability to
empathise with those being studied. So my concerns about the investigation and the means used

to obtain data gave me cause to reflect about the participants’ concerns in giving me answers to

my research questions.

McCall and Simmons clearly describe the variety of methods involved in ethnographic research
and the methodology used, some of which are relevant because of their use in this research:

.... participant observation is not a single method but rather a characteristic style

of research which makes use of a number of methods and techniques.....

observation, information interviewing, document analysis, respondent
interviewing, and participation with self-analysis.

[McCall and Simmons, 1969:1|
The degree of observation and participation with teachers, Asian pupils, Education Social

Workers, parents and governors varied from complete immersion in school, and interaction with

teachers to participation in exclusion meetings. Because I was employed in the Education

Department and had obtained permission from my Line Manager, therefore 1 was not subjected to
institutional restraints and 1 was able to use Local Authority data, statistics and schools for my
research. A selection of central area schools was made because it was an area | knew well and
an area where the majority of Asian pupils reside. As Nachmias states:
Very often, geographic or other practical considerations will dictate the choice.
[Nachmias, 1992:277]
The advantage of this choice was that staff from our agency based in central area of Birmingham

had worked/liaised with teachers from these schools. In addition, as part of my daily practice it
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was expected that I would liaise with Headteachers, Teachers, Chair of Governors, Governors
and visit schools and parents, consequently there were no problems of access. Burgess states

that:

Access influences the reliability and validity of the data that the researcher

subsequently obtains.
[Burgess, 1984:45]

However the limitation of this selection is that it is an arbitrary choice and means that complete

objectivity is difficult nor is it claimed in this study. Shipman argues that:

Affluent workers, juvenile thieves, working wives, new methods of teaching
children to read studied for their topical importance. But a sample chosen for
convenience, because access is easy or because the school or area has some
unique characteristic limits the study as a basis for generalisation.

[Shipman, 1972:551]
He goes on to state that, ‘where the sampling is purposive there is not even a guarantee of an

even chance’.

I have chosen the sample to provide an in-depth study of a problem. Evidence is collected
systematically and by focusing upon a practical instance, as Nisbet and Watt state:
We can obtain a full picture of the process of interaction. These processes may

remain hidden in a large-scale survey but may provide an identifying of key
issues for future investigation.

[Nisbet and Watt, 1980:5]

Bassey [1981] suggests that, if research is carried out systematically and critically and is aimed
at improving education, through publication of findings, and if existing knowledge is extended

then are valid form of education research.
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On selection and sampling, Fetterman states that:
The most common technique is judgement sampling; that is, ethnographers rely
on their judgement to select the most appropriate members of the subculture or
unit, based on the research question. Some experienced ethnographers use a

rigorous randomised strategy to begin work - particularly when they already know
a great deal about the culture or unit they are studying.

[Fetterman, 1989:38]
My next step was to examine the records of permanent exclusions from secondary schools in the
central area of Birmingham. To record the ethnic origin of excluded pupils was not a normal
practice before my arrival in September 1991 to this department and in the beginning there was
some reluctance to adopt this practice. 1 used The Birmingham City Council’s Equal
Opportunity Document as a weapon to implement this change. I facilitated this change at the
senior level by debating with colleagues. Senior Managers were subsequently convinced and
asked me to write an Equal Opportunity Document specific for The Education Welfare Service
and for The Child Advisory Service, which I did, and later on it was accepted as a policy

document for my particular section of the Education Department.

In many ways I was attempting to make a virtue out of necessity. I muddled through, attempting.
as | did so, challenging my own beliefs to be theoretically aware and trying to be creative, open

and fair in obtaining the best quality data that was possible for me to manage in the

circumstances.

I was aware that:

Keeping the data organised allows the ethnographer to test the mini hypotheses
throughout the investigation. In addition, organised accessible data, are
enormously valuable when the ethnographer leaves the field and tries to put the

entire puzzle together.
[Fetterman, 1989:19]
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After checking the exclusion records exhaustively, I separated the numbers of Asian and English
pupils from African-Caribbean, Scottish, Welsh and Mixed-parentage pupils. This was a
laborious task because I had to check, recheck files, reports and interview concerned team
leaders and social workers before concluding that the pupil in question was definitely related to
specific ‘racial’, ‘ethnic’ communities. To determine the identity of the Asian pupils was
comparatively simple as the naming system and religious column assisted me. In addition, my
own background being an Asian, helped me to ascertain their identities through their names,

addresses and family details.

Exclusion Reports:

I thoroughly studied the reports (one from the school and the other one from an Education Social
Worker) for 26 cases and made a table of events on the basis of which these pupils were

excluded permanently, from their schools.

Schwartman states:
All of the groups that an organisational ethnographer may study will be composed
of specific individuals with particular roles, interacting with each other in specific
occasions. Depending upon the size and complexity of an organisation just trying

to describe and characterise the various parties and gatherings that make up a

setting can itself be a daunting task.
[Schwartman, 1993:53]

At the time of my investigation, only 13 cases of English [not Irish, Scottish or Welsh] pupils
were available in the Exclusion Records of central area of Birmingham and for comparison

purposes 13 Asian pupils [who also were permanently excluded during the same period] were

110



selected. In the period of March 1992 to November 1993 [the time of excluded pupils under

research study] there was only one more Asian case available and that was not included in this

study.

I compared 13 Asian pupils” school reports [Not Education Social Workers’] with the 13 English

pupils’ school reports.

[ wanted to be sure I was asking the right research questions because ethnographers should not
automatically assume that they know the right question to ask in a setting. In fact, as Spradley
suggests, in ethnographic field work, ‘both questions and answers must be discovered in the

social situation being studied’ [1979:32].

After consultation with my supervisor and a break down of the data from the tables a few were
drawn up choosing only four major areas of concern i.e.

* Disruption

* Fighting with other pupils

* Damage to property

* Truancy

The Sample:

The sample consisted of the Exclusion Reports of 26 pupils. Eighteen Headteachers; Deputy
Headteachers, Head of Pastoral Care, four Education Social Workers |One white female, one
Asian, one African-Caribbean, and one white male] were interviewed [See Appendix 6 for a

sample interview of an Educational Social Worker|. Information was gathered from twelve out of
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twenty secondary schools by sending them a questionnaire. In addition, five permanently

excluded pupils in the academic year and their parents were interviewed separately.

Five pupils and their parents who were interviewed, came from Muslim [2], Hindu [1 ], Sikh [1 |
and one Hindu-Sikh backgrounds. Actually, I wanted to interview two pupils from each Asian
community but when I went to visit the Sikh family, I was informed that the other Sikh pupil;
[who happened to be a cousin] has been reinstated. Due to the time factor I did not search for
another Sikh pupil [permanently excluded]. The purpose of this division was to check out if

Asian pupils of different backgrounds have any different experience.

This particular technique is known as purposive sampling. Nachmias suggests that:
With purposive samples (occasionally referred to as judgement samplers), the

sampling units are selected subjectively by the researcher, who attempts to obtain

a sample that appears to be representative of the population........
[ Nachmias, 1992:175]

From a purposive sample of the population [excluded pupils| I chose my subjects by taking the
background in the Asian community. In order to narrow my research project I concentrated on

secondary schools only.

As stated earlier two Headteachers out of twenty did not give me any time to see them. As
Kleinman [1991:184] points out * Field researchers may experience anger, disappointment or
ambivalence towards those they study’. I was fortunate in that [ was able to sharc my feelings
with my colleagues at the Education Welfare Service (Central). Monthly group meetings with our
researchers at the University and my personal tutor were supportive too, and it was encouraging

that I was not on my own. Kleinman argues that:-
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We act as if it is always fun and that any emotional discomfort can be overcome
in a few weeks. It is as if the only uncomfortable feeling we permit is the anxiety
of the first days in the field...... the worry about participants’ approval. Once
participants accept us, supposedly all is well. But other uncomfortable feelings

arise, too.

[Kleinman, 1991:194]

List of Questions:

The original list of set questions was produced by me and I passed it on to several people i.e.

senior social worker colleagues, research colleagues and my tutor who made alterations, added

additional questions and improved the design (See Appendix 4).

Self-completed Questionnaire:

Before constructing a questionnaire I read various books, magazines and articles about the
permanent exclusion of pupils, to know what kind of relevant questions should be devised. For
this specific purpose, in addition, I consulted a number of my ‘ethnic minority social worker

friends’. Finally, I discussed the questionnaire with my tutor and sent it off. [See Appendix 3].

While devising the questionnaire, it was kept in my mind that the questions on ‘race’ be
expanded to cover the cultural and identity aspects of Asian pupils in the schools. These aspects

were also relevant to the Asian teachers and Asian Governors.

Communication plays a detrimental role in people’s lives particularly the school children and
their parents who comparatively hold less power than teachers. If the children and their parents
are not communicated with appropriately, this can lead to serious consequences as the messages

conveyed insensitively could be interpreted and received differently. So a question was designed
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how those Asian parents are communicated with, whose first Janguage may not be English or

those who may not understand the English language at all.

Some questions were on equal opportunity, racial and cultural awareness to find out, how the
needs of Asian pupils are met in the school. Another relevant question to this topic was related
to the equal opportunity policy; racial harassment and multicultural policy, to elicit more
information and to look more closely at the school’s practice issues in order to view how they

influenced the ‘Exclusion’ situation.

At the end an open question was asked (given a free choice) to let imagination run free ‘to make

any further comments to this research’ enough space was provided to answer this question.

In summary the questionnaire can be divided into three broad areas:

(a) General information on numbers of Asian pupils, exclusion, teachers and
governors

(b) Training and policy issues

(c) Communication and identity issues

Transcripts:

Having completed the interviews which ranged between three quarters of an hour and an hour,
the next stage was to transcribe each interview ‘word for word’ which took me approximately two
to three hours in each case. I used a tape recorder to interview (twice) with two parents and two
pupils. Almost all the parents I interviewed spoke in Panjabi. Translating from Panjabi to

English took me additional time. I then gave the hand written transcript to a typist who typed

them for me.
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At the completion of the transcripts, I read each individual one and made notes of issues arising
from the interviews. Throughout the reading I became immersed in the data, recording headings
and themes of contents which formed a pattern of factual evidence of the data.

Burnard writes:

This process of immersion is used to attempt to become more fully aware of the
‘life world’ of the respondent, to enter as Roger (1951) would have it, the other

person’s ‘frame of reference’.

[Burnard, 1991:462]

Limitations of the study:

In terms of methodology getting access to persons who could respond to the questions about
present practice to its problems was a limitation. Time was a constraint for the research
participants and I has to restrict my questions interviews as a result. Limitations may be possibly
in terms of the number of pupils and parents interviewed, but this was circumstantial within the

time frame of the work undertaken. However as case studies they provided valuable qualitative

evidence.

Limitations may be concerned with the boundaries of my professional role - I wanted to

investigate in-depth a small area - a small group rather than cover larger numbers on a more

surface level.

Overall I feel the limitations are those of any qualitative research study confined to a certain area
and time. Nevertheless, the depth of cover, analysis and the resulting conclusions validate the
methods used, I am sure that this research will serve as a valuable resource for policy makers in

education and future researchers in the same field.
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Autobiographical context: Myself and Reflection

I feel that it is important to provide a short autobiographical account in order to enable the reader

to understand how my experiences have led me to where I am now in this research.

I will begin with my choice of workplace and how my career has informed my way of looking at

things and then develop the theme through the research.

[ have had a varied career both in and outside of ‘Education’, much of which has been working

with pupils.

[ came to Britain from India in 1973 after completing my B.Sc. Degree. 1 worked in industry for
a few years before gaining my Diploma in Social Work in 1984. 1 also completed a Marriage
Guidance Counselling course at Rugby in 1987. I worked as a Social Worker in Coventry and
then as a Training Officer with Sandwell Social Services before taking up my position as a
Principal Officer [ethnic minorities] with Northampton Social Services Department in 1989. In
1991, I took up my post as a Principal at the Education Welfare Service Birmingham and

undertook the current research as a part-time student in 1993.

It was always in my mind to conduct research in an education setting particularly in relation to
Asian pupils and how racial and cultural matters affect their educational development. [n my
employment, with the Social Services Departments, these issues were always at the forefront.
Whilst working in the Education Department and the schools I began to question why the
permanent exclusions of African-Caribbean and Asian pupils had been increasing during my

period of working in the department. I began to question various factors e.g. racial and cultural
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matters; support systems and identity issues of pupils in their school lives. In addition, I began
to examine my views on schools as places of power and control. I have professionally been
involved in some bad cases of bullying particularly of a racial nature in schools where teachers
were often the perpetrators. [ began to wonder why the vast majority of pupils accepted their
treatment without question while others rebelled every inch of the way as | myself had done in
my own school days. To develop my understanding of this issue I began to discuss the issues
with colleagues particularly with the Asian and African-Caribbean Education Social Workers
who were in direct contact with the teachers in the schools as well as the pupils who had
problems. My contact with Headteachers/Deputy Headteachers during negotiations for the
placement of excluded pupils encompassed discussion of many issues about exclusion and thus
made me aware of their perspective. It became clear to me that ‘excluded’ pupils, whether they
were at fault or not, had less power than Headteachers/Deputy Headteachers and teachers. My
professional aim became therefore to empower pupils and encourage them to take on some
measure of responsibility for their own educational development. [ arranged a number of training
courses for Education Social Workers on Equal Opportunities; Racial and Cultural matters;
Education Acts and the Race Relations Act to encourage my staff to assist pupils who had
problems in their schools. Before arranging these training courses, team leaders and Education
Social Workers were consulted to find out if they found such training necessary for them before

final decision was made about their running.

Gordon stated that:

People are more likely to accept a decision and are more motivated to carry it out
when they have participated in making the decision - as opposed to one in which

they have been denied a voice.
[Gordon, 1984:241-242]
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There appeared to be a clear demand from colleagues in this case - which led to my intervention.
Through my experience and listening to Education Social Workers, 1 felt; we [Education Social
Workers and myself] had little or no power to engage pupils in changing their behaviour. It was
important to involve the teachers, which was however, beyond the remit of my professional role

situated within ‘Social Work’.

Fontana states the importance of teachers’ involvement with the whole child and propounds that

it is more helpful for pupils when:

The school makes it clear by word and deed that it is there to help children with
both their personal and academic achievement problems.

[Fontana, 1985:50]
While we [myself and staff] had a range of educational skills learnt from a number of training
courses, in order to manage challenging behaviour in our own roles, it was important to us that we

effectively manage such behaviour without shattering an already fragile and low self concept.

It is usually the same form of conflict with authority that has led to a pupil’s exclusion from
school. When teachers are in conflict with pupils there should be a commitment to resolving
such conflicts without either side resorting to the use of power, at the expense of the looser -
inevitably the pupil. Treating pupils as equals, in my experience has lowered resentment and
enabled pupils to be more open with teachers when problems occur. Occasionally teachers use a
behavioural contract with a particular pupil but a teacher’s ethos to be successful needs to be one
of negotiation rather than imposition. If this process breaks down then there is evidence of
unequal power use. Lane sums it up:

The failing student, or one who presents a challenge [inappropriately disruptive]

to the school is often the child who has lost faith in that process of negotiation.
[Lane, 1990:252]
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The concerns above were in my mind before I undertook the current research. Before I began
this investigation, I was not fully aware of the pressures in schools. It is clear that League
Tables, National Curriculum, S.A.T.S, Unauthorised and Authorised absence and Local
Management of Schools has monopolised teachers’ time which formerly may have been devoted
to pupils with challenging behaviour. My experience has taught me that in order to be positive
about other people, we must first feel positive about ourselves. This had led me to consider my
own professionalism. It is difficult for teachers to support difficult pupils in mainstrcam schools
when their own self-esteem is being consistently undermined by a Government introducing more
and more lducation Legislation which takes away their professionalism by dictating to them what

to teach and how they assess their student’s learning.

This raises the question that where then, does this leave pupils with disaffection generally,

emotional and behavioural difficulties in particular and the schools who are trying to educate

them?

Through interviews with some pupils and from the Exclusion Reports prepared by Education
Social Workers, there can be little doubt that mainstream schools have failed to meet their needs
yet that is where most of these pupils would prefer to be educated. The ignoring of racial and
cultural issues in schools leads to pupils behaving in difficult ways and to behaviour which arises

from their anger and frustration. They then get punished which can lead to ‘exclusion” which

affects their educational careers.
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It is difficult to see how we are helping these pupils to overcome their difficulties by excluding
them from schools. Exclusion is often seen by them as a rejection and therefore, this action
lowers their self-esteem further. 1 believe that these pupils have a right to be heard, that their

views are both relevant and enlightening and my current study has voiced their views.

The lack of Asian teachers; Asian School Governors; Anti-racist and Multi-cultural policies in
the schools and training on racial and cultural issues made me consider what action I should
take. T shared my concerns with the Chief Education Officer of Birmingham City Council, who
listened to me carefully and agreed to look into these matters to overcome these concerns. |
agreed to contribute by formulating active strategies to curb the increase of Exclusion in

Birmingham schools through this educational research.

O’Hanlon expresses my views in arguing that:

The researchers’ understanding of the subject after investigation at Ph.D. level
will invariably deepen and become more complex and meaningful and may lead
to a changed perspective on the subject which unconsciously motivates action in
an innovative or novel direction. It can also consciously direct the graduate to
specific new forms of acting because of his/her new awareness and the
determination to make an impact on static or unproductive educational contexts.

Such change in the person is what makes their research educational.
[O’Hanlon, 1994:282]

My training skills on equal opportunities, racial and cultural matters as well as my new found
knowledge on these matters aroused me to volunteer myself to the Chief Education Officer. to

participate and have a lead role for INSET training for teachers.
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I have completed my research four years part-time. During the year of 1995/96 1 worked very
hard studying on somedays for up to 8-10 hours per day. My wife and two daughters suffered as
they could only see me for a short period everyday. My younger daughter who is only 10 years

old stated several times, ¢ Daddy, I miss you, and you don’t give us any time. You are always in

the library’.

I felt extremely guilty that I could not devote enough time to my family. My wife was extremely

supportive but there were occasions when she stated:
That’s enough. Don’t pursue any other studies after this. [ cannol tolerate this
anymore.
In this research there were occasions when I felt exhausted and I wanted a rest from it. I became
sick and needed bed rest. After this, I started my study with a renewed energy and enthusiasm.
Sometimes I got stuck particularly when I started writing my chapter on the interpretation of the
data. I could not write a single word for a week and carried on thinking about this issue and then
one day when I started writing up, I made progress little by little until the flow began. Later on,
it became interesting to write the results of my study from different perspective and 1 really
started living with my data. Day and night I could not think about anything else and was
obsessed with all the people involved in my study. Guidance and encouragement from my

supervisor made me confident to carry on writing until I finished.

The pressure of my study and the hours of my work in the library made quite a set back to my
social life. Family friends phoned on several occasions and each time I was in the library,
including Saturdays and Sundays. At the end, they stopped ringing and visiting us. My family

suffered a lot of isolation because of my study.

121



In relation to the focus of research, I was in a good position because 1 have had a lot of
experience in working with pupils who have either been excluded or are at risk of it. I wanted to
listen to the real stories of these pupils. This, for me, was the only way of getting at their own
unique experiences and the common threads, key issues, ambiguities and contradictions in them.
I acknowledge that, as an Asian male, the data that I have gathered and its interpretation would
have been different if it had been conducted by a non-Asian person. My racial and cultural
background, my knowledge of Asian languages contributed to developing an open discussion with
pupils and their parents.

Oakley argued that:

. . . these signs of interviewees’ involvement indicated their acceptance of the
goals of the research project rather than any desire to feel themselves
participating in a personal relationship with me. Yet the research was presented
to them as my research in which I had a personal - interest, so it is not likely that
a hard and fast dividing line between the two was drawn.

[Oakley, 1988:46]
What they said to me in interviews is not necessarily what they would have said 1o their friends,
it is an account for me. It may be argued by some that I am too close to the issues investigated
here to conduct unbiased research. It is true that I bring to it my own perspective which I have
argued up to this point and from which I have analysed the data collected. [ have, however.
attempted to put my interpretations and pushed views aside until after I had completed the

interviews. | deliberately chose an unstructured interview style so that I was not influencing

what the pupils said.

Being an Asian male person who was born and brought up in India and has been living in Britain

for more than twenty years, and my role in the city I can understand the cultural differences and
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how the education system affects Asian pupils. The inequality I observed in Indian society
through the caste system, though it is not fully comparable to discrimination and racism in
Britain it always aroused my feelings and I wished to do something to redress this inequality. 1
now realise that this has been one of the main reasons that I started writing in my first language
and my articles on various issues of inequality, discrimination, racism and injustice in sociely
have been published in India and in Britain in various Panjabi journals. The maltreatment
suffered by some of my close {riends gave me in-depth insight into the issues of injustice and how
it hurts. I am now more sympathetic to Asian pupils who may have suffered some discrimination
and injustices in their schooling. Like them, I am always recognised as a member of an cthnic
minority. | have a lot of skills, e.g. communication in a number of languages, training skills,
writing skills, managerial skills and negotiating skills which are not always recognised because
people often only see my ethnicity. It is very difficult 1o divorce myself {rom society and the
environment I am living in and the stigma attached to Asian people and the stereotypical views of
some people about them. The same is true for many African-Caribbean and lIrish people and so
many other disadvantaged communities in contemporary society in Britain. The only difference

seem between Asians and African-Caribbean people is their skin colour which cannot be hidden

and we must learn to live with all the labels attached to it.

This research is an opportunity to open up the issue of exclusion of Asian pupils through
research/discussion groups, in seminars, on the radio, in writing articles and in the press. It is an
attempt to give a voice to Asian pupils and their parents who may not be articulate enough or in a
position to fully understand the operation of the education system in Britain. My investigation

has given them a voice and allowed me to speak ‘through’ and “for’ them.



