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Abstract 
 

Multicultural educational policies in school advocate respect for all cultures. These policies 

are considered important in facilitating the inclusion of students from ethnically diverse 

backgrounds (Banks, 2008, 2019). Multicultural policies aim to increase equality and social 

acceptance of minority ethnic communities by decreasing negative racial attitudes and racial 

inequality (Bourne, 2007; Howarth and Andreouli, 2012). Therefore, multiculturalism is a 

key to the development of positive attitudes amongst ethnically diverse communities and it 

aims to challenge and prevent racism or prejudice (Bourne, 2007). The aim of this study was 

to analyse experiences of British Pakistani students in schools; to investigating how the 

concept of multiculturalism with multicultural policies is promoted in schools, to ensure 

their inclusion. The situation of British Pakistanis is complicated by issues relating to how 

the Muslim faith is perceived, and in particular the Prevent Agenda. Both of these topics are 

covered within this study. This study investigated the experiences of British Pakistani 

students in multi-ethnic secondary schools in England in order to understand how BPS as a 

minority ethnic group are culturally supported and included in schools. This study focused 

on multiculturalism by using Banks’ (2008, 2019) theory of multiculturalism with his model 

of multicultural education as a conceptual framework. Hence, year 9 BPS’ experiences in 

relation to multiculturalism, multicultural education policies including the Prevent Agenda 

and FBV in three different multi-ethnic secondary schools in the East of England were 

explored. All three schools were multi-ethnic in nature and more than enough to provide 

sufficient data to do a good cross-section from schools with differing level of BPS, through 

student and teacher interviews, in addition to document analysis of school policies. The 

major findings of the research revealed that the case study schools have a positive inclusive 

cultural environment and the more general inclusive policies schools employ seem to meet 

a number of elements and dimensions that Banks (1989b, 2008, 2019) has identified in 

relation to multiculturalism. Findings