SUMMARY:

The use of qualitative methods was justified, largely because it gave me an insight into the social
worlds of the teachers, Fducation Social Workers, parents and excluded pupils and it offered me
first hand experience of the problem situations and their causes. The themes of concern and
patterns of behaviour produced a description of what it was like. At the outset of this rescarch |
had little knowledge about the characteristics of excluded pupils. It transpired that these were
charm, charisma, articulateness in conveying meaning via spoken language, leadership and
challenge of authority where they found injustice being done to them. The characteristics can be
lodged al points along a positive-negative continuum according to who it is experiencing them.
Thus it is that what may be judged by one to be a necessary, even laudable expression of a
characteristic can be viewed in a negalive light by another. Filstead (1970:4) maintains that
insight into social knowledge is obtained by ‘being on the inside of the phenomena to be
observed’. There were initial difficulties in that a complete stranger had come Lo visil them with
a tape recorder and a note pad which caused anxiety for the interviewees about anonymity. Their
body language including facial expressions, crossing their arms, and their tone of voice,
confirmed this. However, the gaining and sharing of important insights into some of the issues as
reflected in this research assignment may inform the practitioners [teachers, policy makers and

other relevant agencies] such that they may produce policies which will be more effective.

Regarding autobiographical context: myself and reflection

[ came to this country in 1973 and then passed my diploma in social work in 1984 and Marriage
Guidance Counselling Course in 1987. Since then 1 have worked in Coventry, Sandwell.
Northampton and Birmingham Local Authority. In 1993, T joined Birmingham University and

undertook this research on a part-time basis. My work with schools encouraged me to research in
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the area of exclusion of Asian pupils in secondary schools of Birmingham. During my research, [
learnt more about the pressures in schools and a lack of Asian teachers and governors in those
schools where the majority of pupil population was of Asian origin. I was also made aware of the

issues of equal opportunities, racial and cultural matters and training of teachers.

My study affected my family and social life as I could not devote much time to them. However, [

was satisfied that my research would give voice to Asian pupils and their parents’ concerns.
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CHAPTER FIVE

FINDINGS AND ANALYSIS OF EXCLUSION REPORTS

Introduction:

In this chapter I will examine the findings of 52 Exclusion Reports and then will compare and
analyse the six factors which are: Year group, disruption, fighting with other pupils, damage to

property, truancy and ethnic origin.

After studying the 52 reports [two reports for each case i.e. one school report and the other one
from an Educational Social Worker] for 26 cases [i.e. 13 Asian cases and 13 English cases]|. |
made tables of the factors which form the basis for permanent exclusion of pupils from their
schools [See Tables 3 and 4]. Then [ compared these two tables and grouped the data as follows.
I compared five factors only i.e. Year group, disruption, fighting with other pupils; damage to

property and truancy [See Table 5].
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Total Incidents of Permanently Excluded Asian Pupils in Case Study of
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Table 5: Comparison of Total Incidents of Permanently Excluded English and Asian
Pupils in Case Study of Exclusion Reports.

Eng"Sh @ Disruption
DOFighting

@ Damage
0 136 QOTruancy

Asian
@ Disruption
O Fighting
B Damage
25 .o ou D Truancy

@ 94

Year Group: (i) Asian pupils:

Out of 13 Asian pupils in this study, seven were from Year 11 and the other six were from Year

10 group.

(ii) English pupils:
Comparing with the English pupils, out of 13 pupils three were from Year 10 and none of them
were from Year group 11. In this sample, five were from Year group 9, three pupils were from

Year group 8 and the other two pupils were from Year group 7.
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If we compare the percentage of, Asian pupils excluded from Year group 11 they make up 54%

and from Year group 10 they make up 46%.

English pupils on the other hand, in the Year group 10 make up 23% and Year group 9 make up

38.5%; and from Year group 8 make up 23% and the rest from Year group 7 which nearly make

up 15.5%.

Another point to note here is that all the 13 Asian pupils are male and out of 13 English pupils
only one is female from Year 9 and in the rest, 12 are male. Also all the incidents listed arc

counted for one year back dated from the date of permanent exclusion from school.

Disruptive Behaviour:

In this section, I have included not only the disruptive behaviour of Asian and English pupils but

also abuse, rudeness, insults, threats, telling lies and not obeying instructions of the leachers.

(i) Asian Pupils:
Examining the reports [Education Social Workers and school’s] of Asian pupils in this study,

there were no allegations of disruption against two pupils.
Two pupils have one allegation each and another three pupils have two allegations each of

disruption against them. Two of these pupils denied both the allegations made against them.

One pupil was accused of disruption for four times, another one for 9 times | He accepted 7

incidents and denied 2].



Another pupil had 12 allegations of disruption against him. [He stated: he accepts some

incidents but not all].

One pupil was accused of disruption for 17 times and he denied one incident. Another pupil who
was accused of disruption for 21 times, only admitted two incidents. Similarly one pupil had 23

allegations of disruption made against him and he only admitted three incidents.

So, out of these 11 pupils, 7 of them denied one or more allegations of disruption made against

them. The total number of allegations [including the denials] made against Asian pupils are 94.

(i) English pupils:
Comparing with English pupils, there is only one pupil against whom no accusation of disruption

is made.

One pupil had two allegations and another one had five allegations of disruption against him,
whilst there are three pupils who were accused of disruption six times each. One pupil was
accused for disruption seven times, another one nine times [denied one allegation] and another

two pupils had allegations of disruption eleven times each.

Out of the rest, one pupil had 13 allegations, another one 17 and the third one had 38 allegations
of disruption. The total number of allegations [including one denial| made against English pupils

are 131.
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Fighting with other pupils:

(i) English pupils:

Looking at the fighting incidents of English pupils out of 13, there was no allegation of fighting
against four pupils in this sample. Three pupils had one allegation of fighting, each and one of
them denied the allegation made against him. Two pupils were accused of fighting, twice and
another one for three times.

Another pupil had 4 allegations of fighting against him and the other two had five allegations.

Total incidents of fighting in this sample are 24.

(ii) Asian pupils:
Out of this sample of 13 Asian pupils, two of them were not accused of any fighting incidents and

four pupils had one allegation of fighting against them. Two pupils out of these four denied the

allegation.

Two pupils had two allegations of fighting each, one of them denied both the allegations, whilst
the other one denied one incident. Three pupils had three incidents each and the other two had

four allegations of fighting each. Total incidents of fighting in this are 25.

Damage to property:
(i) Asian pupils:
Out of 13 pupils 9 were not accused of damaging any property at all. Two pupils were accused

for damaging property once each and the remaining two had two allegations each, for damaging

property. In total, the incidents are 6.
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(ii) English pupils:

In this sample, seven pupils were not accused of damaging any property at all. Two pupils had
one allegation each for damaging property and the other three had two allegations each for
damaging property. One pupil denied one out of two incidents. One pupil was accused three

times for damaging property and he denied one allegation. In total, there were 11 incidents.

Truancy:

(i) English Pupils:

Out of 13 pupils, five were not accused of truancy. One pupil had onc allegation and another one
had one and a half, of truancy. One pupil was accused of truancy twice and another one for three
times. Another pupil truanted four times [denied one time] and another one truanted 11 times.
It was also recorded in the report that: he is a persistent truant. So | put 12 times for our

purpose. One pupil truanted 31'% times out of 129 days and another one 81 out of 136 days. In

total, truancy happened 136 times.

(ii) Asian pupils:

In this sample 8 pupils were not accused of truancy. One pupil had % time allegation of truancy
and another one had only one allegation. One pupil was accused for ‘missing lessons’ [how many
- there was not mentioned any number] and lateness. So I put 1% for our purpose. Another pupil

truanted 2% times another one for 5% times. In total the figure comes to 11.
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Some other incidents:

(1) Asian pupils:

One Asian pupil brought a metal bar in the school and two brought knives. One of them denied
that he brought a knife in the school. Another pupil brought a knife twice and denied one

allegation. Another one brought a hammer and assaulted a pupil. The second time he brought a

knife and assaulted a pupil.

One Asian pupil was accused of starting a fire in the school, whilst the two were accused of
smoking. Another one had an allegation of using drugs or intoxication. One was accused of theft,

only once and another five were involved with the police.

Six pupils were accused of bullying and three had allegations of setting off the school fire alarm

[two of them denied the allegation].

(ii) English pupils:
Three pupils brought knives in the school and three others started fire in the school. One pupil

was accused of using drugs or intoxication and three others for smoking in the school.

One pupil had two allegations of theft against him and another pupil set off school fire alarm

twice.

Eight pupils were accused of bullying and two pupils had involvement with the police.

One English pupil had allegations of making ‘racist remarks’.



Ethnic Origin:
(i) English pupils:
Examining the recording of ethnic origin of English pupils, in this sample, it was found on the

school reports, that only three reports recorded ‘English’.

Other three recorded British and three others had ‘white’ written on the reports. On two reports
‘White European’ was written and on another one ‘White UK’. There was one report which

recorded ‘European’ in its ethnic origin column.

Overall, there is no consistency for recording the ethnic origin of the pupils.

(ii) Asian pupils:

Looking at the recording for ethnic origin of Asian pupils, 9 school reports recorded ‘Asian’, one
recorded ‘Asian Punjabi’, another one recorded ‘Bangladeshi’, and another one recorded
‘Pakistani’. One report left the ethnic recording column blank.

So, in this sample, the majority of the recording was consistent - ‘Asian’ but the ones who did not

put ‘Asian’ in the column, were recording differently.



Table 6: Comparison of Year Groups of Permanently Excluded English and Asian
Pupils in Case Study of Exclusion Reports

Year Group B English
6to11 O Asian

1 2 3 4 5 6 7 8 9 10 11 12 13

Case Study Pupils

English 9 8 10 9 10 7 3 9 10 9 7 8 9

Asian 11 10 10 10 10 10 11 10 11 11 11 11 11

Analysis of the findings of Exclusion Reports

In this section I would like to analyse the findings of Exclusion Reports discussed in the previous

sections.

Year Group:

All the Asian pupils who were permanently excluded from schools came from Year group 11 or

Year group 10 and comparing them with the English pupils, that was not the case [See Table 6].
Once these pupils are excluded permanently [from Year group 11 or 10], they would have little

scope to resume their education. Consequently these pupils would end up having no GCSE

qualifications and if they have not achieved that basic qualification then their chances to pursue
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further studies are extremely limited. Hence, their chances to get a skilled or a professional job

are very poor. Being Asians, there would be an added disadvantage because of racial

discrimination in the contemporary society of Britain.

Raths suggests that:

All of us, as we grow up, do meet situations of failure and discouragement, of
despair at times, and if these experiences are unusually severe or unusually
prolonged or repetitive, we are apt to lose the feeling of self-respect, of personal

worth.
[Raths, 1972:10]

Year group 10 or 11 is crucial for any pupil in the school. This is the stage of their lives when
they step out in the wider world. Some pursue further studies and some end up in employment.
Losing one’s self-respect and personal worth may not contribute to seek employment or any other

interest, particularly in the current recession.

What are the reasons? Is it the school system including the attitude of teachers? Is it the result of
not understanding the Asian pupil’s behaviour because they come from a different culture? Or
their behaviour was such that teachers felt ‘enough is enough’ and they could not tolerate them

anymore? Or is there an element of discrimination in the whole process of exclusion from

schools?

Definitions of Disruptive Behaviour?

Defining disruption is an almost impossible task and [ have used quotes of various authors to

focus on the diverse concepts of the definition of the words ‘disruptive behaviours’.



Lowenstein [1975] define disruptive behaviour as any behaviour short of physical violence which
interferes with the teaching process, and/or upsets the normal running of the school. Therefore,

Lowenstein distinguished between disruptive and violent behaviour.

Lawrence et al’s [1981] definition encapsulates a common standpoint which interprets disruption

in terms of its consequences for the institution:
Behaviour which seriously interferes with the teaching process and/or seriously

upsets the normal running of the school. It is more than ordinary behaviour ....
and includes physical attacks and malicious destruction of property.

[Lawrence et al 1981, cited in Reid, 1986:35]
Galloway et al argue that children’s behaviour at school does not fall into two neat groups of
‘normal’ and ‘disruptive’, rather it:
Consists of continuum from extremely co-operative to totally unacceptable. Few

children consistently occupy the same point of continuum, their behaviour

changes as their teachers, their age and their family circumstances change.
[Galloway et al, 1982: XV|

So, Galloway therefore defines disruptive behaviour as:
Any behaviour which appears problematic, inappropriate and disturbing to

teachers

[Ibid.]
All these definitions highlight the difficulty of the concept which confuses the issues around
serious and minor misdemeanours. Moreover, teachers’ perceptions of disruptive behaviours are
also important in their practical consequences. Disruptive behaviour from the teachers’ point of
view seems to include ordinary misbehaviour in the classroom, playground, corridors and in
other places in the school. So, disruptive behaviours are those that disturb the teacher or other

pupils, and those which disturb the teaching process.

138



Table 7 Comparison of Disruption Incidents of Permanently Excluded English and
Asian Pupils in Case Study of Exclusion Reports.

Distruption :
Year Group @English
6 to 11 B Asian

English 13 6 38 17 9 0 7 11 6 11 6 5 2

Asian 23 21 1 2 4 2 0 2 0 9 17 1 12

Disruptive Behaviour:

Analysing the disruptive incidents there were seven Asian pupils who denied one or more than
one incident of disruption, whilst comparing this with English pupils, there was only one pupil
who denied one incident only. Overall, the disruption number is high in the English sample

[See Table 7].

Were the English pupils tolerated for a longer period of time for a number of incidents of
disruption, compare to their Asian counter parts? Or the severity of disruption of Asian pupils
was higher than that of English pupils? Or was it a matter of judgement by the teachers?
Reid states that:

Staff room ‘gossip’ can establish long-standing and unfavourable reputations for

pupils; many teachers are prone to make hasty and irrational judgements about

individuals and groups of pupils based on very little evidence.
[Reid, 1986:117]
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Among Asian pupils another factor to look at is spontaneous remission because disruptive

incidents are comparatively less. Topping argues that:-

A major problem in the evaluation of provision for disruptive pupils is that a large
number stop being disruptive after a while quite irrespective of what has been
done to or for them. In other words, the problem behaviour shows ‘spontaneous
remission’.

[Topping, 1983:11|

Topping further argues that:

There is massive research evidence documenting this phenomenon [e.g. Levitt,
1957, 1963; Eysenck, 1960; Lewis, 1965, McCaffrcy and Cumming, 1967;
Rachman 1971, Shepherd et al, 1966, 1971; Glavin 1968; Clarizio, 1968;
Onandaga School Boards, 1964, also see section 3, ‘Prognosis’ in Topping,
1976]. The data of Glavin [1972] are fairly typical - he found that of a large
group of children identified as presenting behaviour problems, in only 30 percent
of cases had the problem persisted on follow up four years later, quite irrespective
of any intervention. Lunzer [1960] noted the apparent spontaneous remission of
‘maladjusted’ pupils who had remained in ordinary schools. A ‘persistence rate’
of around one-third, and a ‘spontancous remission rate” of about two-thirds,

appear with stunning regularity in the research literature.

[Topping, 1983: 11-12]
If we apply the above arguments to English pupils it can be concluded that - that perhaps the
argument supports the fact that when they reach Year group 10 and 11, they stop disrupting. On
the other hand, applying this argument to the Asian pupils, they may have been tolerating
unfairness and conforming for a longer period and in Year 10 and 11 become more aware of the

injustice. They start reacting to the situations because their behaviour was misinterpreted for

racial and cultural issues.

As Warnock [1978] points out:

the underlying problems may derive from or be influenced by the regime and
relationships in schools, and many children may simply be reacting to these

There is certainly substantial and growing evidence for this point of view (e.g. Rutter et al.

1979)
[Warnock 1978, Rutter et al 1979, cited in Topping, 1983:11]
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Looking into the schools’ perspectives on discipline, teachers argue for their schools’ procedures.
Should a disruptive incident occur the pupil will be referred to the Head of Department. If the
latter feels that it is beyond their control the matter will be referred to the Head of Year. This is
very much a ranking process whereby the pupils who go to the Head of Year have had dozens of
cautions by the Form teacher, Head of Department and Head of Year. Even at this stage the
Head of Year may feel that the pupil is beyond his/her control and yet another rank needs to be
added by involving the Headteacher. However, it is not always the case that a pupil is disruptive
in class, so therefore the Form teacher is notified of the pupil’s behaviour and from this initial
stage the pupil climbs up the ladder seeing someone higher up who will be able to control the
unacceptable behaviour perceived by teachers. In the event of it being violence the pupil may be

excluded on a permanent basis.

From the teachers’ point of view Lawrence et al argue that:

Disruption is clearly a matter of practical concern to teachers who worry that it
thwarts their intentions and efforts to teach, it is thus a threat to their raison d’étre
and an affront to their professional existence; no wonder that it provokes a sense
of outrage. Disruption is frustrating, irritating and stressful; in extreme cases, it
may lead to complete breakdown of the classroom order and more seriously, of
the teachers’ health. Senior school staff worry that it may reflect on the
competence of their staff, and at a time of falling rolls and school closures, may
lose them the confidence of their prospective parents. Educational administrators
worry about their legal responsibility to provide appropriate education for every
child and problems which are created when headteachers, having exhausted
coping procedures within schools, resort to the expedient of exclusion and

suspension.
[Lawrence et al, 1989:viii|

Supporting the teachers’ point of view Topping also argued that:

Schools may well argue that the stress and disruption for teachers and fellow
students while they hang around waiting for the problem pupil to ‘spontaneously
remit’ is damaging and intolerable. Obviously, one would have every sympathy
with this point of view, particularly if one was a parent with a child in a class
containing just such a disruptive pupil.

[Topping, 1983:12]
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Some Asian pupils denied some of the incidents recorded in the school reports and some pupils

stated that they had problems with particular teachers.

One of the Asian pupils [given a reference name ‘AA’| informed the Education Social Worker for
the Exclusion Report: about the incidents and the Education Social Worker wrote:
‘AA’ admits to having some involvement in the incidents listed by the school.
However, both ‘AA” and his parents feel that on some occasions ‘AA’ had been
blamed automatically because he was seen as the ‘leader’. Even though ‘AA’
does not deny some involvement, he feels that on many occasions he was not
listened to by particular teachers, which exacerbated the problems.
In another ‘Exclusion Report’ prepared by an Education Social Worker, after interviewing the

excluded pupil ‘MA2’ and his parents, notes that: ‘MA2’ had been involved in a number of

incidents, according to the school report.

However, the FEducation Social Worker assumed that ‘MA2’s’ school attendance did not secem to
be a problem because he had, had no previous involvement with the pupil and the family. The

question can be posed that why an Education Social Worker was not involved when there were

some problems?

Some parents were concerned that their children were not fairly treated and sometimes are

misunderstood. In one of the Exclusion Reports for Asian pupils, an Education Social Worker

wrote:

Father felt very strongly that much of the problem was due to ‘MM’ [pupil’s]
manner [what could be called social skills]. At home his behaviour often looks
bad. when he is talking, trying to explain himself, it looks as if he is threatening
or aggressive. But Father knows that this is a mistake and there is no real
violence behind it. Father believes his son, when he says he did not threaten or

use abusive language to the teacher.
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Similarly in another Exclusion Report, an Education Social Worker noted parents’ views:

His [Father| reason for believing him [pupil] is that in the past ‘BZ’ [pupil] has
honestly admitted to doing somethings in school that were wrong but denied doing
things only when he was unfairly blamed. This time ‘BZ’ has insisted to his
Father that he did not insult, abuse or threaten the teachers, or use bad language.
Father is not happy that the school refused to listen to any explanation from ‘BZ’
or talk to the other boy who admits to pulling the teacher’s clothes. Father is
unhappy generally at the amount of time his son has missed from school recently.
The category ‘B’ exclusion, mentioned by the school, took about nine weeks to
sort out and this interference in the continuity of his son’s education is not
helping him get the results he wants for college.

The above pupil was in Year group 11 and the Father is rightly worried about his son’s future.

Powers’ article in the sixties [Powers et al (1967)] ‘Delinquent Schools’ suggesting that schools
seemed to generate different levels of delinquent behaviour was greeted with disbelicf, and
facilities for research in London schools were promptly withdrawn. Now there is a greater
willingness to acknowledge that schools make a difference and less defensiveness from teacher

associations. But when Disruptive Children: Disruptive Schools? (book) by Jean Lawrence.

David Steed and Pamela Young first appeared in 1984 there was still widespread disbelief and

resistance to the suggestion that teachers and schools might be part of the problem.

Lawrence et al argue that:

The teacher’s role in triggering misbehaviour is often not recognised, or ignored
where it is. Presumably because it seems easier to modify the pupil’s behaviour

than the teacher’s.
[Lawrence et al, 1989:4]

Lawrence et al further argue that:

Hardly any attention in the literature has been paid to the teacher’s background
and its impact on the definition of the problem behaviour in children. Does
previous experience in secondary modern, grammar or comprehensive school
affect a teacher’s view of misbehaviour when he comes to work with children of
widely ranging ability? Do problems persist for some teachers after their first
probationary year? what are the characteristics of teachers who continue to
experience problems and who find the job stressful? How is it possible to give



assistance in situations where it may be difficult even to admit to a problem?
These are the questions that are asked by teacher educators and LEA advisors.

For schools the danger is more subtle: that having identified the problem within
children, for whatever reason - low IQ, class, inadequate socialisation,
environment, poor employment prospects - the teachers will cease to look
critically at their own practices and the ways in which these may contribute to the

very problems which they wish to solve.
[Lawrence et al, 1989:5-6|

In one of the ‘Exclusion Reports’ an Education Social Worker noted ‘AS’ [pupil’s] father’s vicws:
Mr. Singh [father of the pupil ‘AS’| has always been willing to try and work with
the school to resolve problems. Recently when his younger son was sworn at by a
teacher, Mr. Singh listened to the teacher’s explanation and accepted his apology.
If this child could have been an English pupil, his Father’s reactions to the above incident could
have been different. The teachers involved could have been disciplined and this incident could
have become the headline news of the Newspapers, Radio and Television not only locally but
nationally.
[n another ‘Exclusion Report” for pupil ‘SM’ regarding the parents’ statement about exclusion an
Education Social Worker wrote:
At the time of interview mother [of pupil ‘SM’] is on holidays in Pakistan. She is
not aware that her son is excluded for a second time. Father who speaks no
English at all, through the interpreter commented: he knew that his son should be
attending school, the reason for him to remain at home was unknown. Ie was not
aware of the nature, severity and degree of the incident until we interviewed him
on...... He was extremely anxious and implied that he should be informed of the
full incident before hand. He is concerned about his son’s education, and as far
as he is aware he is doing extremely well at school.
The above example shows the communication problems between school and the parents. Where
is the partnership between schools and the parents? Or does this rule only applies to those
parents who can converse fluently in English? Schools of this nature certainly lacked the

sensitivity to communicate with those parents who happened to be from a different ‘race’ and

culture and could not make arrangements for interpreters and translators. In these
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circumstances, how can these Asian parents assist teachers to overcome the problems created or
faced by the Asian pupils? Are we saying they have no right to be communicated with
appropriately and sensitively to enable them to be fully understood in their own mother tongues
and to be aware of the cultural issues and non-verbal communications when meeting them. They
are rate payers and tax payers like English people in this country so they should not be deprived

of their lawful rights? Is this deliberate? Is this a form of discrimination or racism? This raises

the question of intentionality.

Another Asian parent who was fluent in English complained to an Education Social Worker who
wrote in ‘RB’ [pupil’s] Exclusion Report:

Mother feels that she has been very supportive to the school and has taken time

off to attend meetings at the school. In actual fact, the school failed to advise the

parents of the date of the meeting with the Governors - the parents only knew the
date two days before the meeting when Education Social Worker called to discuss

the report.

This is an example of violation of the law which clearly states that parents should be informed
about permanent exclusion, immediately. The governors did not take any notice of these
incidents. It was the responsibility of the governors to enquire about these allegations and could
have demanded a full explanation irrespective of the severity of allegations against the pupil. If a
pupil misbehaves, he/she is excluded, but if a teacher/Headteacher or governors do not comply
with the rules and regulations, nobody takes any notice. If however, someone does take any
action against any teacher/Headteacher, their unions are there to support but there is no union to
support these parents. In addition, many parents do not wish to go through this ordeal either and
hence the people in power (teachers, Headteacher and governors) are excused for not following

the rules and regulations laid down by the Government.
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However, there were some parents who fully supported the school’s actions in excluding their
children. An Education Social Worker noted ‘ZY’ [pupil’s] father’s statement about exclusion, in

the Exclusion Report:

Father quite clearly accepts that “ZY’ was to blame for the incident leading to his
permanent exclusion. He feels that the school have made every effort to resolve
the situation. He would welcome some support from Behaviour Support Service

to address this.
[n another Exclusion Report, the Guardian of the pupil ‘WA’ made the views to an Education

Social Worker: ‘Guardian’ thinks the school acted reasonably in excluding ‘WA’ as there is no

justification for taking a weapon into school’

[F’xamining the English and Asian Exclusion Reports prepared by the Education Social Workers,
it was revealed that out of 13 parents 8 English parents (62%) agreed with the school’s decision
to exclude their children. Whilst, on the other hand out of 13 Asian parents only five (38%)
agreed with the school’s decision to exclude their children permanently. Does this show that
Asian parents have comparatively less faith in school systems? Or they are protecting their male
children? But one thing is clear that the relationships of these parents and the schools are not
very good and this can give a bad image to the school in the community. In that case do the
parents have any choice to send their children to any other school, when - that school may be the
only local one available, where the children can walk rather than bus which incurs some costs to
the parents? If the parents were unemployed, would they be able to take that step? All in all the

situation is complex and does not offer an easy solution.
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Table 8: Comparison of Fighting with Other Pupils’ Incidents of Permanently
Excluded English and Asian Pupils in Case Study of Exclusion Report

Year Group
6 to 11

@English
BAsian

Fighting with other pupils:
Analysing the fighting incidents, four Asian pupils denied any involvement in one or more than
one incident whilst one English pupil denied the one incident of fighting which was made against

her. This was the only pupil [among English and Asians] who happened to be a female.

In total, the number of fighting incidents are almost the same i.e. English 24 and Asians 25

[See Table 8]. In many schools violence is taken very seriously and it warrants a pupil being

excluded permanently.

One may question why the pupil gets into fights - one pupil may in confidence state that his/her
granny has died whereas the other pupil may not trust an adult enough to confide in her/him. If
the pupil is provoked either by teachers or other pupils in a way which is perceived a
humiliation, an attack at personal level of self-worth, then it is possible the pupil will react in a

way which could be seen as ‘aggressive’, ‘disruptive’ or ‘violent’.
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In one of the Exclusion Reports an Education Social Worker recorded pupil’s [ZY] statement

about exclusion:
‘ZY’ explained that he saw the other pupils fighting during break time. He

recalls attempting to break up the fight but was blamed for the incident. ‘ZY” also
recalls an incident about a month ago, when he feels he was wrongly accused of

setting off the fire alarm.

This sort of behaviour generates frustration and anger in the pupil and injures his/her self-worth.

Another Exclusion Report in this sample reveals:
Fducation Social Worker discussed with ‘WA’ [pupil]| the list of complaints
produced by the school. ‘WA’ did not recognise many of the incidents as serious

and would not describe himself as violent or aggressive. He thinks there would

be no danger of aggression if the governors re-admit him.
Humiliation in class and in school in this evidence is powerful and undermines pupils’ feelings
of self-worth. Pupils who are seen as a threat tend to be easy victims. The pupil [*AA’] felt that

Mr. ‘B’ [Teacher] was OK as he tended to listen more than some of the other teachers. The

Headteacher did not listen to ‘AA’ and refused to give ‘AA’ a chance to explain, which he found

‘frustrating’.

The Exclusion Report revealed that:

‘AA’ does not feel able to talk to his dad about the difficulties that have arisen.
His dad gets upset and ‘AA’ does not like making him sad. He says he cannot
handle it when his dad cries because this makes him upset.

Discussing about aggression Armytage [1970] argued that:

Human aggression takes small or large scale forms, is turned inward towards the
person or outward towards others, and is expressed verbally or physically,

indirect or more covert forms.

[Armytage 1970, cited in Lawrence et al, 1989:9]
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Power:

Regarding the relationship between pupils and teachers as in ‘AA’ [pupil]’s case Lawrence et al
state:

There is some evidence to suggest that some children find ‘relating to children’
more problematic than others and need more help in adjusting to the demands
made upon them. There is some evidence to suggest that this facet of schooling is
not all one-sided: teachers also have their problems; they find it easier to relate
to some children than others. If one accepts that, in order to explain the
difficulties people experience in interacting with others around them, onc nceds
to take into account both sides of the interaction, then a social-psychological

perspective may be useful.
[Lawrence el al, 1989:15]

Consideration of the, social-psychological perspective could be usecful, but the power factor
cannot be ignored. Teachers, Headteachers and the governors have more power than pupils and
their parents. When pupils are from a different ‘race’ and culture, their behaviour may he

perceived differently and have less power than their English counter-parts in schools.

Rampton [1981] argues that:

Culturally different behaviours, whether ethnic or class or religious in origin may
be perceived and reacted to differently

[Rampton 1981, cited in Lawrence et al, 1989:17]
An incident with a teacher is revealed in pupil ‘AA’s” Exclusion Report by an Education Social
Worker:

Pupil ‘AA’ agreed that he made threats to the teacher with reference to the
incident where it was claimed that he had been drinking alcohol. ‘AA” admits to
have been drinking what he thought was ‘Kiwi Apple Juice’. When the teacher
came out ‘AA’ was found with a bottle in his hand. The teacher accused him of
drinking cider. ‘AA’ asked his friend if this was true and his friend confirmed
this. “AA” response was to throw the bottle away. The teacher picked up the
bottle and took it into the school. ‘AA’ blames the teacher for informing the
Headteacher that he was drinking cider, which consequently led to the
threatening behaviour. This is the reason why he blamed the teacher for ruining

his life.
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Such behaviour can lead to some pupils reacting violently and threateningly. This sort of
behaviour is difficult to cope with in mainstream schools as it puts other pupils and staff at risk
physically. If a pupil happens to be an Asian there is a danger that the pupil may feel that he
had been ‘labelled’ or picked up because of his culture and background. This can apply to any
other ethnic minority pupil in this kind of situation. There is also a possibility that ‘race” may be
used by these pupils for their defence.

TABLE 9: Comparison of Damage to Property Incidents of Permanently Excluded
English And Asian Pupils in Case Study of Exclusion Reports

Year Group
6 to 11

3 @ English
B Asian

English 2 0 3 2 0 0 0 2 0 1 1 0 0

Asian 0 0 0 2 0 0 1 1 2 0 0O O 0

Damage to property:

Analysing damage to property Asian pupils in this sample committed only six offences in total
[See Table 9]. Examining the severity of the damage and then comparing with English pupils.
there is a huge difference, for example in the Asian pupils’ case, there is damage to a flip chart.
wasted toilet paper. damage to a text book, graffiti on walls, corridors, piles of rubbish, litter and

dirt kicked and redistributed over foyer areas and Tippex smeared.

150



Compared with English pupils’ offences, they committed, in total eleven offences. Their offences
are, damage to a local factory, damage to a car, tipped food and drink from tray deliberately,
chalked obscenities on the wall about staff, burned a boy’s map, graffiti on toilet walls, threw
stones at window and ran away, returned and did the same again, throwing things, threw scissors

at another boy, broke window when playing football in prohibited area and damaged school

property on another occasion.

Another factor to note here is that English pupils are younger than Asian pupils who were

involved in these offences. The question can be asked: are these children ‘disruptive children’
or ‘problem children’ or ‘children with problems’.

Jones et al [1976] explained:
The concepts used in the area of disruption in schools are themselves interesling.
Sometimes the talk is about ‘disruptive children’, around whom there is alrcady a
body of literature. The distinction is made now between the ‘disruptive child” and

the ‘maladjusted child’ the latter often seen as being unwell rather than culpable

and suffering from a psychiatrically diagnosable disorder
[Jones et al 1976, cited in Lawrence et al, 1989:14|

Explaining about the damage to a “flip chart’ where an Asian pupil was involved an Education

Social Worker for the ‘Exclusion Report” wrote:

This involved damage to a “flip chart’. ‘A1’ [pupil] and other boys repaired the
damage and ‘MA1’ thought the matter was resolved

Galloway et al (1982) claim that a pupil’s chances may be influenced at least as much and

probably more by which school he happens to attend, as by any stress in his family or any

constitutional factors in the pupil himself.
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Galloway emphasises the potential of such groups to offer a cooling off period during which staff
and teachers can look at the stresses in school or home which have precipitated the pupil’s
problem, and at the means of overcoming them. He concludes that the problem of disruptive
behaviour is most readily solved by prevention, that special groups cannot reasonably be seen as
a solution to the problems which disruptive pupils cause in schools, that effective pastoral care
must embrace all aspects of a pupil’s welfare in school if it is to make an impact of the level of

disruptive behaviour and that all pupils should feel that the school values their achievement.

Galloway believes that tackling the problem through the school’s policy organisation and ethos is
by no means wishful thinking. A similar point is made by Ford et al [1982]|. She expresses
concern at the growing popularity of disruptive units, at the disproportionate increase in the
number of pupils identified as maladjusted or educationally subnormal and the concentration of
interest on certain types of violent and extravagant behaviour to the relative neglect of behaviours
which may be less threatening to teachers but which indicate deep seated needs. Regularities in
the patterning of problem behaviour in schools - it is experienced more with boys than girls, more
in county than voluntary schools, more with older than younger pupils, more with lower working
class and ethnic minority than with middle class pupils - suggest that explanations and remedies

are more likely to be found in the system of schooling than in the psychology’s of individual

pupils.

At present, teachers are not dealing with only English pupils but with pupils from different ‘race’.
culture and abilities. This makes the teachers job difficult. Lawrence et al argued that:
Thus today far more secondary school teachers than in the past, are teaching

children with abilities, backgrounds and propensities which may lead them into

misbehaviour. In the past they would have been sheltered from such children.
[Lawrence et al, 1989:28]

152



Damaging property may be one of the ways that pupils seek attention or express the frustration.
If pupils are 16 years of age, it may be that they are being treated like small children and they

may rebel against it by damaging property, and other ways seen by the school as ‘disruptive’.

Lawrence et al argued that:

The progressive raising of the school leaving age up to its present point of 16 in
1972-73 has retained in the schools many children whose goals and aspirations
are at variance with those of their schools, who function as young adults outside

school, and are dealt with as children in the school.
[Lawrence et al, 1989:10]

Table 10: Comparison of Truancy Incidents of Permanently Excluded English and
Asian Pupils in Case Study of Exclusion Reports.

Year Group
6to 11

@English
@Asian

100
80
60
40
20

Case study pupils
English 1% 0 0 0 81 31% O 12 4 0o 2 3 1
Asian 0 0 2% 0 0 Yo 0 12 0 1 0 5% 0

(Y2 refers to a 2 day truancy)

Truancy:

In analysing the truancy figures nearly 62% of the English pupils truanted. Among Asian pupils.
38% truanted. The total number of truancy incidents for Asian pupils is 11 whilst the total

number of truancy incidents for English pupils is 136 [See Table 10].
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Another factor to note here is that ‘truancy’ was not the only factor both among Asian and English

pupils, to exclude them permanently from schools.

But why do pupils truant? Is it the attitude of some teachers? Or they do not like certain subjects
or any subject? Or there is some bullying going on in the school and some pupils are really

scared? Or there are some family and sociological factors? Or some other factors?

One of the ‘Exclusion Reports’ for Asian pupils in this sample, revealed:

‘RB’ (pupil) feels he has had a difficult time at the school. He finds the academic
work hard and does not always understand what is happening in the classroom. It
seems that sometimes he opts out by truanting, but of course this merely
compounds the problems as he then gets further behind with the school work.
‘RB’ does not really relate to most of the other students and feels he has little in
common with them. He thinks he has a poor relationship with most of the
teachers - he says he has tried to explain and talk to them but they do not scem to

understand.
Reid [1985a] argued that:

Research that emphasises the processes that go on inside the school suggest that
anti-school attitudes of truants are shaped, in part at least, by the truants’

perceptions of their relationships with teachers.

[Reid 1985a, cited in Reid, 1987:44]

Brown [1987] argued the same points in more depth:

Again, there is a growing body of evidence [Eaton and Houghton 1974; Reynolds
1976 a, b, Reynolds and Murgatroyd, 1977; Cope and Gray 1978, Gow and
McPherson 1980, Mitchell and Shepherd, 1980, Reynolds Jones, St Leger and
Murgatroyd, 1980, Reid 1981, Galloway 1982 a] which suggests that the school

contributes to its own truancy rate. It is not my purpose here to review that

research.

[Brown 1987, cited in Reid, 1987:44].

Blaming the teachers and schools for truancy was not the case a few years ago. Reynolds argued

that:
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There was bias in the psychological and the sociological research of the time.
Simply, there existed a belief in the importance of the family as a determinant of
behaviour such as truancy that moulded research which was tailor-made to
reinforce this initial belief. The greater part of educational research was simply
obsessed with families concentrating on detailed descriptions of children,
families and communities but neglecting to measure any details of the pupil’s
school’s life.

[Reynolds, 1987a: 4|
Research on truancy provided numerous examples of this individualising of the educational
explanations in accordance with the tenants of the dominant explanatory paradigm. The work of
Tyerman [1958, 1968] provides a useful illustration, since his research design and explanations

arc virtually exclusively family-based.

Tyerman [1958:217-25] viewed such pupils as being born into an inferior [sic|] environment.
Although many of the children gave to Tyerman school - based explanations for their truancy, the
author merely noted that these may have been ‘excuses’ and that the schools and teachers may

have been ‘scape-goated’.

One can ask, why was there this bias? Reynolds gives us some explanations when he argued that:

The predominance of former teachers among educational researchers may be part
of the explanation, given their well-documented tradition of blaming everyone
except themselves and their schools for their pupils’ problems.  Perhaps
Government support for certain institutions [like the National Children’s Bureaul]
which have usually generated family-based explanations for pupil problems had
an impact, given that such explanations represented less threat to the status quo
than school-based explanations. Perhaps concentrations upon the families and
homes of children rather than upon their schools simply reflects the fact that it is
easier to harass the parents of the deprived than it is to harass their schools.

[Reynolds, 1987a:3]

Reynolds continues:

Two further factors also seem to have been important. Psychologists laid great
stress upon early experience as a determinant of later development, leading to an
inevitable concentration upon the family to the neglect of the school. It is
important to remember that so great was the belief in the importance of the
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family that any research finding that did not fit with this paradigm [ Kuhn, 1962]
was simply ignored.
[Ibid.]

The National Children’s Bureau study ‘From Birth to seven’[ Davie et al 1972] and other
publications from the Bureau emphasised the family and structural environmental determinants
of children’s behaviour and attainment, as in the reporting of strong links between poor housing
and reading retardation [Donnison, 1973]. Yet hidden in this report | and not examined or
discussed]| were the findings that children’s reading scores in Scotland [ a nation with the poorest
housing in Kurope| were actually the highest in Britain. ‘From Birth to Seven’ is widely reported
as showing the dependence of children upon their family environment - in fact, it shows
children’s independence from their family environment.
The same ignoring of potentially embarrassing results happened with work of Douglas. s
classic studies, “The home and the school’ [1964] and ‘All our f{uture’ [1968] were widely
understood to show the importance of the home. Yet he also showed that the school has
considerable effects on pupils as counties with a high proportion of pupils in grammar schools
achieved academic results above what would have been expected in view ol their home
backgrounds. Douglas himself later [1975] wrote that these findings were the most important of

his study and were ‘ignored in the subsequent debate on the secondary issuc of home

circumstances’.

In ‘AA’ [pupil’s] Exclusion Report the parents’ views were noted by an Iiducation Social Worker:

Both parents are very distressed about the situation and very much regret what
has happened. They do not want their son to go downhill. Father also feels that
from the very beginning he was not made fully aware of the situation at school,
down to when ‘AA’ truanted from school. Even though the school was aware that
Father was on the phone, he was not informed until it reached crisis point. Both
parents feel that the school have blamed many incidents on ‘AA’ because they see
him as the ‘leader’. The parents do not see him as the ‘leader’ rather, he is easily

led.
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Carlen et al put forward their arguments based on their research. Some of the research findings

are as follows:

(2) That in Norwest certain truants are targeted for harsher sanctions and that
such targeting is informed by stereotypes which discriminate according to
typifications of class, gender and ‘race’.

(6) That schools cannot by themselves remedy the gross economic and
educational inequalities which presently make schooling appear so irrelevant to a

minority of young people.
[Carlen et al, 1992:10]
From the above discussion one thing has come out very clearly that apart from other factors
schools are not blameless. There is something in the school which puts off the pupils and they

decide not to stay in the school. The argument of family background and home circumstances is

not compatible for some Asian pupils.

Some other incidents:

Analysing the other incidents like: bringing weapons to the school, starting a fire in the school.
smoking, use of drugs or intoxication, bullying, police involvement and setting off the school fire

alarm, three factors are very important i.e. bringing weapons to the school, starting a fire in the

school and bullying [See Tables 3 and 4].

The use of drugs or intoxication can be attributed once each to an Asian or English pupil.
Similarly allegations of setting off the school fire alarm in total for English pupils are two and for

Asians three of which two are denied. Also there are two allegations of smoking in the school for

Asians and four for English pupils.
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Bringing weapons to the school is serious. Three allegations have been made, in total against
English pupils and seven against Asian pupils. Out of these seven allegations two are denied by
Asian pupils. Bringing weapons in the schools is not only dangerous to other people in the school

e.g. teachers and pupils but also to those pupils who bring them.

Similarly, starting a fire in the school is very dangerous to the people in the school and the school

property. Asian pupils, in total were accused for this only once and English pupils in comparison

three times.

IFor bringing weapons to the schools, the incidents of Asian pupils exceeded than that of Knglish
pupils. On the other hand, starting a fire in the school, total incidents number exceeded are by

Fnglish pupils compared to Asian pupils.
g puy

Comparing the bullying incidents, total incidents of bullying for Asian pupils come to 19 of which
threc incidents are denied, whilst examining the total incidents of bullying for English pupils the
numbers reach to 16 of which one pupil frequently bullies [ this is counted only one for our
analysing purpose| and another pupil bullies continuously [again this is counted as one].

As, regards bringing a weapon in the school, an Education Social Worker noted the views of an

Asian pupil in an Exclusion Report:

‘MA2’ [pupil] explained that the incident related to his exclusion occurred on
Friday....... He said it was non-uniform school day and a friend of his handed him
a coke opener with a knife. He was subsequently seen by a dinner lady in
possession of the knife. He handed the knife to the dinner lady and was then
taken to see the Deputy Head and as a result excluded from the school. He
denies holding a knife in the centre of a group of pupils. he explained that there
was hardly anyone near him at the time of the incident.
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In another report a pupil was accused of bullying. When an Education Social Worker asked
about this from an Asian pupil ‘AA’, he gave the explanation to the social worker for the

Exclusion Report:

* AA’ (pupil) cannot recall what happened on this occasion as it was such a long time ago’

Another Exclusion Report revealed:

‘SA’ [pupil’s] previous category ‘B’ exclusion was over his bullying of other
pupils. On investigating this, it transpired that ‘SA” was severely bullied himsell
as a younger pupil, and now he is older, was revenging himself on other pupils for
that. He still shows some trace of this earlier suffering in that, Mother told: he
gets very angry at times at home but they cope with that and it is not a serious

problem.
In this case it appears that ‘SA’ started taking revenge to what happened to him when he was
young. At that time he must have felt powerless and bullying affected his self-esteem and
identity. Now, as he is grown up he tried to establish his identity and power by bullying the
younger and weaker pupils. As Willis suggests:

You cannot generate fun, atmosphere and social identity by yourself.

[Willis, 1977:23|

Another factor which comes out of ‘SA’s report is that he is not a serious problem at home.

The work of Rutter and Graham [1966] and Mitchell and Shepherd [1966]

demonstrated quite clearly that while some children are a problem at home, there

is very little overlap between the groups.
[Topping, 1983:13].

Research on truancy has perennially provided evidence that bullying is a recurring factor in a
pupil’s refusal to go to school regularly. The Norwest research by Carlen et al was no exception:
Ten [25 percent] of the young people interviewed volunteered the information

that they had experienced bullying at school, most of it restricted to verbal abuse
about their physical attributes, their sexual reputations and their being in

residential care.

[Carlen et al, 1992:143]
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Examining the perspectives of ‘MA2’ [pupil] of bringing a weapon (knife) to the school, it
appears, if his version is marginalised or has not been accepted as the truth.

Galloway et al found that:

The significance of an event can vary from individual to individual depending on
his part in it. The fact that pupils and teachers may describe the same event in

different ways does not mean that either description is false.
[Galloway et al, 1982:48]

Here again the issue is of power. The official records of the schools will undoubtedly contain a
different version of events. Humphries [1981] studies the perspectives of elderly people
reflecting on school experiences in the early part of the century. He argues that education was
intended to elevate working class children to middle class morality and that the only way to study
the resistance of these impositions was through oral history because the official records “so

frequently distort the evidence’.

Racist Remarks:

[n this sample, there is an allegation of making racist remarks, against onc English pupil. The

school report did not explain the details of racist remarks i.e. was that racial harassment by racial

name-calling?

It appears to me that this case of racist remarks must had been very obvious and the school
teacher had to put it on the school report. Otherwise, it is very difficult for the victim - pupil to
report this sort of incident to a teacher. The reasons for not reporting to the teacher could be
various. One, that the pupil feels weak and too down, to report. Second, the pupil thinks if
he/she reports to the teacher and an action is taken against the perpetrator, then the perpetrator

may cause more problems for him/her in the future. Third, the pupil may think whether the
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teachers believes him/her and will they take it serious enough to warrant an action? I know from
experience that when my 12 year old daughter was racially harassed by a few white girls and she
reported this to her teacher, the teacher said ‘don’t make stories, no one harasses anyone here in

this school’. My daughter and myself lost all faith in that teacher and eventually I changed her

school.

Gillborn stated:

Within City Road, Asian pupils were frequently subject to attacks from their
white peers. Usually this took the form of racist name-calling but I also observed
physical assaults, an experience which is not confined to school pupils - a 1981
Home Office report stated that Asians were 50 times more likely than whites to be

the victims of racially motivated attacks.

|Gillborn, 1990:75]

Gillborn further stated:
This kind of victimisation was a common experience for many of the Asian boys
in City Road. Racist name-calling was a regular, almost daily cxperience for
pupils such as Rafiq and Sadiq, and although physical attacks were less frequent

they were by no means uncommon.
|Gillborn, 1990:76|
In the current study I have not come across any racist physical attacks but that does not mean
that they may not happen. Racist name-calling affects one’s personality and a pupil can develop
‘withdrawn syndrome’ i.e. becomes quiet and loses self-worth. Racist name-calling does not

apply only to an individual but to a whole ‘race’ to whom the victim belongs.

Gillborn stated:

Racist name-calling insults not only the individuals who are victimized, but also
their families, their culture - everything with which they identify. As the report
‘Learning in Terror’ [C.R.E. 1988] vividly highlighted, teachers frequently fail to

appreciate the seriousness of such attacks.

[Gillborn, 1990:77]
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[t is most important that schools have a very clear policy on racial harassment or racial incidents;

more so, in the inner city areas of Birmingham, where the majority of ethnic minority pupils go

for their studies.

The Elton enquiry ‘Discipline in schools’ [1989], recommended that schools should have clear
and consistent policies on behaviour, saying exactly what they mean by serious and minor

offences, and how they will be dealt with.

The report also recommends that action should always be ‘based on clear rules which are backed

by appropriate sanctions and systems to protect and support victims’.

In this study and in my experience | have not come across any school which has specific policies
and procedures for dealing with racial harassment or incidents. If the schools have no such
policies then it is difficult to determine how much racial harassment is going on, kinds of racial

incidents and how these incidents are dealt with.

Ethnic Origin:
Analysing the ethnic origin of Asian and English pupils from the school reports, it came out
clearly that there was little consistency [See Table 3]. Either the teachers had not provided the

cuidelines or if the guidelines had been issued, then they were not followed up.

If we look at the history of ethnic monitoring, Sir Michael Day gives us the explanations, when

this started showing some signs in the education.

The question of introducing ethnic monitoring in education was first advocated
officially by a House of Commons Select Committee as long ago as 1977, and has
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been vigorously debated since. Its persistence as an issue reflects the
widespread concern about apparent differences in educational achievement
between pupils from different ethnic groups, and what schools should do about
this. As there are virtually no national statistics on academic performance, by
ethnic groups, much of the debate on ‘under achievement’ has been speculative
and sharply polarised. Nevertheless, there is sufficient evidence from local
research studies that certain ethnic groups are doing significantly less well at
school, and that discriminatory practices in schools can have seriously damaging
consequences for ethnic minority pupils in terms of their experiences and future

prospecits.

[Sir Michael Day, 1992:6|

In England and Wales, schools and LEAs began collecting ethnic data in
response to circular 16/89 ‘Ethnically - based statistics on school pupils’ issued
by the then Department of Education and Science [DES], which expects all LEAs
to submit aggregated ethnic data on all pupils entering state schools at the age of

five and eleven.

The DfE Scheme:- Since 1990, LEAs and grant-maintained schools have been
requested by the DfE to collect data on the ethnic origins of all pupils entering
school at five and eleven, as well as details of the languages they speak and their

religion.

The ethnic categories used by the DfE are compatible with those used in the
1991 census, and with the C.R.E.’s own classification system, which has been

revised recently after extensive consultation.

The categories are:

White

Black - African

Black - Caribbean

Black - Other (please describe)

Indian

Pakistani

Bangladeshi

Chinese

Any other ethnic group (please describe)

The DfE initiative has three main limitations:

* Tt will be sometime before ethnic data are available on all pupils in the state sector.
* The scheme does not make it compulsory for parents to co-operate.

* There is no obligation on schools and LEAs to make use of the data to implement an equal
opportunity policy.

[ C.R.E. 1992a:11-13]
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This research reveals that schools ignored circular 16/89 and the DfE [now DfEE] scheme
[1990]. In addition it also shows that LEAs have not monitored this issue and taken any action

against the schools.

[rom my own personal experience, there was no consistency in recording the ethnic origin of
excluded pupils in Education Welfare Service records in the central area, in 1991 when | started

my job there. [ believe this was true in the other two arcas - North and South of Birmingham.

[lowever, the analysis of exclusion on the basis of ethnic origin, and gender monitoring was/is in
operation at the central headquarters of Education Department of Birmingham. This analysis is
done on a quarterly basis giving the details of each school who has excluded the pupils. The

status of the school e.g. Grant-Maintained, voluntary aided is also recorded.

SUMMARY:

Comparing 13 permanent Exclusion Reports of English and Asian pupils, it was revealed that the
majority of excluded Asian pupils were in Year 10 or Year 11 and none of the excluded English
pupils was in Year 11, only three were in Year 10. Overall, disruption, truancy and damage to
property incidents with English pupils were higher than that of Asian pupils. The number of

fighting incidents with other pupils were almost same i.e. Asian pupils (25) and English pupils

(24).

It was found that there was little consistency in using the ethnic origin of Asian pupils in school

Exclusion Reports.
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CHAPTER SIX

INTERPRETATION

Introduction:

In order to interpret this data 1 would like to introduce the role of self-concept in pupil
behaviour. Although there are undoubtedly social/cultural reasons for the behaviour of pupils,
somehow their self-esteem becomes lowered through schooling which is particularly evident at
secondary level. It has been my experience, permanently excluded pupils have low scll-estecem
even though many of them present a front of self confidence or even arrogance. The role of sell-
concept in pupil behaviour is important and self-concept has three aspects i.e. self-image, ideal-
self and seclf-esteem. The Exclusion Reports revealed five themes: (i) Pupil/Teacher
relationships and the pupils’ disatisfaction with them: In this section, respect, fairness,
disregard, trust, being shown up and inappropriate ‘handling’ by staff of pupils is discussed. (ii)
The pupil’s role within the school, peer group and teachers’ expectations of behavour: In this
section, the influence of peer group is examined to find out how it plays a significant rolc in
determining pupils’ behaviour. (iii) Schools structures, rules and punishments: In this section,
sanctions and school work is discussed. (iv) Parents and community responses to behaviour: The
expectations of parents and community are examined in this section. (v) Pupil identity and
survival in the school: In this section, pupils’ socialisation with peer groups or gangs to gain

security and identity is discussed.

In the seventies much research was done into the nature of self-concept and the effects of low

self-esteem upon individuals and their schooling [Burns 1977; Thomas 1973; Barker Lunn

1970].
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Maines and Robinson defined as person’s self-concept as:

...... his perception of his unique personal characteristics such as appearance,
ability, temperament, physique, attitudes and beliefs. These determine his view
of his position in society and his value to and his relationships with other people.

[Maines and Robinson, 1988:4|
It has been suggested that self-concept has three aspects: Self-image, Ideal-self, and Self-esteem

|Lawrence 1973; Maines and Robinson 1988].

Self-Image:

This is the idea that we have of our social, intellectual and physical self which we obtain and
modify according to how we are accepted and valued by ‘significant others’ c.g. parents,
teachers, peers and also by events we experience. Often these experiences are of an extreme or
persistent negative nature occurring in childhood such as physical, emotional and sexual abuse

[Bass and Davis 1988; Mearns and Thorne 1988].

Ideal-Self:

This is our image of what we would ideally like to be and is based upon our knowledge of

qualities which we know are valued from our interaction with ‘significant others’.

Self-Esteem:

This is the degree of respect that a person has for himself and effects us all in our ways of
interacting with others and in our behaviours. The greater the difference between our self-image
and our ideal-self the lower our self-esteem is. A pupil with low self-esteem will find it difficult

to attempt new ways of behaving. They will cling on to old patterns of behaviour, regardless of
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how much trouble they get into, in order to behave in a way which is consistent with their poor

self-image [Maines and Robinson, 1988].

This then becomes a self fulfilling prophecy, with adults responding to the negative behaviour
rather than what underlies or causes the behaviour. Given that behaviour is mistakenly seen as
an intrinsic part of the person rather than a symptom of underlying distress, the pupil will begin
to internalise the negative messages that everyone around them is giving and continue to believe
that they are of no value. Mearns and Thorne summarise that:

Once such a self-concept has been internalised the person tends to reinforce it,
for it is a fundamental tenet of the person-centred viewpoint that our hehaviour is
to a large extent an acting out of the way we actually feel about ourselves and the
world we inhabit. In essence what we do is often a reflection of how we evaluate
ourselves and if we come to the conclusion that we arc inept, worthless and
unacceptable it is more likely that we shall behave in a way which demonstrates
the validity of such an assessment. The chances therefore of winning esteem or
approval become more and more remote as time goes on.

[Mearns and Thorne, 1988:7|

This is supported in the, ‘MA1’ [pupil’s] Exclusion Report prepared by an Education Social

Worker:

‘MAT’ was born in Pakistan. The family moved to Germany and he attended
school there from the age of six until he was ten - then ‘MA1’ came to England.
He was unable to speak English. He found school extremely difficult and his
very limited English compounded the problem. For a time he opted out of school
and had little interest in school work. He did not try very hard with his studies
and gained a reputation for being ‘thick’. Later he worked harder and made a
greater effort with the academic work but found he was trapped in a negative role
- stuck with the label ‘dumbo and thickie’ and did not receive the
acknowledgement and recognition he felt his efforts deserved - his

contemporaries still regard him as thick.

The Report continued:

Thus - the negative reputation inhibited the ability to make more positive
relationships which undermined his confidence and left him lonely, depressed
and vulnerable - dependent on the group for friendship and support or any other
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friendship he could trawl. When asked how others would see him - ‘MAI’
answered: a waste of time, dim, stupid, someone who does silly things, which
should be avoided and a bad influence on other boys. At times, he does present
himself as a sad and lonely young man.

I will now look more closely at the five basic themes which have emerged from the ‘Exclusion

Reports’ data and look at how they may be interpreted through this theory.

Iive basic themes are/were:

(1) Pupil/Teacher relationships. The pupils dissatisfaction with them.

(2) The pupil’s role within the school. Peer group and teachers’ expectations of behaviour.

(3) Schools structures. Rules and punishments.

(4) Parents and community’s responses to behaviour.

(5) Pupil identity and survival in the school.

Pupil/Teacher Relationships: The pupils’ dissatisfaction with them:

This theme falls into several categories:

Respect:
The issue of lack of respect by staff was a common grievance expressed by the pupils in the
Iixclusion Reports one Exclusion Report noted:
AA [pupil] feels that on this occasion he was given a ‘raw deal’. He thought that
he had completed the work he was given at the level required. He had
concentrated well and was quiet throughout the lesson.

Being treated with respect is a key issue in self-respect work. If we are to value ourselves we

need to be made to feel valued by ‘significant others’. Lack of respect by teachers reinforces the
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low self-esteem of the pupils and often has the effect of making them feel that they are being
treated as young children. Pupil ‘JR’ made his views known to an Education Social Worker for

his Exclusion Report:

‘JR’ recalls that he became very angry and frustrated because his teacher was
writing notes about him, additionally he also kept miscorrecting him for minor
mistakes.

The feeling of not being respected was mainly generated by the way that teachers spoke to the
pupils.

‘JR’ also remembers a further incident when he was invited along with his brother

to see the Headteacher [father was in Saudi Arabia]. On that occasion ‘JR’

became angry at being asked to do a role play incident that led to his disruptive

behaviour.

Fairness:

FFairness was an issue for these pupils in that they felt that they were not listened to and did not

get the fair deal.

Exclusion Report of ‘BZ’ [pupil] noted:
‘BZ’ does not think he was fairly excluded. He does not know why Mr. R.
[Teacher] came up to them in the playground in the first place. They were doing
nothing wrong. ‘BZ’ did not touch Mr. R. at all, or his clothes, but Mr. R. touched
his [BZ’s] shirt, admiring it and also took BZ’s hat and brought it into the school.

The following example illustrates how a pupil’s perception of that incident appeared very unfair

and that the power is all on the teachers’ side. When it came to a confrontation with a member of

staff it appeared that it was always the pupils that were deemed to be in the wrong.

‘BZ’ moved on when Mr. R. told him and Mr. R. followed behind. He and others
were going into the school for their next lesson, so were not ‘following” Mr. R. in
any harmful way. ‘BZ’ said he asked Mr. R. for his cap back and Mr. R. said.
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‘follow me’, so he accompanied him into the school but left him to go to class
when the bell went. At lunch time Mr. R. told him Mrs. H. [Headteacher] had his
cap. ‘BZ’ did not think anything serious had happened, Mr. R. seemed not at all

upset by the joking among the group of boys.

After school ‘BZ’ said Mrs. H. [Headteacher] just gave him his letter of exclusion,
gave no explanation and would not tell him what Mr. R. had said. He also could
not get Mr. R. to talk to him. He was very upset and found the boy at the bus
stop, whom he knew had pulled Mr. R.’s coat and brought him back to tell the
teachers the truth. He also brought back another boy who was to blame, but did
not really want to admit it. ‘BZ’ explained to me that ‘H’ [another pupil| was
willing to own up but no one would listen to their story and just ordered them out
of the school. He was very upset indeed by this treatment that he thought was
most unfair and asks the Governors to take that into account.

Such an incident only serves to reinforce the pupil’s feeling of not being valued. If they have low

sclf-esteem these perceived negative messages will become internalised lowering their fecling of

self-worth.

Disregard:

Young people with low self-esteem internalise the negative messages that they receive and scem
to generalise these. This becomes apparent in that the pupils felt that staff did not like or care
about them although it is hard to believe that ‘every single teacher’ felt this way.

lixclusion Report for ‘MM’ [pupil| noted:

He [*MM’] was very upset when given his letter of exclusion because he felt it was
completely unfair. He said he wanted to know what the teacher had said about
him, and wanted Mrs. H. [Headteacher] to listen to his story, but he quoted her as
saying she would not listen because he could explain it all to the Governors.

Trust:

Trust is an important aspect of any good relationship. As I have stated previously our self-image

can be damaged considerably by negative experiences such as abuse of any kind. Such abuse of
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children by adults is fundamentally an abuse of trust, hence trust becomes an issue of primary
importance to these young people. It appears from the data that these pupils feel little mutual
trust in their relationships with many teachers.

Pupil ‘QM’s Exclusion Report revealed:
He [‘QM’] does feel he has a poor relationship with the teachers - in ‘QM’s’ view
they don’t like him and want to get rid of him

Pupil ‘AA’s’ comments need more attention. His Exclusion Report revealed that:
He relates well with all of the teachers [at one of the Pupil Referral Units] and
claims they treat him fairly. ‘AA’ feels that the teachers are able and willing to

take time out and help him, particularly when he is finding any aspect of the work
difficult. ‘AA” also relates well with his peers at the centre.

This Exclusion Report also noted:

With reference to school, ‘AA’ said that the teachers were alright to his face but

would then ‘stab him in the back’.
I wonder if the teachers at the Pupil Referral Units have less pressure or more skills to deal with
pupils like ‘AA” or there is a difference of attitude among teachers of the schools and the Pupil
Referral Units. Or there are some other factors. Whatever it might have been, one thing is clear

that ‘AA’ [pupil’s] behaviour was different in the pupil referral unit than that in the school.

Shown up:

For pupils with a fragile self-concept public humiliation is an intrinsic attack upon their self -
esteem. Some pupils reported some incidents of having been shown up by teachers which added

to their resentment. This sort of behaviour also made some parents upset.

‘Mrs. B.” Mother of ‘RB’ [pupil] expressed her views to the social worker who went to see her for

the Exclusion Report, the report noted:
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Mrs. B. was upset when the alleged incidents were brought to the attention of the

other pupils in a very public way, which was humiliating and very upsetting for

‘RB’ and the family’.
Inappropriate ‘handling’ by staff:
There are some Exclusion Reports which have revealed that when staff were ‘physical” with
pupils it provoked them into reacting violently. Such behaviour is difficult to cope with in
schools as it puts other pupils and staff at risk physically. 1 believe that these situations need to
be looked upon differently. There are, undoubtedly, several pupils in our schools who cannot
bear physical contact. 1 would assert that it is likely that such pupils have been subjected to
inappropriate physical contact in their past and that, when it happens in school, their reaction to
it stems from all the feelings of powerlessness and fear stored up [rom previous expericnces

which is vented as anger. This may go someway to explain what staff often sce as an over-

reaction by pupils.

One of the excluded pupils ‘AS’ informed an Education Social Worker, who prepared his

ixclusion Report for the governors’ meeting:

‘AS’ said that Mr. R. [teacher] then grabbed his arm and squeezed it. ‘AS’
explains that he felt threatened and so immediately reacted by shrugging oft Mr.
R. [teacher]’s hand saying ‘don’t touch me’.

Relating to ‘Shown up’ and inappropriate ‘handling’ by staff Exclusion Report for pupil “ZY

revealed:
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‘ZY’ said he was grabbed by the back of the neck and asked to hold his hands over his head in

full view of the school.

The pupils role within the school. Peer group and teachers’ expectations of
pup group P

behaviour:

Having a laugh is an important strategy for young people when dealing with boredom at school.
It can also be used by pupils to make teachers feel uncomfortable or excluded. Woods |1989]
sees laughter as a form of resistance and says that both disruption and truancy can often be
enjoyable activities, especially compared to the dullness of daily life.

Woods states that:

Some pupils, already alienated from school by virtue of their background, social
class, culture and similarly structurally located in school as their parents are in
work, also cope, largely through humour and laughter. For them, in fact, it
transforms the situation into one that they consider is of an advantage to them.

[Woods, 1989:222|

Exclusion Report for pupil ‘MA1’ noted:

[t seems he [‘MA1’] arrived from the chip shop late for registration. ‘MAT” went
to registration but no one was there so he looked for his class in the English room
but there was no sign of anyone. The room opposite was occupied and as he
opened the door a girl pulled down his track suit bottoms. The trousers were
extremely loose and almost falling down because they were far too large and

belonged to his father.

Another pupil ‘QM’s’ Exclusion Report revealed:
On the bus journey back to the station ‘MA1’ [another pupil] jokingly kicked a
newspaper which belonged to another passenger on the floor.

My research data not only reinforces the importance of having a laugh but also suggests that

these pupils have taken on the role of the person who ensures that everyone else can have one.



This role in their peer group was also seen as a contributory factor in getting into trouble.
Longworth-Dames [1977] asserts that by secondary school age pupils will have definite

reputations to maintain and that labelling means that they are also unable to lose face.

Longworth-Dames states that:

Peer acceptance is often a stronger determinant of behaviour than adult
acceplance, especially where the latter precludes the former. Excluded children
could be behaving in a very socially precise way to maintain their image in their

subculture.
[Longworth-Dames, 1977:171|

Reid argues that:
The influence of peers and friendship groups on behaviour in schools, inside the

classrooms and within the local environment should never be underestimated,

especially amongst teenagers who are at a vulnerable age.
[Reid, 1986:05]
This certainly seems to be the case for these pupils:

In ‘SA’ [pupil’s] Exclusion Report, an Education Social Worker noted the views of ‘SA’s” Mother:

‘She thinks he has very unsuitable friends who call him a coward if he does not join in what they

2

do’.

The pupils also highlighted the importance of ‘reputation” and its effect upon their behaviour and
that of the teacher. This reinforces my assertion that the problem of low self-estcem can he
exacerbated by teachers labelling pupils as disruptive, causing them to become more

challenging.

Pupil ‘AS’ expressed his views to an Education Social Worker who prepared his Exclusion

Report thus:

‘AS’ sometimes feels that he is not given a fair chance to change because some of
the teachers automatically think of him as ‘trouble’.
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Another pupil ‘RB’s Exclusion Report revealed:

‘RB’ feels that perhaps he has acquired a rather negative reputation and has
become labelled as a troublemaker which has added to his difficulties - certainly
he looks much older than his fifteen years and appears to be tall and tough in
stature.

Wright uses the following quote from an African-Caribbean pupil which illustrates my point:

..... I suppose it makes me behave bad, they pick you out, on your colour. They
tend to say, oh well, he’s black, so it’s to be expected, they’re bound to do that, so
when they give you that kind of attitude, you think, oh well, blow them, if that’s

what they think, why not act like it.
[Wright, 1987183

Robinson argues that:
Due to the negative images of black people that have emerged from the
Eurocentric approaches, it is clear than an alternative [rame of reference is
imperative. It can be seen that traditional psychology has failed to provide an

accurate understanding ol the black reality. In facl, its usc has, in many

instances, resulted in the pathologisation of black people.
[Robinson, 1995:17|
This process of stereotyping and labelling involves three stages:
As Hinton states:

The first is identifying a set of people as a specific calegory..... [this might be] .....

skin, colour, sex, age..... The second stage involves assigning a range of
characteristics to that category of people ..... The final stage is the attribution of
these characteristics to every member of the category..... This  over

generalisation... brings out the prejudiced nature of stereotyping as all groups

members are placed in the ‘strait jacket’ of the stereotypes.
[Hinton, 1993:6]

Robinson argues that:

The dynamics of stereotyping ascribe to a single individual the characteristics
associated with a group of people or extend to a group the characteristics
attributed to a single individual. The stereotype generally represents a negative
judgement of both the group and the individual and emphasises negative
differences. For black people, negative stereotyping has revolved around skin
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colour, low intelligence, pathological behaviour etc. Stereotyping occurs in the
context of racism as a means of explaining away black people as inferior.

[Robinson, 1995:32]
During in-service training [you can .... you know you can! a self-concept approach| Maines and
Robinson [1988] explain this by putting forward the notion that if a person’s ideal-self is
completely unobtainable they may then substitute one which is more easily achieved. [t may be
argued that a pupil who is consistently feeling that they are ‘not good enough’ will be pushed into
becoming a member of a ‘delinquent’ group because within that group they will be seen as OK
and their self-esteem will rise within that situation. As professionals there can be little doubt that

we may see ourselves as ‘significant others’ in a pupil’s life and that, as such, we can and do

influence a pupil’s self-esteem.

Burns stated that:

Teachers can reinforce the poor opinion a child already has of himself when he
begins school, but they can also, in fact, help to reverse this opinion and to create

in the child a more positive view of himself and his abilities
[Burns, 1982:vi|

Schools Structures. Rules and Punishments:

Work:

A number of Exclusion Reports have revealed that the ‘school work” was not liked by the pupils.

Some felt, it was beyond their capabilities.

Many pupils with low self-esteem will often refuse to attempt work which they feel is beyond

them or they may say that it is ‘crap’ or ‘boring’. Both these strategies are employed in order to

reduce the risk of failure and protect their self-concept.
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‘RB’ [pupil’s] Mother expressed her views to an kducation Social Worker for the Exclusion

Report regarding the academic capability of her son:

Mrs. B. says ‘RB’ is not academic and has never really like secondary school. He
finds the work difficult and needs special help with the lessons. Mother did have
a discussion with Mr. C. [teacher] who suggested the possibility of a less
academic and more practical approach but nothing happened.

Another pupil ‘AA’ revealed his feeling in the Exclusion Report:

‘AA’ admits that on occasion he has been late for his lessons. He does not feel
that it helps the situation when he is on report as well. He thinks that this
discourages him from turning up at all and he fears that he will get into further

trouble.

In the same [above]| report, it is noted

After speaking to ‘AB’ [Pupil’s Referral Unit] he explained that ‘AA” is achicving
his grades when he attends the centre [Unit]. However, ‘AA” appears to have

some learning difficulties particularly with reading.

MATY’ [pupil’s] Exclusion Report reveals:

..... prior to starting at another school, the issues of ‘MAL’s self-image and his
ability to make positive relationships needs to be addressed to enable him to
make an effective and successful start at his new school.

Another pupil ‘QM’ behaved differently when his Father was abroad, but this does not mean that

he liked school when his Father was not abroad. His Exclusion Report states:

Father went to Pakistan about twelve months ago and during this time ‘QM’
truanted from school. While Mr. S. [Father] was away ‘QM’ left home as though
he was going to school, and arrived home at the appropriate time but did not
attend school........ although ‘QM’ never really liked school. Mother and Father
think he has not done very much school work and feel he does have special

needs.
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Sanctions:

There is enough material in the Exclusion Reports about the nature of sanctions employed in the
pupils’ schools, particularly with reference to the threat of exclusion - the ultimate sanction - and

its efficacy.

‘AS’ [pupil] gave his version of events to an Education Social Worker who prepared his

Exclusion Report:

Mr. R. [teacher] had asked an examination question. ‘AS’ had paused to think of

the answer. He says that he was just about to give his answer when Mr. R.

obviously thinking that ‘AS’ was not listening, asked him to get oul of the

classroom.
In another incident, in the same Exclusion Report ‘AS’ explains:

That he approached Mrs. J. [Headteacher] and asked her if the detention could

be moved to another day because he had to pick his younger sister from ‘Y|

school. ‘AS’ says that despite his explanation Mrs. J. insisted that he stayed.

‘AS’ says that he felt as if he was not being given a fair chance to explain.
It is obvious from the above two examples that teachers have power and that thal power can be
used in anyway they wish to. In addition, I wonder, if there is any element of cultural
misunderstanding for example ‘AS’ might have been assigned a duty by his parents o pick up his
sister everyday and to escort a sister being female is crucial in Asian culture. This remains a
number one priority unless an alternative safe arrangement is established. ‘AS™ might had been
thinking that it was discrimination to which he put mildly ‘not being given a fair chance’. The

same Exclusion Report also noted that:

The Education Welfare Service has not had any previous involvement with this

family.
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The above lines are mentioned in the beginning of the report. The question can be posed that if
‘AS’ had some behavioural problems in the past, then why was the Education Welfare Service not
contacted for assistance? s it that the teachers were looking for an excuse to get rid of ‘AS’
being an Asian? If that was the case, then it could be concluded that it was a misuse of power

and an exercise of racial discrimination.

‘MA1’ [pupil’s] Exclusion Report noted:

‘MA1’ acknowledges he has been in trouble before the recent incident, but he did
hope that these issues had been resolved satisfactorily and hopefully forgiven.

The above Exclusion Report further noted:
....... ‘MAYT’ does feel it is unfair that he played a fairly minor part in the whole
‘H/N’ incident and was permanently excluded, while some of the main
participants remain in the school.

The notion of self-concept is central to the humanist perspective of psychology. At the centre of

this model is the individual’s perception of himself [his sclf-image| and his unique perception of

others and the world around him.

Robinson states:

Perception is an active, not a passive process. It is one in which the perceiver
adds his/her own meaning to the data provided by his/her senses.

[Robinson, 1995:31]
From within this paradigm effective learning and positive behaviour may be seen as a result of
the ways in which teachers and pupils interact [Reid et al, 1988]. As professionals [teachers]| we
have a responsibility to be aware of the importance of raising the self-esteem of pupils in our

interaction with them. From the Exclusion Reports [my data] I would argue that the pupils in
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these Exclusion Reports have low self-esteem. This is reflected in their feeling of not being liked
or cared about, perceiving very little trust or respect, in fact, it is apparent through everything

that they have said to the different Education Social Workers, who prepared their Exclusion

Reports for the governors’ meetings.

Some of the Exclusion Reports revealed:

Both parents are anxious for an early return to some form of education for their
son. ‘MA2’ [pupil] acknowledges that this is a very important stage of his school
year, and that if he is gong to achieve any form of qualification he must work very

hard.

‘SM’ [pupil’s] Report noted:

‘SM” stated that he would like to return to school to complete his GCSE as he is
intending to obtain a college place on the BTEC in Finance. If it is not possible
for him to return to school, arrangements should be made al a unit where his
needs can be met. His Father wishes for him to complete his education and go to

college where he can continue with further studies.

‘AA’ [pupil’s] Exclusion Report revealed the views of the pupil and his parents regarding his

future education:

‘AA’ and his parents feel that if he was given a fair chance then they would like to
see him return to..... [school]. Failing this they would like ‘AA’ to finish his

education in another appropriate setting.

‘BZ’ [pupil’s] Exclusion Report noted:

Mr. Z. [Father] agrees with his son that the school does not appear to have treated
him fairly. He feels his son was put out without a chance to explain himself and
there would have been no subsequent disturbance if the matter had been properly
investigated. Consequently, Mr. Z. wishes the Governors to insist on a proper
investigation by the school, resulting in the clearing of his son’s name, so that he

can get a good college place.

Like ‘BZ’ and his parents, similar comments are echoed by ‘MM’ [pupil] and his parents:
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Clearly both parents and pupil feel the exclusion to be unfair. They think if Mr.
R. [teacher] and Mrs. H. [Headteacher| had questioned him before deciding, the
exclusion would not have happened and if they had subsequently spoken to his
witnesses a lot of the aggression would have been defused and the events of the
late afternoon would not look as serious. For these reasons they ask that ‘MM’ be
re-admitted to the school.

Category ‘C’ Exclusion seems to them too serious a penalty for the part ‘MM’
played in the whole incident and would not make allowance for his subsequent
upset behaviour when he felt himself unjustly treated.
I would argue that the concept of low self-esteem goes someway to explain what the difficultics
have been for those pupils who have been excluded from school. There can be little doubt

however, that there are other pupils in our schools who also have low self-esteem yel manage to

maintain their places in mainstream schooling.

Parents and Community Responses to Behaviour:

Asian parents live in a very close knit community where most of the people know cach other’s
affairs. They have their ties from their backgrounds i.e. they may be from the same village or
they may be extended relatives to each other. In this country, they may know each other through
their social networks e.g. weekly gathering in a Sikh or Hindu temple or in a mosque. Or they
may know each other through a number of Asian organisations of which they may be a member.
So when someone’s child is excluded from a school, this news circulates in the Asian community

like a wild fire. Consequently this brings shame to the child’s family.

Dhasmana states that:

Traditionally, Asian parents accord a very high status to teachers and respect
their authority. They regard teachers as custodians of the knowledge which has to
be imparted to children. These parents, therefore, depend far more on teachers
than do indigenous parents for delivering the information, support and guidance
about the skills and knowledge that will help their children ultimately to find a
lucrative job. The British education system is perceived as a major means of
acquiring job security. status and social mobility in this country as well as for

181



achieving upward social mobility in the established social order of their home

country.
[Dhasmana, 1994:27]

When the above perception is shattered, then it is very hurtful for the parents. As mentioned

before, if an Asian child is excluded permanently, this becomes a family issue.

‘SA’ [pupil’s] Exclusion Report revealed:

* MA’ [Elder brother of ‘SA’] was so ashamed of ‘SA’s actions that he originally
intended to allow the exclusion to go ahead without attending the meeting, and let
‘SA’ take his chance in another school, nearby, where they could keep an eye on

him and his friends.

‘MATY’ [pupil’s] Exclusion Report noted:

Father says he is very ashamed about what has happened and docs regret all the

trouble that has been caused.
Community reputation is so important that even if an Asian person is not related 1o someonc, but
if he/she sees something unacceptable, would take courage to stop the Asian children.
In [ ‘SA’s] report, it is stated:

On the bus, ‘YA’ [another pupil] kicked another passenger’s newspaper onto the

floor. An Asian man travelling on the bus suggested to the group that such
behaviour gives the Asian community a bad reputation.

In ‘MA2’ [pupil’s] Exclusion Report, it is noted:

‘MA2’ seems to acknowledge that he has let his parents and his community down

by his behaviour at school.
Pupil ‘RB’s Report stated:

Mother says she feels disappointed and hurt and does not know what to think

about the current situation.
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Dhasmana states that:

The great majority of Asian parents emphasised that they expected teachers to

provide a good standard of education for their children.
[Dhasmana, 1994:25]

Dhasmana further stated that:

It is better to know the truth, if your child is not doing well so that you can do

something about it. The teachers must tell us how to help.
[Dhasmana, 1994:26|

Pupil ‘WA’s Exclusion Report noted:

Mr. ‘AM’ [older brother] and ‘WA’ both say they thought ‘WA’ was on a calegory
‘B’ exclusion and were waiting to hear from the school. Neither of them were
aware that meetings had been arranged, which the school thought they had failed

to attend.

Government talks about partnership with parents and giving them power and choice. Where is

that power, choice and partnership in the above case?

Dhasmana discusses this issue quite sharply:

If Government really believes in what it constantly preaches i.c. power and choice
to parents then prerogative should be made available to all parents. [ strongly
believe that children whose life chances and future depend on that choice -
remembering that they have only one chance -should not be made victims of
parents’ lack of knowledge and ability. The choice and accountability must be
for all parents and, more important, for all children. The Government and the
LEA must find resources to empower all parents to play their role as co-educators
and partners; both as an obligation to the principle of Equal Opportunity and to

cater to the needs of disadvantaged communities.
[Dhasmana, 1994:28, original emphasis|

In all this an excluded child becomes the focus of attention and subsequently that child
experiences a lot of stress. This can lead to his poor self-image.

Coombs and Davies offer the important proposition that:
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In the context of the school world, a student who is defined as a ‘poor student’ [by
significant others and thereby by self] comes to conceive of himself [herself] as
such and gears his [her| behaviour accordingly, that is, the social expectation is
realised. However, if he [she] is led to believe by means of the social ‘looking
glass’ that he [she] is capable and able to achieve well, he [she| does. To
maintain his [her]| status and self- esteem becomes the incentive for further effort
which subsequently involves him [her| more in the reward system of the school.

[Coombs and Davies, 1966:468-9]
An excluded pupil suffers from stress not only from the school and the parents but also from the

society in general, where he/she suffers discrimination because of his/her skin colour.

Gibson argues about African-Caribbean pupils:

...... the stress of living in a society that devalues them because of their skin
colour.  Among the debilitating symptoms of this condition are a lack of
confidence and self-esteem, poor sense of aspiration, low breaking point and an
inability to cope with the challenges and demands of their situation in Britain.

[Gibson, 1986:93|

The above is true for Asian pupils as well. If this is true, onc must ask what all those
professionals [e.g. teachers] who work closely with Asian pupils can do to promote the

development of a positive self-concept?

[t can be argued that the Asian pupil’s experience is negated by the school and this negation can

result in the pupil questioning his/her self-worth.
Asian parents support their children as much as they can but they trust that the teachers are

taking care of the welfare of their children. Asian parents have high regard for teachers and if

they find out that teachers are not treating their children fairly, it jeopardises their world.
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In ‘BZ’ Exclusion Report, it is noted:
‘Mr. Z. believes his son’s story and consequently thinks the exclusion very unfair ....... Mr. 7. is

not happy that the school refused to listen to any explanation from ‘BZ’.

Similarly in ‘MM’ [pupil’s] Exclusion Report; father is not happy:

Mr. M. [Father| did not think ‘MM’ was excluded fairly. From what ‘MM’ said to
him, the teachers gave him no chance to defend himself, but excluded him
without an interview, when he felt he had done little wrong. Consequently he was
naturally very upset when he was given his letter of exclusion because he wants to

take exams and go on to college.

It appears from the above reports that pupils did not get a fair deal. If the pupils do not get the
justice, they lose their faith in the teachers and the education system and ultimately it affects

their own career and lives.

Dhasmana argued that:

Actions speak louder than words written on Equal Opportunity policy documents.
The printed policy, no matter how impressive, is of no value to those inner city
Asian parents whose children are not getting a fair deal from the education
system or who, along with their children, are silently suffering a victimisation of
racism in schools. All parents need to be given a firm assurance and be
convinced that they as well as their children are valued for the diverse and rich
experience that they bring to the school. They also need to be given confidence
to feel that if they perceive a situation, no matter how inadvertently caused, to be
racist, they can approach the Headteacher without any fear of reprisals and with

the knowledge and trust that it will be dealt with in a fair way.
[Dhasmana, 1994:28]

Birmingham Education Authority’s document, ‘Education for our Multi-cultural Society: Equality

Assurance’ stated:
(b) Identify and eradicate all discriminatory practices, procedures and customs and

replace them with practices, procedures and customs which are fair to all.

[1991:2]
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From the Exclusion Reports discussed above, that does not seem to be the case. Also, the above
Exclusion Report [*"WA’] clearly shows that there was a communication problem between school
and parents. This lack of communication manifests itself in low parental involvement in school
activities such as attending meetings and parents evenings. If there is no communication there
cannot be any partnership and no interpersonal relationships can develop. It is the language
which is used as a mechanism for power and control. It is possible that some Asian parents may
not be able to communicate in the English language but that does not mean that they should nol
be informed regarding their children’s activities. Also, if the Asian parents cannol communicale
in the English, that does not constitute as a crime. It should be the responsibility of the school 10
communicate with non-English speaking parents in their mother tongues, sensitively and
appropriately. Birmingham Education Authority’s document, ‘Education for our Multi-cultural

Society: Equality Assurance stated:

(c) Empathise with the needs, aspirations and demands of the minorily cthnic
communities and respond sensitively to them.
[1991:2]
It notes:
2) It hopes to locate the issues within the framework of quality and the effective

schools debate, underpinned by our belief in democracy and pluralism, and

effective parental participation in education.
[1991:4]

Again on page 7 it states:

It is important to take into account, as far as practicable the needs of parents who
might have difficulty in understanding reports written in English.  Children’s
achievements connected with their home culture also deserve to be
acknowledged. Discussions with your Governors could well be helpful in
making sure that your school’s policy reflects parents’ and children’s

needs in these respects.
[1991:7, original emphasis]
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Then on page 8 under the heading of The local context it reads:
Entitlement to esteem - children need to be visibly shown esteem as individuals.

Children and family members need to recognise they are valued. The partnership
between parent and school in the education of the child will be particularly

important.

[1991:8]

The above document is very good in written form but the pupils (discussed already) and the
parents have not benefited from this. 1 am doubtful, if the parents, including Asian parents, are
aware of this document? 1 am not aware if this document has been translated into various Asian
languages and circulated to Asian parents. To my knowledge, I, as a parent, have not scen one.
The other question is if the LEA is made aware of some of the malpractices in the City’s schools,
i.e. not implementing what this document advocates, then what are the sanctions, as sanclions are
not stated in this. Whatever, the case might be, by not involving these Asian parents in their

children’s education their lives and future had been affected.

Pupil Identity and Survival in the school:

Peer groups and gangs:

We all know that all pupils have certain physical and psychological needs which should be their
of right; pupils who are permanently excluded from schools at the age of 15 and 16 will, already
have likely suffered some deprivation of these basic rights and pupils who remain and grow up in
the risk of being excluded from schools, are additionally at risk, particularly in terms of losing

their sense of identity and feelings of personal growth.

Pupils from the Asian and African-Caribbean communities are perhaps at even greater risk in

these respects since they are often educated in environments which do not recognise. understand
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and value their family backgrounds and cultural heritage. This means that it can be difficult for
them to communicate thoughts and feelings, that their judgements will often seem out of harmony
with the people around them and consequently they may not obtain a satisfactory response to
their needs. The result is that such pupils fail to achieve a sense of belonging at school. as well
as outside in the community. When this alienation process continues and the result is a loss of
identity and a lack of self-esteem. Growing up in a society where racially prejudice is manifested
in so many overt or covert ways Asians and African-Caribbean pupils need help and support to
understand and cope with the negative messages they receive, such help usually comes from
their family. If children cannot get this help from their own families |as they may have different
expectations from the schools and their children and their knowledge of education systems and
racism may not be adequate. In addition, they also suffer from socio-cconomic factors and the
result of all these pressures that may not be able to give enough attention to their adolescent
children] then it is crucial that they find substitute help from peer groups and gangs who share
and/or understand their needs and experiences and are able to give them the strength and
confidence they will need to cope with life for their survival. Another point to note is that Asian

pupils may be imitating white gang culture to establish their identity.

Gullotta argued that:

Away from home and in the company of peers, students are separated from their
parents’ and are engaged in the process of establishing their own lives. These
school experiences and peer relationships contribute to the development of a new

possible structure.....

[Gullotta, 1996:18|

Gullotta further argued in connection with gangs:

.....

gangs provide males with the necessary peer support to free them from home.
to demonstrate their masculinity, and to establish new social units.

[Gullotta, 1996:19]
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‘MAY’ [pupil’s] Exclusion Report noted:

It seems Mr. ‘A’ [Father] told ‘MA1’ not to associate with the group, but he
disobeyed his father...... Father says ‘MA1’ is easily led and tends to drift into
trouble without thinking.

Discussing about the gangs and peer group, ‘QOM’ [pupil’s| Exclusion Report revealed:

The parents feel ‘QOM’ is capable of this behaviour when he is with the group. It
seems they find it very difficult to keep him away from the group - the friends are
constantly knocking on the door wanting ‘OM’. Mother and father considers that
this group of friends are a very negative influence upon him and the cause of most
of his troubles. However, the parents are at a loss as to know what to do - they
say that if they use physical punishment they could be taken to the police station.
Mother and father have talked to ‘OM’ but so far to no avail. They arc
considering sending him to Pakistan. The parents fear he will associate with the

gang again.

Similarly, ‘SM’ [pupil’s] Exclusion Report noted that sometimes there are fights among different

gangs:

‘SM’” [pupil] explained that the incident related to his exclusion on 20th
November 1992 was instigated by a group of at least seven to nine men aged
between 17-18 years old. He stated that these men had been visiting the school
for approximately two weeks before the incident.

On the day in question ‘SM’ informed me that he was approached by the group -
one member of the group namely ‘)’ - walked up to him ‘implying did you say
something to me” and stared to punch him before he could reply. Whilst the fight
developed someone produced the knife. ‘SM’ said he was able to grab hold of the
knife and threw it away before it could be used. He denied having a knife in his
possession but admitted to issuing a telephone number to get help from his

friends within the community.

This appears to be a planned gang fight but however if a group member is involved in a fight
there are not questions asked as to how the fight started or who was at fault. the mere

membership calls for back up. This is very much like the fact that if a policeman is seen by his
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colleagues in a scuffle, though the policeman might have provoked the incident, his colleagues

will take his side.

Sometimes these gang fights become more volatile and sensitive when two different gangs from

two different communities start fighting. This becomes a question of ‘honour’, identity and

recognition.
‘AA’ |pupil’s] Exclusion Report noted:

‘AA’ explained that it was a fight between some Sikh boys and some Muslim hoys.
It started because a Sikh boy had beaten up ‘AA’s friend, while ‘AA” was at the
centre [Pupil Referral Unit]. °‘AA’ believes that when he attend ‘HW’ school
nothing like this used to happen. He was seen as the ‘hardest’ and hence, no one
would mess with him. Unfortunately, because ‘AA’ was seen as ‘tough’ the Sikh
boys decided that they wanted to see just how tough he really was and told ‘AA’s
[riends that they wanted to fight him. On this occasion there were more than one
that ‘AA’ had to defend himself against, which resulted in the very unfortunate
circumslances. Both the boy who was hurt and ‘AA’ have now settled their
differences, they have made friends and have mutual respect for each other.

‘MM’ [pupil] and ‘BZ’ [pupil] were involved with some other boys where a tecacher ‘Mr. R. had

some difficulties. ‘MM’ [pupil’s] Exclusion Report revealed:
He did pass comments about the teacher’s shoes, but that was because the
teacher was talking about his shirt and the clothes of some of the other boys. No
harm was meant. He remembers boys asking questions about the teacher’s family

and how many children he had, but again ‘MM’ does not think there was anything

wrong or threatening in that and certainly not from him.

Out of the 13 Exclusion Reports in this study, seven of these Asian pupils were involved

mutually either in peer group messing (two) or gang fights (five).

Bullying:

This is one form of seeking attention. exhibiting one’s identity and asserting power.
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Stephenson and Smith [1988] describe bullying as:

A form of social interaction in which a more dominant individual (bully) exhibits
aggressive behaviour which is intended to and does, in fact, cause distress to a
less dominant individual (the victim). The aggressive behaviour may take the
form of a direct physical and/or verbal attack or may be indirect as when the
bully hides a possession that belongs to the victim or spreads false information
about the victim. More than one bully and more than one victim may participate

in the interaction.

[Stephenson and Smith 1988, cited in Byrne, 1994:13]

The above fits in ‘MA1’ [pupil’s] case. ‘MA1’s Exclusion Report noted:

‘AA’ [another pupil] used to bully ‘MA1’ and made him do things against his will.
‘AA” acquired a puppy. ‘R’ (another pupil) told ‘MA1’ that he wanted a dog and
‘MAT’ told ‘AA’. Consequently - ‘AA’ offered to sell ‘R’ the dog for £10. ‘R’ gave
‘AA’ the money for the dog. Shortly afterwards ‘AA” went to Pakistan. When he
returned home he told ‘R’ that ‘MA1” had the money. In actual fact - ‘AA’ had
sold the puppy to someone else and collected another £10. ‘MA1’ did not have

the £10.

These sorts of actions are performed by the ‘Bullies’ for a ‘laugh’ and also to increase the status

among peer group and in a gang. They have to prove they arc ‘somebody’.

Byrne argues that:
...... there is nearly always the underlying motive of increasing their status within
the group. This leads on to the idea of the ‘gang’. It is a common beliel among

students that many bullies are lacking in confidence and need support of a ‘gang’

or ‘group’ to bolster it.
[Byrne, 1994:59]

Again ‘MA1’s Exclusion Report revealed:

“T” [another pupil] asked the boy for money - he refused and “T” hit him. This confrontation only
involved “T” and ‘HS’ [school’s] student. ‘MA1’ was not involved, although “TI” tried to get him to
kick the boy, but ‘MA1’ refused to take any part, so “T” hit the boy again. ‘MA1’ says that T’

pressurised him to throw a token stone which he did half heartedly and missed. Apparently
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sometimes “T” shows off and does silly things. A ‘HS’ [school’s| teacher arrived on the scene and

the group ran away shouting abuse at the teacher.

‘QM’”  [pupil’s] Exclusion Report noted:

At the NEC the group met some boys from a school in Bloxwich. ‘QM™ admits
accidentally bumping into one of the Bloxwich boys. ‘QM’ says he has no
knowledge of any demands for money - he was standing at the back of the group.
‘(OM’ says that he did not have a knife - nor did anyone in the group.

The ‘bullies’ lack self-respect and get their strength from the other members in the group. The

oroup or ‘eang’ provide them an ‘identity’ and ‘survival’ mechanism.
te) te) te

Byrne stated that:

It is to be expected that victims will have lower self-esteem than bullics and
average children. This is in fact the case and is the result of persistent
harassment either physical or mental. However, it is also the case that bullics
have lower self-esteem than average children. Any attempt lo help the bully
should seek to find the cause of this low self-esteem.

[Byrne, 1994:42]
Byrne further stated that:
Bullies tend to be sociably group-dependent. They are ‘joiners’ and followers of

the group. This ties in with the notion of the ‘gang’ which is common in many

schools.

[hid.]

It appears to me that several challenges face teachers, school systems, the Asian community and

indeed the pupils themselves. A main challenge within schools is to develop a healthy self-

esteem among Asian pupils.
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Powell-Hospon and Hopson (1990) argue that:

..... there is a direct connection between [children’s] self -esteem, and their racial
identity, and their academic achievement

[Powell-Hospon and Hopson, 1990 cited in Robinson, 1995:134]
Asian parents try to assist their children to maintain their racial and cultural identity and to raise
their self-esteem, but parents themselves are under a lot of stress and socio-cconomic pressure.

Dwivedi argues that:

For the ethnic minority families the impact of dislocation, loss of the extended
family and that of other significant social network along with the experience of
racism and the undermining of their value systems by the major institulions can
produce serious consequences. The ethnic minority children’s emotional
difficulties can be further exacerbated by professionals who unwillingly conflate
cultural differences in psychopathologies. The damage to sell-identity of cthnic
minority children in such a climate is often extremely deep and difficult to repair.

[Dwivedi, 1996:10]
On reflecting on this I have come to the conclusion that there are other factors which must be
taken into consideration such as clash of values of the school and Asian home and community,
cultural racism, a lack of recognition of the history and achievement of the ethnic minority people
in the National Curriculum, a lack of importance to the Asian languages (e.g. Panjabi, Hindi.
Urdu, Gujarati) and festivals (e.g. Diwali, Eid) on the equal basis that of European languages

(French, German, Spanish) and festivals (e.g. Christmas, Easter)

Schools as socialising institutions:

Furlong (1985) notes that one of the most consistent finding coming from sociological rescarch on
disruption in schools is that it is far more common among working class children. disruption and

truancy being ways in which working class children respond to their domination. He argues that
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there can sometimes be a conflict between the values of the school and their working class home

and community.

Willis (1977) carried out a study of school deviance by examining the responses to schooling of a
group of working class boys. He explains this response as ‘cultural production’ - the boys
forming their own counter culture to that of the school - which, he argues, should be viewed as
resistance by the working class to capitalist society. Willis argues that the boys culture ‘worried
at the heart of the educational paradigm itself” in that it penetrated the contradiction of the

notion that everyone can succeed and be rewarded when patently they cannot.

Corrigan [1979] studied approximately 100 fourteen year old boys in lwo working class
Sunderland schools and found that the boys went to school because they had to, not because they
valued what was on offer. The schools and Authorities had the power to make them attend school
which led to the notion of education as imposition. Both Willis and Corrigan suggest that schools

are set up to reproduce the class structure of our society although Corrigan clarifies the role of

the teacher within this system by saying:

...... the boys in Sunderland, then, highlight..... the overall experience of
education as imposition. This imposition is not the whole explanation of
education: it does not mean that all teachers get up every morning and aim to
change working class children into paragons of bourgeois virtue. It does,
however, form an clement of the whole nature of education which must be

understood in this overall way.
[Corrigan, 1979:44, orignal emphasis]

Mac an Ghaill argues that:

‘School (must be) viewed as a whole process linked to a wider social process’ but
it takes it further than the previously quoted research by looking at issues other

than those which are class based.
[Mac an Ghaill. 1988:3]
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Mac an Ghaill concludes that :
Schools can be seen as blatantly recreating the social relations of the wider
society, including such structural divisions as those of class, ‘race’ and gender.
[Mac an Ghaill, 1988:11]
Davies (1979) argues that the sociology of deviance has not taken sex roles into account and
states that girls do not fit neatly into Willis’ or Corrigans’ framework for analysis. She found that
both teachers and pupils see the deviance of girls manifesting itsell in different ways o that of
boys.
Davies argues that:
Girls were initially quieter, perhaps, and more conscienlious; bul having
transgressed some rule, they were less amenable to discipline. Struggles were
longer drawn out, and fought with different weapons.
[Davies, 1979:60|
Davies [ibid.] finds labelling theory to be too simplistic in that it does not explain the
complexities of our interactions and she supports the notion of ‘scripts’. These may he cither
societal, ‘the background expectancies attached to various status’s and memberships, whether of
age, sex, race or class’ [Davies, 1979:66] or personal; a personal script being, ‘a social
construction of reality, a limit on our actions’[Davies 1979:67]. Davies stresses the crucial role

of teachers in determining the future life chances of pupils.

Davies concluded that:

[t may be important for teachers to consider how potentially deviant scripts can
be hardened by labelling them pathological or biological, and to recognise that is
through the interaction or even the clash of scripts that pupil identity is defined
and life chances are determined.

[Davies, 1979:71]
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Parekh [1986] has argued that pupils tend to perform as well or as badly as their teachers expect.

Parekh argued that:
They [teachers] approach their black pupils with the familiar stereotypes; they
expect little of them, tend to stretch them to their fullest, and fail to provide them
with necessary educational and emotional support and encouragement. Not
surprisingly many black children tend to underachieve, rarely feel relaxed in
school, lack trust in their teachers and go through the school with a cartload of

frustrations and resentment.
[Parekh, 1986:25|
Similar views are also expressed by Robinson that:
Teachers’ negative attitudes, stereotyped views and low expectations are a major

factor in explaining the academic achievement of the black child. Teacher

expectations can serve a self-fulfilling prophecy.
[Robinson, 1995:125]

Tomlinson states that:

Out of the diverse explanations offered for minority pupils’ performance, many of
them concentrating on the supposed deficiencies of minority backgrounds,
cultures or languages, the school has been particularly singled oul as the most
important agent for ensuring that minority pupils achieve well.

[Tomlinson, 1991:137|
On the other hand, the failure of some pupils within the schooling system may be seen to protect

the status quo and exclusion from school becomes a logical consequence of a competitive system

which re-inforces inequality.

What then of the notion of ‘equal opportunities’ in our schools? Bourdieu (1966) believes that
schools reproduce the social hierarchies of the white, middle class culture through what seems to
be a neutral process of ‘inculcation and selection’. He argues that schools espouse equality of
opportunity while, at the same time, favouring pupils who have already learned the skills

necessary to thrive in a middle class culture. Bourdieu defines these skills as ‘linguistic and
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social competences’ [ability, knowledge, language and good taste] which he perceives as a social
gift and defines as ‘cultural capital’. This means that those pupils from the working class or from
cultural minorities may find their cultures invalidated and will certainly find it much harder to

succeed in a schooling system which looks upon these gifts as natural.

German argues that:

In a system characterised by perceptions and practices based on concepts of
social class status- male superiority and white supremacy, for example- it is
inevitable that those who are seen to attain the highest academic standards are
generally white, male and middle class. The expectations only serve to prove the
rule, and those who emerge from the ranks of the otherwise disadvantaged very
often do so as a result of embracing establishment values. This serves in lurn to

confirm the validity of those values.
[German, 1996:50)
So, there is a need to focus on what the equal opportunily outcomes are of working with cthnic

minority children.

Schools, as I have argued, may then be seen as socialising agencies within our society. |t is,
however, an ideological issue how much schools and the teachers within them, choose 1o
challenge racist, sexist and class based processes in order to substitute a more egalitarian cthos

and ensure the success of all their pupils.

German argued that:

As far as black people in Britain are concerned, one of the biggest obstacles to
their children’s success and security is racism. What they would like to see is
teachers and schools availing themselves of every opportunity to eradicate the
effects of racist attitudes and practices in all aspects of school life so that they
can enjoy their full share of equality with regard to educational access, treatment

and outcome.
[German, 1996:61]
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If I analyse the data gathered about excluded Asian pupils’ backgrounds in terms of Bourdieu’s
definition of ‘cultural capital’ and other discussion, it is immediately apparent that these pupils
are born into homes where they will acquire the skills necessary to enter the schooling system on

an equal footing. The significance of this must not be underestimated.

The main arguments advanced in this dissertation about ‘Excluded Asian Pupils’ begins with the
belief that such pupils have low self-esteem, do not make an ‘informed’ choice to behave in a
challenging way and that they are not merely defiant. [ would argue that negative life
experiences, lack of support to maintain their identity from the schooling system, have had a
damaging effect upon these pupils and that certain situations in schools compound that damage.
This situation can lead to what may be perceived by the teacher as an over-reaction lo a minor
incident, but to the pupil is a repeat of a critical incident or string of incidents in their carlier life

bringing with it all the associated feelings which pupils are unable to understand or control.

If, as I have argued, schools fulfil the role of socialising institutions then the impact that they can
have on pupils whose cultural capital is devalued by the schooling system must he
acknowledged. This can only serve to undermine the self-esteem of some pupils. However, |
would argue that on its own the notion of low self-esteem, whilst being critical in my argument. is
too simplistic and that cultural capital when taken alone is too deterministic. If we put together
the concepts of self-esteem, cultural capital and other factors (which we have discussed) when

attempting to understand what is happening to pupils in schools, then an explanation begins to

emerge.
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The assertion is that pupils who have high self-esteem, high cultural capital, support and
recognition from teachers, school systems and parents are those who do well in school because

they have the necessary skills and a positive enough self-image to succeed in the system.

Those who have low self-esteem, low cultural capital, no support and recognition from teachers.
school systems and parents are pupils who may become political in that they see the injustices of
the system but may not get support from their parents for various reasons [i.c. parents may not be
politically aware of the operation of discrimination and racism and/or they may have a different
belief system]. Yet because their self-image is good [because they make or join a group or a gang
and get support for their survival and identity] do not allow these iniquities to become personal

and will challenge them. This is how they get excluded.

German argued that:

People cannot have it both ways. On the one hand, poor academic performance
may be attributed to a poor sense of identity, among other things. But then self-
assertive articulate black children may be punished for expressing their
reservations and criticisms and even challenging content, resources and teacher-

pupil relationships.
[German, 1996:53 |

My argument is, that pupils in this category are by far the most common group to be excluded
from school. Here we have pupils who are persistently made to feel ‘no good” who do not share
the values of the system and who take on board the negative messages that they receive from
‘significant others’ such as teachers and consequently, feel unvalued as they are unable to truly
value themselves. At the same time these pupils have low cultural capital within our schooling
system, which interacts with, and reinforces, their sense of low self-worth. This could. perhaps.

go some way towards explaining also. the disproportionate numbers of African-Caribbean pupils
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excluded from our schools as their culture is also rarely valued and celebrated within our

schooling system with its emphasis on the National Curriculum.

SUMMARY:

The chapter relates self-concept of pupils to the identity of their worth developed within the
school system. If minority culture and values of ethnic minority communities are not valued and
recognised in schools then pupil disaffection will result. The five themes which emerged from
the present research are analysed in the context of other sources and the general conclusion is
that pupils with low self-esteem, low cultural capital and parents who are not familiar with the
school system experience schooling in a way which de-values their community identitics and

often leads to disaffection from schooling.



CHAPTER SEVEN

PUPILS’ AND PARENTS PERSPECTIVES

Introduction:

In this chapter I will attempt to describe the points of view of permanently excluded Asian male
pupils from different religious backgrounds and how school teachers, school sanctions and peer
eroup affected them. In parents’ perspectives section, family pride, pecr groups, racial

discrimination, communication and educational provision for excluded pupils is discussed.

This sample consisted of five male permanently excluded pupils in November 1993 to October
1995. Two Muslims, one Sikh; one Hindu and one Hindu-Sikh pupil were chosen to interview.
Their parents were also interviewed to maintain the balance and know if they had dilferent
perceptions of the situations. In actual fact, I wished to interview two pupils (rom Muslim, Sikh
and Hindu background but at the time, that was not possible due to the unavailability of

excluded pupils.

One Sikh pupil was reinstated in the school, so [ had to drop that interview and at that time there
was not any exclusion of any other Sikh pupil. A Hindu-Sikh pupil was interviewed as some
members of his family believed in the Sikh religion and some others believed in the Hindu
religion. No other Hindu pupil was excluded at that time. This sample was chosen in this way to

find out if these pupils of different religious backgrounds had different treatment.
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Background of Pupils:

In order to help the reader picture these pupils when reading the accounts of the interviews |
would like to briefly describe them in terms of their home situation and their educational history.
I have changed their names in order to protect their identity.

“TD’ [Pupil]

“TD’ is 16, in Year 11 and lives in the inner city area in a terraced house with his Sikh parents.
He has attended this school for the past five years. For the last three years of his secondary
school education there have been various incidents of bullying and assault within school that

have been dealt with by the school and his parents.

“TD’ has average literacy and numeracy skills which he masks by putting on a front of physical
and verbal bravado. He likes art and games but not science. “I'D’ is well liked by his peer group

and is involved in a gang. The school considered him the leader of this gang. At present. he

attends one of the Pupil Referral Units.

‘FS’ [Pupil]

‘FS” is 15, in Year 10 and a Muslim boy who lives in the inner cilty area, in a terrace house with
his parents. For the past four years of secondary school education ‘FS’ has heen involved in
fighting and intimidating other pupils. Last year he was expelled from school for five days. for
the physical assault of another pupil. For assaulting another pupil ‘FS’ was excluded

permanently and before joining a new school, he attended one of the Pupil Referral Units for a

few months.
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‘FS” lacks confidence, having poor literacy and numeracy skills. He spent more than six months
in Pakistan in Year 7 and could only understand Urdu [one of the Asian languages] but no one in
the school assisted him to catch up with his education. He is liked by his peer group and

associates with them in the evenings.

‘AST’[Pupil]

‘ASY’ is 16, in Year 11 and lives in a terrace house in the inner city with his Pakistani Muslim
parents. He spent five years in this secondary school and in the last three years, he was involved
in irregular attendance, disruptive behaviour, verbal and physical abuse of girl pupils, perpetual
foul and abusive language, swearing in mother-tongue, refusal to follow reasonable school rules
about lunch breaks, unco-operative with adults, abusive and threatening to teachers.  All this

hehaviour once led him to be excluded for five days and then permanently from school.

‘ASI1” has low self-esteem yet appears very sure of himself. He has some difficulty with his
reading and writing but has the ability to express himself orally. He is a friendly young man yet
can be violent which leads to his peers being very wary of him. After his permanent exclusion
from school, he spent four months at home and then attended one of the Pupil Referral Units for

only two months. Subsequently he was unable to sit for GCSE exams.

‘BH’ [Pupil]

‘BH’ is 16, in Year 11 and lives with his Hindu-Sikh parents in a terraced house in the inner
city. He has been attending this secondary school for the past five years. For the last two vears
he has been involved in truancy. solvent abuse. bully. disruptive behaviour, abusive language to

a teacher, and alleged theft of a stolen car. All these incidents were resolved with co-operation of



the parents and he was never excluded from school. Some of the incidents were denied by ‘BH’.
He is currently permanently excluded from school for breaking school windows and demolishing

walls. He denied demolishing the walls. At the time of interview, he was attending one of the

Pupil Referral Units.

‘BH’ is very pleasant and amusing and has academic potential. He enjoys associating with his
peer group. He is the only male child of his family and his parents have high hopes for him.

Permanent exclusion has led him to lose much of his self-confidence.

‘SM’ [Pupil]

‘SM’ is 16, in Year 11 and lives with his Hindu parents in a terraced house in the inner cily arca.
‘SM” has attended this school for the last five years and was never excluded hefore from school.
According to school reports, he was involved in truancy, lateness to school and unexplained
absences. He is a likeable young man who strongly denies any involvement in the incident for
which he is being excluded permanently from the school. At the time of interview. he was

attending one of the Pupil Referral Units.

‘SM” has average abilities in literacy and numeracy skills. He is very friendly and enjoys the
company of his friends. He appears to have low self-esteem and to a certain extent. he has
compensated for this by becoming involved with his peer group. He appears to be a mature and
caring young man who listens to others and is able to take responsibility for his actions. [See

Appendix 1 for a sample interview of a pupil].



When [ started to analyse the interviews of these five pupils, similar sorts of basic themes
emerged [as mentioned earlier in ‘Interpretation’ chapter| These were;

(1) Pupil/Teacher relationships. Pupils dissatisfaction with teachers.

(2) The pupil’s role within the school. Peer group and teachers’ expectations of behaviour.

(3) Schools structures. Rules and Punishments.

(4) Pupil’s identity and survival in the school.

1 will now examine the themes in more depth.

(1) Pupil/Teacher Relationship:
This consists of a number of sections.
Fairness:
This issue came out in these interviews very strongly. These pupils felt that they had unfair
dealings and they were not supposed to be excluded permanently, particularly at this stage of
their schooling as they were in Year 11 (three of them) and in Year 10 (two of them).
When I asked ‘SM’ [pupil], ‘What do you think of your exclusion?’
‘SM” stated that:
[t is not fair. They should have shown me the proof which they never did. | was

not involved. My friends were involved in the incident and the teachers knew

that. [ am one of the friends, so they got me into it.

To another pupil | asked:

During the Governors meeting on your exclusion, do you think you were fairly

treated?

Pupil ‘FS’ replied:
No. I don’t think I was fairly treated at all. School made a number of allegations

against me but I denied all of those. Teachers never listened to me and the
Governors did not bother what I was saying. Governors also did not take any
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notice of my parents. Governors were provided with some additional information
which was not passed on to the Education Social Worker before the meeting. 1
know that a letter was sent to the Chair of Governors by the Team leader of my
Education Social Worker but that was ignored.

With the similar question, another pupil ‘BH’ replied as follows:

I was not fairly treated. | could have stayed in the school. If there could have
been an English boy, he could not have kicked out. We did not break all the
windows. The Ex -11 years were the ones who used to come to school to smash
the windows and we were being blamed for it.

He continued

I hate the school, and the teachers who have done this to me. If I can get hold of
the Deputy Head and the Head I will beat them up.

These pupils were angry and frustrated that they had unfair treatment and they could not unturn
the decision which was detrimental to their lives. Teachers and governors had the power to make

such decisions and in this context comparatively pupils were powerless.

Cassell discusses the issue of power, analysing Giddens’ views on it:

His [Giddens] definition includes the idea of ‘resources’: ‘resources’ that make
the exercise of power possible. Power is arguably the axial concept in Giddens’
entire repertoire. It is at the centre of his ‘structuration theory’ and his analysis
of modernity. When social practices are enacted, more is involved than the
communication of meaning and the following of moral norms. Social practices
involve actions which ‘make a difference’ to the world in some way, no matter
how small. But agents, those who are able to effect change, must possess
appropriate resources in order to do so. If I am to ‘make a difference to the world’
by purchasing a product, it is necessary for me to possess the requisitc money; If
I am to sanction a wrong - doer, I must possess the necessary authority. or possess
a resource whose mobilisation will have the same effect. The transformations of
nature, and the deployment of persons that accompanies it, are inconceivable
without human access to power and the resources that must facilitate it.

[Cassell, 1993:11]
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Disregard:
Some pupils felt that the teachers never bothered about their needs and were ignored. This sort

of behaviour made some pupils feel that they were not valued. This exacerbated the low self-

esteem further down.

Pupil ‘FS’ spent six months in Pakistan and when he returned from Pakistan and joined the
school no one bothered to assist him to catch up. ‘FS’ [pupil] stated in his interview:
No teacher helped me. Whenever I asked any question from any teacher [ was
not given a satisfactory answer. 1 was not assessed and my English was very
weak. I could only understand Urdu but no one bothered about this. 1 could not
understand French, Maths and Science, so | was able to do some homework on

my own. Teachers never corrected my homework but gave me the new
homework. Teachers never helped me but asked me 1o study on my own.

Another pupil ‘ASI” complained that:

..... I was excluded previously on a category ‘A’ and | could not understand how

they went to category ‘C’ passing the category ‘B’ exclusion.
One pupil ‘BH’ was of the opinion that he was not listened to and some of the incidents were
recorded in the school report, where he was not involved at all. ‘BH’ informed that:

There are some incidents with which I totally disagree particularly on 19.10.94

and 12.7.95. No Social Worker came to see me on 19.10.94 and | never took any

knife in the school. There were some black guys who left the car in the road and

a black woman asked me and my friends to push it aside. When we pushed the

car the Deputy Head came around the corner and we panicked and ran. That’s

how he thought [ was involved.
Trust:
In all human relationships trust plays an important part. If trust is lost, then to regain it is
difficult. Children trust their parents and teachers and if their behaviour starts harming the

children, then it becomes very difficult for them to believe and trust people, when they grow up.

It can create a scar in their personalities. They start suspecting everyone and this affects their
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self-esteem. They start panicking and lose their self-confidence. Eventually they may start

believing that there is something wrong with them.

Pupil “TD’ was blamed for damaging the walls. When [ asked about this, his version was:

Yes I did damage the walls. They said they have seen me on the video but the
video was never shown to me. The other boy who was with me is still in the
school and the school never took any action against him..... Some of the damage
to the walls was done by African-Caribbean boys but | was never believed. |
think T was set up. At the Governors meeting | was asked some questions which |
did not understand. When [ asked, what do you mean, the Headteacher said,
‘you know what [ mean’ I could understand the English language but did not get

the actual meaning of the question.

Another pupil ‘SM’ denied some of the allegations made against him.  When 1 asked him about

the allegations, his explanation was:

The allegations of June 1994 and 12 July 1995 never happened. | was not
involved in the stolen car. There was a car and the driver asked us to push it
The teacher saw us and he thought, we had stolen the car. When the teacher Look
us to the General Office, the other boys who actually did it, were laughing that |
have been brought here for nothing. 1 told the Governors about this but no one
believed me. In another case, some ex-school boys smashed the windows and
they threatened us that if their names were mentioned, then they would teach us a
lesson. When some boys reported this to the caretaker he blamed them. | was

unnecessarily dragged into it.
Shown up:
To humiliate someone publicly is very hurtful particularly in front of the peer group. This can
create a lot of anger and hatred. The imbalance of power in relation to a pupil and a teacher. can
sometime end up in rebelling against the situation. Pupil ‘FS’ thought that he was always picked
on by two teachers in particular. When he was asked about this, he informed:

[ was always picked on by two teachers in particular. | was never allowed to talk
and [ was always asked to stand in the corner.

208



This sort of situation is like throwing a dirty cloth at one side of the room, the pupil is devalued
and the self-esteem gets injured. The pupil feels insecure in the school.

Cassell argues that:

The individual feels bereft and alone in a world in which he or she lacks the
psychological supports and the sense of security provided by more traditional

settings.
[Cassell, 1993:305]
Inappropriate ‘Handling’ by staff:
Physical handling can cause a number of problems in pupil and teacher relationships. Iiveryone
of us has our own personal space and no one likes that - that should be invaded. Inappropriate
handling is one of the means of exercising power and control. Reactions to it can [larc up in

verbal abuse and not complying with the instructions or orders.

When [ asked pupil ‘ASI’: ‘Do you obey your teachers?’ He replied:

Not always. Sometimes, | don’t do what they ask me to do and then teachers

shout at me and on some occasions, they have grabbed me.

Physical touch is related to trust and security. Physical handling plays significant roles in the
maintenance of inter-personal relationships among adults as well as adults to children and vice

versa.

Analysing the Gidden’s work, Cassel stated that:

Greater specificity however needs to be given to the claim concerning the linkage
between routine and the need for ‘ontological security’.

......... There are those routines which are adopted by actors when they are in each
other’s presence. Giddens draws heavily on the work of Goffman in discussing
this matter, for it is the latter author who reminds us of the potential riskiness of
face-to-face encounters, and the steps actors take to make social interaction safe.
What are the perils that the self must confront in face to face meetings? There is
the possibility of the violation of bodily autonomy or personal space.
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embarrassment or loss of ‘face’; and there is also the possibility of boredom. All
are in some sense a threat to the self or the self’s sense of reality. Goffman shows
how individuals co-operate, by using tact, to ensure that risks to the self are
minimised in the course of an encounter. Actors have a responsibility to protect
other participants from blows to their self-esteem; they also have a right to expect
that others will refrain from such ‘assaults’ on their own self. It is the routine,
taken-for-granted nature of tactful procedures that enables actors to enter into

encounters with a degree of confidence.

[Cassell, 1993:14

Cassell further stated that:
Giddens attributes great significance to the means by which trust in others, and
the world more generally, is sustained. A basic experience of trust, and the
containment of anxiety that this presumes, is indispensable for the actor’s ability

to negotiate the routine interpersonal engagements that arc integral lo the

reproduction of social practices.
[Cassell, 1993:15]

Discrimination and Racism:
The issue of discrimination and racism cropped up several limes during the pupils’ interviews.
In some cases, they have blamed certain teachers that they picked on them because they were
Asians. When I asked about this, pupil ‘SM’ said:

Yes, the Deputy Head is racist. If the white pupils are in trouble in the 5th Year,

they don’t throw them out.
Another pupil ‘FS’ gave a specific example of discrimination, he highlighted that:

I was attacked in March and the teachers never did anything to punish my

attackers.

.....

Pupil ‘AS1” blamed a teacher that he was always after him. He informed me in the interview

that:

..... [ feel I was being discriminated against. A teacher said to me once: I get you
out and you will cry and I will make you cry harder than any other child.
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Another pupil ‘BH” accused a Deputy Headteacher that he always picked on him. During my
interview with ‘BH’, he stated that:

The Deputy Head always picked on me and he never liked me and it was him
who put the above two incidents in my report....... (pause) He used to take cover
lessons sometimes.

Swann highlighted the effect of racism on pupils:

Racism is an insidious evil....... We believe that for schools to allow racist
attitudes to persist unchecked in fact constitutes a fundamental mis-education for

their pupils.
[Swann, 1985:36, original emphasis|

Racism and discrimination are harmful and they change the personalities of the victims. The
people who are at the receiving end start thinking that there is something wrong with them. It
touches their self-esteem and integrity. It challenges their existence lo compele as an equal

candidate. Because of the power imbalance in the context of pupil and teacher relationship it

cuts more deeply.

MclIntosh argued that:

The suggestion of racist attitudes arouses the same sort of indignant, defensive
response as accusations of sexism. Who? Us? We’re broad-minded, liberal,

tolerant. We treat everyone the same.
[McIntosh, 1985:7|

MclIntosh further argued that:

Racism in Britain is rife. At its worst it is vicious, {rightening and quite
intolerable. In its less obvious forms it is subtle, pervasive, cruel and humiliating
and, sadly, tolerated by most of us because we are either unaware of it or we don’t
think about it. Whatever form it takes, no civilised society should allow it to go
unchallenged because it harms both those who embrace it and those who are its
victims.

[Ihid.]
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It appears in the current study that if Asian pupils have tried to challenge racism, they were

accused of misbehaving and thrown out of schools.

Boyd-Franklin argued that:

Teachers must not:
Ignore the impact that racism and discrimination have on the lives of black
people [in Britain]...... today. Both affect a black person from birth until death
and have an impact on every aspect of family life, from child rearing practices,

courtship, and marriage, to male-female roles, self-esteem, and cultural and

racial identification.
[Boyd-Franklin, 1989:10|

Examining the role of teachers Kunjufu maintains that ‘research has shown that (tcachers)
expectations (are) the major factor in student achievement’ [1986:32|. Implications of thesce
findings for the placement of teachers in classroom for work with black children are significant.
Kunjufu further states that he starts all his teacher workshops by declaring:

You cannot teach a child who you do not love. You cannot teach a child who you

do not respect. You cannot teach a child who you do not understand. You cannot

teach a child if your ‘political baggage’ i.e. sexism, racism is brought into the

classroom.

|Kunjufu, 1986:32|

Kunjufu’s ideas are not applicable to Asian and African-Caribbean pupils but to all pupils
irrespective of their ethnic origin. This may also be true that not all teachers deserve Kunjufu's
advice and they know that these issues are important to maintain the justice, equality and their

professional integrity.
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The pupil’s role within the school. Peer group and teachers’ expectations of
pup group P

behaviour:

‘Having a laugh’ is important for pupils to counteract the boring situations. Some pupils were
accused of bullying, racial remarks and threatening behaviour. Probably this sort of behaviour
made them valued and assisted them to boost their self-confidence and self-esteem. This may

have given them some temporary happiness and some status in their peer groups.

In pupil ‘ASI’s interview some of these issues came up:

[

Me: You have been accused of bullying, racial remarks and threatening
behaviour...?

‘ASI’: 1 don’t understand, what do they mean by bullying and | don’t know what
is threatening behaviour. 1 call to my friends ‘Paki’ for a laugh but I have never
called Mr. ‘B’ [teacher] a Dalla [Means Pimp in Panjabi] it was my friend who
called Mr. ‘B’ a Dalla.

Me: What about sexual remarks, particularly to female pupils?

‘ASI’: I think swearing is a small thing. It is trivial. | swear at female pupils, just
for a laugh [he started smiling at this stage.|

Me: Would you swear at your sister for a laugh?

‘ASI’: No, I would not swear at my own sister. [f someone swears at my sister, |
will be very angry and upset.

Me: Do you swear at home?

‘AST’: No, I don’t feel comfortable to talk about sexual things at home. But I do
talk dirty to my friends.

Me: What about teachers?

‘AST’: No, I have never said anything dirty to any one male or female teacher.

Another pupil “TD’ was of the opinion that labelling and stereotyping created some problems in
the pupil-teacher relationships. Peer group also played some role in the education and behaviour

of these pupils. During the interview, | asked “TD’ what does he think about his exclusion? His

reply was:

It was fair but the Headmaster is a bit racist. In 1993 at Diwali time, during
break-time an Afro-Caribbean boy used some fireworks but he [Headteacher]
immediately blamed a group of Asian boys [10 to 15 in number] but later on we
told him that it was an Afro-Caribbean. He interviewed him and then let us go

free.



Me: What do you think of the future?
‘TD’: I am at ‘LLC’ [Pupil Referral Unit] and wish to become a motor mechanic or

engineer.

Discussing about stereotypes Gullotta argues that:

Rapid visual and audio images create caricatures thal, when repeated with
enough frequency, establish the stereotypes we apply to those different from

ourselves.

[Gullotta, 1996:7|

Gullotta discusses the operation of structural - functional theory and the role of the dominant

group in the society. Gullotta maintained that:

It is logical that this theory would express the view that socicly nceds to maintain
a balance of functions through a state of equilibrium, so as not to be torn apart
[Hill and Hanson, 1960]. One part of maintaining equilibrium is the need for
deviance, which is the glue that binds healthy societies together, eslablishing, as
it does, good people like our slightly trouble some [likely middle class| college
student and his or her [significantly poorer and minority| gang-parlicipaling
member [see Erikson, 1966]. Notice here that the standard of good and bad is

defined by the predominant group and is relative in both time and place.
[Gullotta, 1996:19]

In the school systems in Britain, some schools may have predominantly Asians or African-
Caribbean pupils but as far as teachers in these schools are concerned, they are nol
predominantly from these ethnic minority communities. In the society at large, again Asian and
African-Caribbean people are in the minority. So, either in schools or in society, power and
control is held by the white majority people. Therefore, good and bad is defined as Gullotta

discussed above, by the predominant group.
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Schools as Organisations:

Work:

Some pupils did not like some subjects and felt they were boring. There were some others who
could not understand some of the subjects. They felt so bad in themselves that they did not
mention this even to their parents. The other reason for not mentioning to parents, may bhe that.

parents may start blaming them that they do not pay proper attention to their studies.

| asked pupil “TD’:

Me: Did you encounter any other difficulty in the school?
‘TD’: No.... but I could not understand the science lessons. | never told this to
my parents. [ tried to understand myself and then at the end T left doing anything

about science.

Another pupil ‘BH’ was also not happy at school. I asked him:

Me: Do you like this school?

‘BH’: T used to like this school but it became boring sometimes, teaching the

same stuff everyday.
Me: When you were truanting, what did you use to do?
‘BH’: We used to play cards, football or throw bricks/stones at each other. Tt was

all due to being bored.

Me: How do you feel now after being excluded from school?

‘BH’: I knew they were going to exclude me. | am not happy. [ go to ‘LC” [Pupil
Referral Unit] only for two hours a day for three days a week. | do some work
around the house, listen to songs and watch television. It is a bit boring. [ go to
see my friends in the evening. We don’t go to the old school anymore.

Me: What about your future?
‘BH’: I want to do apprenticeship either in garage or in building and construction.
[ am going to see the careers advisor and [ think the apprenticeship starts at 16.

not before.
It is not necessary that academic qualifications is everyone’s cup of tea. Some pupils™ aptitude
may be towards building and construction, painting and decorating, motor mechanics and
gardening. To push these pupils into academic qualifications and to teach those subjects where

they have no interest, is neither fair to them nor to the teachers. Another issue to consider here
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is that due to economic crisis world-wide, what are the chances of getting employment once a
pupil has achieved some qualifications? The rising unemployment does not help the pupils to

concentrate in their studies and to strive hard for academic qualifications.

Despite all this, pupils have the right to full-time education even if they had been excluded from
schools. This right of full-time education is parallel to the right of schools to exclude a child if
the child does not fit in there. It appears from the interviews of the excluded pupils that their

rights to full-time education were not maintained.

Right to full-time education:

[Excluded pupils get education two hours a day only. If in a normal school, a child attends a
school only for two hours a day then with the back up of LEA school instigates the proceedings
against the parents of that pupil to take them to court and levy a fine al them. But when a pupil
who happened to be excluded permanently from a school, is provided with two hours education a
day by LEA, no one takes LEA to court to levy a fine on it. Is this a fair deal? A child’s life is at
stake, who is responsible for it?

I had a long conversation with ‘ASI” (pupil) on his exclusion:

Me: You were expelled from your school, when was that?

‘ASI’: It was March 1994

Me: What happened after that?

‘ASI’: I stayed at home until June and then I was sent to ‘BC” [Pupil Referral
Unit] and then had school holidays.

Me: How has exclusion affected you, personally, educationally and otherwise?
‘ASI’: I could not do my GCSEs. [ missed my friends at school.

Me: At ‘BC’ [Pupil Referral Unit] you were attending for two hours only?
‘ASI’: Yes from 9-11.00am. four days from Monday to Thursday.

Me: The school never reinstated you?

‘AST’: No, not in any other school even.

Me: What did vou use to do after finishing studying for two hours at ‘BC’?
‘ASI’: Sit down and watch TV., there was no home work given to me.
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Me: Just looking back do you think the school made the right decision to exclude
you?

‘ASI’: No

Me: Why not?

‘ASP’: 1 did not do anything.

Me: So you think school discriminated against you?

‘ASI’: Yes

Me: Why?

‘ASI’: Because I am an Asian. | was messed around. They were looking for little

things.

Another pupil ‘FS” once excluded permanently from school spent several months at home hefore

two hours a day education for four days a week was arranged. 1 asked him:

Me: When were you excluded from school?

‘FS’: I was excluded from school in October 1993

Me: What happened afterwards?

‘FS’: I went to ‘BC” [Pupil Referral Unit] and then to a school in May 1994,
Me: How long did you stay in the ‘BC’?

‘FS’: Two months

Me: So what were you doing there?

‘FS’: Two hours study time from Monday to Thursday
Me: So you were going for 2 hours at ‘BC’, and what were you doing the rest of the
time?

‘I'S’: Watching television

Me: How has exclusion affected you educationally?
‘FS’: Really badly

Me: In what way?

‘F'S’: Different school and friends.

Me: How has it affected you personally?

‘FS’: New school, different people, making new friends.
Me: Do you wish to go back to your previous school?
‘FS’: No

Me: Why not?

‘FS’: I want to forget the past.

‘FS” may forget his past because he got a full-time educational place in another school. but how

can the past be forgotten by those pupils who never got any full-time educational placement

anywhere and who happened to be in their last year of schooling? In some cases. from my

experience, where a pupil had to travel by bus and that travelling took more than an hour to



reach a Pupil Referral Unit, some pupils did not bother to attend these Pupil Referral Units for
two hours daily. They thought it was a sheer waste of time and their parents agreed with them.

These pupils were lost in the system and who is to blame for this?

Lashely and Pumfrey highlight the complex patterns of under achievement manifest amongst the

cthnic minority communities. Probably the pupils like ‘ASI’ come into that category.
y Yy pup gory

Lashley and Pumfrey state:

Current research has indicated the complex patterns of under achicvement
manifest amongst the minority communities. (Tanna 1990) Recently, it has
become evident that some children of particular Asian backgrounds are al the
very bottom of the performance league [DES 1985; CRE 1990b].

[Lashley and Pumfrey, 1993:118]
Pupil’s Identity and Survival in the school:
Peer groups and gangs:
I know from my professional experience as a social worker that there are a number of Asian
gangs. In these groups of young people a sense of unity and resistance to authority prevails.
Most of these gangs have male members and recently some female gangs have also emerged e.g.

Shia Girls.
This can be argued that some Asian girls may have been influenced by Asian and white male

gangs. But Asian girls’ gangs have not established themselves like Asian male gangs for example

‘Shere Punjab! So this phase may be temporary.

218



However, the permanent exclusion of girls and in particular, of Asian girls, is low compared to
Asian males. This may be that girls suffer discrimination and oppression of all sorts in the
society and some Asian parents may be more interested to arrange marriages for their daughters.
in some cases, possibly al a young age. To overcome these difficulties, one of the options could
be to conform with school’s rules and regulations and not to join any gang which may hinder their
chances to pursue further studies and delay their marriages. To know more about this aspect. the

current study has its limitation, so further in-depth and thorough study is needed specifically for

this purpose.

These gangs give them an identity and support to survive in the school.

Mac an Ghaill argues about an Asian gang ‘the warriors’:

...... at one level they constitute a sub-cultural group which challenges the
authority of the school. At another level, the warriors respond Lo the teacher’s
expectations of their ‘ethnic group’ and adopt covert anti-school practices.

[Mac an Ghaill, 1988:111]

The pupils 1 interviewed in this study, were involved in these gangs. If they felt that they were
unfairly treated they will get support from their gangs and suspected that their parents will not
support them. This was clear in ‘FS’ [pupil’s] interview:

‘FS’: I was always picked on by two teachers in particular. | was never allowed to

talk and I was always asked to stand in the corner.

Me: Did you ever tell your parents?

‘FS’: No.

Me: Why not?

‘FS’: Because I thought they will blame me and not the teachers......

Traditionally, Asian parents respect the teachers that they are there to teach and children must

obey them. otherwise they cannot learn anything. This is the reason they do not like their

children to join any gang.
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During my interview, this came out from ‘ASI’s’ Mother:

He [‘ASI’] has destroyed himself by joining a gang.

When I asked ‘ASI” he denied by laughing.

Me: I gathered that you have joined a group. Was that a gang of Asian young
people?
‘ASI’:  (laughing)..... I am not a member of any gang. Yes, | have some friends
and we go out together.
Here ‘ASI" knew that I knew about his joining a gang and he tried to change the wording calling

them ‘some friends’. Perhaps he thought, | am like his parents who do not like Asian gangs.
All these pupils were adolescents. Longworth Dames argued that:

Adolescents can belong to culture groups alien to the social and moral standards
of adults. It is possible that the excluded children are integrated into an
adolescent culture and may hold prominent positions within the society..... Social
pressure to conform to peer expectation is very great. Peer acceplance is often a
stronger determinant of behaviour than adult acceptance especially where the
latter precludes the former. Excluded children could be behaving in a very
socially precise way to maintain their image in their sub-culture. Most of the
excluded children had long histories of poor behaviour compared with school
standards. The ‘clown role’ encountered in sociometric studies is renowned for
being difficult to break out of, and it would be reasonable to expect thal an
established role in a peer group sub-culture would be equally as difficult to
escape from. By secondary school age the children will have a definite reputation
to maintain. The conflicting cultural norms will consistently cause {riction
between the child and school until the school as an organisation must eventually

reject the child.
[Longworth Dames, 1977:171]

This may be the reason that when pupil ‘TD’ was excluded from a school and then later on joined
a Pupil Referral Unit, felt relieved from various pressures (e.g. peer group, parents) and said to

me during his interview:

If T could have stayed in the school, then things could not have improved as [
have a load of friends. But at ‘LC’ [Pupil Referral Unit| there is only a group of
3-4 boys who are taught by a teacher.

“TD’s’ parents informed me:
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Whatever he did, it happened after school time and his company was bad.

To join a group of Asian young people and to make a gang was also not liked by ‘BH’ [pupil’s]
elder sister and Mother. They both stated to me, during the interview:

We never knew about this that he had a bad company.

On the one hand Asian parents have high expectations that their children should study hard and
maintain their family pride and name in the community and on the other hand they do not want
their children to be discriminated against their skin colour and culture. In some cases, it
becomes very difficult for them to maintain the balance that the school teachers are treating their
off-spring unfairly and they cannot give much support to their children. When they are not fully
aware of the operation of discrimination and racism in this country, they wrongfully perhaps,
sometimes start accusing the victims i.e. their own children. In these circumstances, children do
not have any other option but to join a group or a gang who understand them and support them

when they face any injustice. To join a gang maintains their survival and identity in the school.

Robinson argued that:

The emphasis of black psychology is that the essential goal of human behaviour is
survival. Various authors have emphasized the survival skills of black people as
being the primary goal and accomplishment of personality (for example, White
1991). The constant confrontation with racism and oppression is viewed as the
consistent reality, and the development of strategies to out-manoeuvre threats to
survival by black people is the goal of personality.

[Robinson. 1995:26]
Mac an Ghaill discusses an Asian group ‘the warriors’:
The group projected an image of toughness both to the racists outside the school.

and to the teachers and students within.

[Mac an Ghaill, 1988:112]
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Mac an Ghaill further stated:

The formation of the Warriors group demonstrates that Asian students can
constitute a sub-cultural group which challenges the dominant school culture.

[Mac an Ghaill, 1988:115]
[t appears from the above discussion and my findings in this study, that for the non-conformist
Asian pupils, their survival and identity in the schools depends upon joining a gang, and if they
establish a gang, then this is not viewed positively by the teachers and parents. In addition, the
eang’s activities lead the pupils to exclusions. The gang itself and the individual members have
not got enough power to resist the exclusion from school. This exclusion from school determines

their future both academically and in relation to employment and the whole situation does not

provide any easy solution to the problem in question.

PARENTS’ PERSPECTIVES

In this section the parents’ response is discussed that how the exclusions of their sons has
affected their family pride in the community. Parents’ perspectives on peer groups, racial

discrimination, communication and educational provision is also highlighted.

The excluded Asian pupils were aware that they had let down their parents and the parents do

not feel very comfortable in the community.
When I asked ‘SM’ [pupil] about his parents’ reaction to his exclusion, he replied:

Yes, because I have been thrown out of school and they had different

expectlations.

Another pupil ‘BH’ also had the similar response:
Me: Do vou think your exclusion has let down the family?

‘BH’: Yes, in a way. because my family wanted me to leave the school with good
erades and I did not come up to their expectations. | feel ashamed that I being
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the eldest male child, could not satisfy my parents. My Mum is very upset and
she does not say anything to me . She has gone quiet.

Pupil “TD’ also told that he has brought a shame to his family:

Me: Do you think you have let your parents down?

‘TD’: Yes, I feel ashamed what has happened and I want to prove now that | can

study in another school and achieve. Another thing, that the Deputy Headteacher

always picked on me. I was sitting quietly once in the class, and a school teacher

approached the Deputy Head that some pupils in the class are messing about.

When the Deputy Head came, he blamed me for it.
Not only exclusion of a pupil is bother to Asian parents, even the involvement of an Lducation
Social Worker is a matter of concern to them. It is again if found, that the community pm)pl(‘.
relatives and friends can ask why an officer from the Local Authority visited your home? I asked
pupil ‘ASI’.

Me: What do you feel about our involvement with you?
‘ASI’: It does not bother me and I am not embarrassed, but my mother feels very

embarrassed.

Pupils like ‘ASI” and “TD’ feel powerless, and so do their parents that they cannot rectify the

situation. This affects them personally.

Dalrymple and Burke argue that:

Oppression itself is a powerful force. On a personal level it can lead to
demoralization and lack of self-esteem, while at a structural level it can lead to

denial of rights.
[Dalrymple and Burke, 1995:57]

Family Pride:

Family pride and dignity is very important among Asian families. Asian parents try their best to
maintain that in the community, and if something goes wrong for their children and the children

could not meet their expectations. it becomes a great concern to them.



This came out when I interviewed the parents of these five pupils:

Me: Do you think ‘ASI’s’ permanent exclusion from school has tarnished your
family’s name in the Asian community particularly in the Muslim community?
Mother: He was always picked on and I feel very depressed that my child does
not attend school. Whenever, any visitor comes to visit us, I ask ‘ASI’ to leave
the room. Otherwise, every time | had to give an explanation regarding ‘ASI’s’
stay at home. As a family we are very concerned about his exclusion and try to
hide from the other members of the Muslim community.

Me: When ‘ASI” was excluded from school, did you discuss the exclusion with

your relatives?
Father: Yes, we have discussed the matter with some selected relatives and

friends.

Me: What did they say?

Mother: They were with us. But you know, it was quite difficult for us, even to
talk to them. We felt so ashamed of this episode that whenever anyone visited us
and saw ‘ASI’ sitting at home, the question was always asked - why did he not go
to school? We had to tell lies about the situation for example, I used 1o say he
was not feeling well and he has to visit the Doctor or we are visiling somcone and
that’s why he stayed at home. We were trying to keep our dignily and respect in
this way. You know this, that if people could have found out about this, then it is
a disgrace. The good English family must also be feeling the same way that if
their child is excluded from school, then they may have felt insulted.

Father: I made a personal request to teachers and the Headteacher not to exclude
‘ASI’ and if they think ‘ASI” has done something wrong then they should give him
another chance but no one listened to me and did not take any notice of my
feelings and the child’s education and his future.

Mother: Whenever we went to school, they ignored us completely.

Another pupil ‘TD’s’ parents also expressed almost the same views.

Me: What do you think of your son’s exclusion?
Father: We feel very bad and sad. His education has suffered a lot. He only goes
two hours a day for three days. People talk about this. Our relatives and friends

comment:
‘ He has studied as much as he could. He will not study anymore’.

This was the last year of his studies and his education has been spoiled. Our
relatives ask us, “Why your son does not go to school?” It is very difficult for us,
because all the people blame us that we could not control him. [t is a real shame.
Even teachers at school. ask my other children about “TD’ stating, ‘Is he alright
there?’. ‘Does he behave now?” All this is very degrading. We tell lies to the
people in the community about all this. This has affected our children........
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because he is the eldest child in the family and a male. Probably, he was a bit
spoiled being a male and the eldest in the family.

Asian people in general, and traditionally for various reasons, give importance to a male child

rather than a female. Many Asian parents perhaps believe that the other children in the family

may follow in the footsteps of the eldest child. The eldest child may be considered a role model

in the family.

The educational expectations and cultural attitudes of Asian parents in the current study are

echoed by Dhasmana when she states that:
The study highlighted the differences in the educational expectations and cultural

attitudes of the Asian parents and the providers of education.
[Dhasmana, 1994:27|

Cultural attitudes of feeling ashamed of and a scar to their family pride was highlighted by other

parents whose children were permanently excluded from schools.

[ asked ‘SM’s’ (pupil) parents:

Me: How are your relatives and friends reacting to this?
Father: We feel really ashamed of it and we have not informed any relatives or

friends. We are trying to cover it up as much as we can.

Another pupil ‘BH’s” mother and elder sister were interviewed. Similar feclings were expressed

by them.

Elder sister: I felt very shocked, when he was kicked out. We had a load of
expectations on him as he is the only male child in the family. The other brother

died 12 years ago.
Mother: We feel really ashamed of ‘BH’, when our relatives and friends ask about

him that he does not go to school anymore.



Pupil ‘FS’s’ parents were also very hurtful but they tried to take a brave stance but it was clear
P p y y

from the conversation that they were not happy at all.

Me: Do you think ‘FS’s’ permanent exclusion from school has tarnished your
family’s name in the Asian community, particularly in the Muslim community?
[Both Mother and Father endorsed each other’s comments]

Father: We are not so much concerned about family’s name being tarnished as
the whole atmosphere and environment in the community is like that and a
number of Muslim children have been expelled from schools. The most
distressing thing about all this is that our son is without any education for the last
six months and still we don’t know how long it will take before he resumes his
education.

Me: How have the relatives and friends of the family taken the exclusion of ‘I'S™?
Mother: As you know, relatives always say things, particularly if something goes
wrong in the family, they capitalise on it. Now they got a chance and they have
made a number of stories for example -  Their children have bad habits, they are
not bright children’; “The children are not interested in studies’; “The company of
the children is bad’. But we do not bother much about relatives. No doubt, it is
painful to listen to all this.

Elder brother:...... But people in the community did find out that he has been
excluded from school. He himself was very upset. As you know there was no
point to tell anyone that he has been excluded from school and we had to work
very hard on this. We were in a fix, what to do as this problem cropped up and
we all wished to solve this, as soon as possible.

Me: Why?

Elder brother: Because it was like a shame to the family.
Parents felt at ease to talk to me about the issues and they may not have pointed out some of

these concerns to any non-Asian person. This was because | could understand their difficultics,

religion, culture and speak the Asian languages e.g. Panjabi, Hindi and Urdu.

I support Dhasmana when she states:

Parents who talked about these issues also felt that it is easy to express such
concerns to someone who is aware of the religious, cultural and racial attitudes
underlying some of these concerns, ‘we could have never said all these things in

the presence of a white teacher’.

[Thid.]
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Discrimination:
The issue of discrimination was expressed by all the parents during my interviews.

‘AST’ [pupil’s] mother stated it very clearly:

He was always picked on during his stay in the school. No one listened to him.
On one occasion he was hit by a teacher with a tray without any apparent reason.
No one took any action against the teacher. I tell you another example: Last
year, outside the school, some girls threw some eggs at him and when he
retaliated, the teacher followed him and he was blamed. Ie got into trouble
without any of his fault. He was blamed for somebody else’s faults. On one
occasion, he was insulted in front of me, .... He has been picked on so many times
we now feel that he should not have been sent to this school. He is being blamed
for those incidents where he was not involved at all. This is not fair and he is
being discriminated outrightly.

Father: ..... I felt very strongly that he was made a targel because he was an
Asian. I contacted each and every teacher including the Headteacher to rectify
the decision but no one listened to me. [ appealed against the decision and
thought, if need be, I will take the case even to the court. My child was made the
target. Even the Headteacher turned against him. [f other children do any
injustice, I can tolerate and understand but this made me very angry to know that
teachers have discriminated against him.

Mother: You know, in this country, you cannot hit any child but my child was
assaulted with a knife. The school and no one else took any action against the
perpetrator. We are thinking about taking this matter to courl.  We have
discussed the matter with our solicitors...... (she paused for a few scconds). One
of the teachers warned ‘ASI’ consistently that ‘I will not stop till 1 kick you out
from the school’. He was really after him. Even after the exclusion, if ‘ASI’
happens to go near the school, the teacher warns him not to come near the school.
We have to go out that way and the teachers say to him, “That you cannot usc this
way’, so, school still, is troubling us. They have really upset us. We feel very
bad and we have kept everything to ourselves that nothing could be done. They
have destroyed the life of my son and he is now 15 years old and not even passed
the school. None of the other children have gone through this and ended up like
this. You know al one time, some teachers came to our house in the car. Our
neighbours and other people on the road started asking us the next day, *“Why did
teachers visit you?” It was embarrassing and humiliating.  Our next door
neighbours are English people and none of the teachers have ever visited them.
They have their school age children. Teachers visited us only because we are

Asians.

"ASI's” parents had quite high feelings and probably they thought, ‘here is someone who may

have some sympathy to our plight’.
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I kept on listening and came out the interview with heavy feelings, that I could not assist them.

when there was a need.

Similarly ‘FS’ [pupil’s] parents were also very unhappy. Father stated:

The incident for which ‘FS” has been expelled from school on a permanent basis,
happened outside the school. Teachers are like parents and in no way they have
less responsibility than parents but in ‘FR’s case they have discriminated against
him and have not carried out their responsibilities. They have done a great
damage to him. This was not expected of them. ‘FS” had three stitches in the fight
but no action was taken against the perpetrators. This is not fair at all.

Mother: Bhaijan (traditional way of addressing a male (outside the [amily) means
brother). It was an unfair treatment. There are hundreds of children from
different backgrounds but he was blamed for something which he did not do. He
was accused for 12 pence and for that 12 pence, not only has he suffered but the
whole family has suffered. The allegation was never proved. School got all the
wrong information and they did not investigate the matter properly and that’s
where they were unfair. He was excluded because of his ‘race’, we give him £2

daily as pocket money.

These sort of views were also expressed by those Asian parents who were in Dhasmana’s study.

Dhasmana stated that:

Some parents talked about the low expectations held by certain teachers of Asian
children and the racist attitudes of white teachers directed towards them as well

as their children.

[Thid.]

Pupil ‘BH’s elder sister and mother also talked about discrimination and racism very sharply.

Elder sister: I and others know that Headteacher is a racist. I myself went to that

school. he does not like Asians.
Mother: I think he [*'BH’] is being discriminated against as he has been blamed

for some incidents which have no grounding.
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Pupil ‘FS’s Father also believed that his son was discriminated against because he was an Asian.

He stated that:

Yes, it appears that if a child might have been English, then this may not have
happened. The allegations put on my son that he was with other boys, damaging
the property. When he asked the Headteacher - ‘If it was recorded on the camera,
then why not show that to me?” But I was not shown anything. In actual fact,
according to my son, he was not there on that day - the day the damage was done
to the school.

Pupil “TD’s parents also accused the teachers of discrimination:

Me: Do you think, your son has been discriminated against?
Father: Yes, we think so. Teachers never listened to us. [t is possible thal being

Asians we have never been listened to.

[f this is what Asian parents feel, then how can they participate in their children’s learning?

Dhasmana argues that:

....... the main aim must be to encourage active participation by Asian parents in
their children’s learning, not just to gather information about the experiences and
attitudes, as there is no dearth of such information on this subject.

| Dhasmana, 1994:24|
I support Dhasmana but the point here is to look at the attitude and practice of teachers to whom
these Asian parents are blaming for discrimination, and then do something about it to rectify the

situation.

People who feel they are being discriminated against are the ones who are oppressed. According

to Thompson:

Oppression: it has been defined as inhuman or degrading treatment of individuals
or groups, hardship and injustice brought about by the dominance of one group
over another, the negative and demeaning exercise of power. Oppression often
involves disregarding the rights of an individual or group and is thus the denial of

citizenship.

[Thompson, 1993:31]

229



Asian parents and the pupils comparatively have less power than that of teachers. Anti-
oppressive practice, ‘works with a model of empowerment and liberation and requires a

fundamental rethinking of values, institutions and relationships’ [Phillipson, 1992:15].

‘Anti-oppressive practice’, as argued by Dalrymple and Burke:

Then, means recognising power imbalances and working towards the promotion of
change to redress the balance of power. In discussing student-lecturer
relationships, Jeanette Henderson (1994:19) argues, for example, that it is
important not only to recognise that there is a power imbalance but also actively
to work towards change - otherwise ‘the educator may perpetuale incquality’.
This means challenging assumptions, recognizing that we all have rights and
challenging the institutional practices that oppress and so systematically
disempower those with whom we work.

[Dalrymple and Burke, 1995:15]
If the above happens, then there is possibility that the permanent exclusion of Asian pupils may

reduce. In addition, Asian parents will have more faith in teachers and the systems of the

schools.

Communication:

Communication is an important element in imparting knowledge, power and feelings. [f parents
are not communicated with regarding their children’s activities, they cannot participate in their
education and will not be equal partners to promote the welfare of the children.  Not to
communicate means undermining and ignoring. When someone is ignored it means that person
is not important enough to be informed and this process is hurtful at the other end when found

out. This causes anger and frustration.

‘BH’ (pupil’s) Mother was not happy at all, she said that:

They (teachers) did not tell us that he (‘BH’) was kicked out. No information was
sent to us. He was away. at least for two months. He used to go out from school.
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My father once saw him in the police car and his sister phoned the school. The
school said he is in school. Only after a few minutes, police brought him home.
He was with the police as a witness. When we asked the school why were we not
informed they said they sent letters to us but those letters never reached us. He
(‘BH’) cannot pick up the letters as the post comes later when he is already gone
to the school. They never told us about a knife or a gun which was mentioned at

the Exclusion meeting.

Another pupil ‘TD’s parents also complained to me when I asked:

Me: Were you informed about his [‘TD’] exclusion?

Father: No one informed us about his exclusion. No letter and no phone. He was
permanently excluded from school and he was excluded before the summer
holidays and we were notified in September.

Pupil ‘SM’s parents did receive a letter from the school informing them of the permancnt
exclusion, but Father was not happy and he tried to contact the school. ‘SM’s Father stated that:

When I received a letter from school, I tried to contact the Headteacher but the
secretary informed me that he is busy. [ tried to contact him again after an hour
or so, but again he was not available. It was Friday and afterwards the school was
closed for the summer holidays. I was later accused that we did not contact the
school. I did not like the attitude of the school. I requested thal he should he
pardoned but no one listened to me. Then we thought about appealing, but there

was not enough time, so we did not bother much.
The situation becomes more complicated where Asian parents may not be able to speak English
and schools have not arranged adequate interpreters and translators. This [urther limits their
powers. Even the legislation do not seem to work here. Dhasmana argued that:

The Education Acts of 1986 and 1988 have brought radical changes in the
Education system of this country. The changes brought about by the Education
Reform Act (ERA) may actually increase the possibility of discrimination against
Asian parents, especially those living in inner city areas. On average, Asian
parents are less knowledgeable about the British education system. They are also
more likely to have had a poorer educational experience themselves with little or
no experience of Further or Higher Education here or even at home. So what is
good for some individuals may not be as good for some less privileged minority
groups who are less able or willing to participate in the daunting process. It is in
fact inconceivable that these Asian parents will be able to benefit from any of
these radical changes if they lack the skills, knowledge and confidence to use

these powers.

[Dhasmana, 1994:24]
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Dhasmana continued that:
One of the prerequisites for achieving this reality for all parents, especially the
Asian parents already in a disadvantageous position in society, is by empowering

them with confidence, knowledge and skills they need to help their children and
to prepare them for the long-term goal of partnership with schools.

[Tbid.]
Yes, this may only be possible if parents are kept in the picture of their children’s activitics in
the school. If the teachers do not communicate with the parents - as is the case in this study,
then partnership with schools is not possible. The other thing to nole is, as argued by Dalrymple

and Burke:

The society we live in is characterized by ‘difference’ but these differences are
not always seen positively. Differences are used to exclude rather than include.
This is because relationships within society are the result of the exercise of power
on individual, interpersonal and institutional levels.

[Dalrymple and Burke, 1995:8, orignal emphasis|

Dalrymple and Burke further argued:
If work with young people who have limited power or who are marginalised is to
be effective then it should link the personal realitics of people’s lives to the
structural context in which they exist. By incorporating the concepts of power

and oppression within a theoretical framework, it is possible within our work to

build on the strengths rather than the deficiencies of individuals.
|Dalrymple and Burke, 1995:9]

Our attitudes, value system and the power as discussed already arc the crucial clements in this

context, to improve the situation.

Educational Provision After Exclusion:

Education provided by the LEA at Pupil Referral Units was not liked by the parents. They were
not happy:

(a) This was only for two hours for four days a week.

232



(b) Only the excluded pupils attended these units.
(c) This was not like a normal mainstream school.

(d) A label was automatically attached to these pupils who attended these units.

I asked ‘ASI’ [pupil’s] Mother:

Me: If ‘ASI” does not get a place in any school then can you send him to ‘Pupil
Referral Unit’?

Mother:  What we have heard about the Referral Unit is that they provide
education only for two hours a day and I don’t think that is enough. It is better
for him to stay at home. He watches television and sometimes studies on his own.
In addition, he is reluctant to attend any studies because of his bad experience at
school. The school has excluded him but they never bothered about his studies.
He was ignored most of the time and whenever, we parents, tried to find out from
school, the reasons for ignoring him - they never gave us any satisfactory answers.
Instead, school blamed him that he does not do anything and does not listen o
any teacher.

[.....Mother gone silent for a few moments].

At this stage Mother became very sad and was about to cry.

Another pupil ‘SM’s’ Father was not very happy to send him to Pupil Referral Unit. “SM’s’

Father stated:

[ was not happy to send him to this Pupil Referral Unit but there was no choice.

Analysing the Giddens’ work, in reference to conflict and social change, Cassell stated:

If we take the example of the school portrayed in Willis’ study Learning lo
Labour, which Giddens comments on in ‘The Constitution of Society’, it is
apparent that the myriad of practices that go on in the classroom, and elsewhere
in the school, are marked by dissent. The ‘Lads’ - rebellious working-class
students - operate within interpretative and normative frameworks that are quite
different in many respects from those of the staff; conflict is chronic as each party
mobilises their respective ‘resources’ to prosecute their particular purposes. The
school authorities are incapable of achieving anything more than an ‘effort
bargain’, a sort of uneasy truce, with the ‘lads’, whose ‘resources’ are,
nevertheless, far more limited than those available to the staff. One might expect
this scenario to produce chaos, but Willis” study reveals the manner in which the
practices. the conflicts. actually form a pattern, to the extent that events are in
some sense predictable: horribly so. one suspects for the participants. Although
all parties are striving to achieve a routine which will guarantee their ‘ontological
security’, the presence of the opposing party - who must ‘eat into’ the security of
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the other to stabilise their own position - makes it achievements highly elusive

and unstable.

[Cassell, 1993:15]

In my experience, I have found that to find another school for an excluded pupil is not an casy
matter. Very few schools show any interest to admit any excluded pupil. Even if a school may
have a vacancy it becomes difficult for the school to accept an excluded pupil for various reasons
such as - the school may be considered a dumping ground to send excluded pupils; the effect on
the League Table; the general reputation in the community and why is it that only this school
should accept excluded pupils. That is why Education Social Workers and their managers,
sometimes do not get any response from the Headteachers or the messages are never returned.
This causes a lot of frustration to the social workers, their managers and the pupils’ parents
concerned. In this drama, the education of the pupil suffers and the excluded pupil lags behind

further.

SUMMARY:

There seems a problem in relationships between pupils and teachers, with part of this heing due
to teachers’ undermining the pupils’ self-worth. There was no evidence to suggest thal these
pupils were anti-school. The behaviour of ‘acting tough’, ‘having a good laugh’, or ‘provoking
teachers” was all part of a game in which the majority of the class participated, and the pupils
who were seen as leaders or part of the ‘gangs’ were given some sanction. All these pupils were

reported by teachers to be bright. Pupils felt that they faced racial discrimination.

All parents resented the notion of a permanent exclusion. Parents were concerned about their

family pride in the community and shame brought to their reputation by exclusion of their

234



children from schools. Parents blamed their children’s peer group for continual mishehaviour
and racial discrimination on the part of teachers in the schools. There was enough evidence to
suggest that communication between schools and parents was poor. Parents did not approve of

the education provided at the Pupil Referral Units.
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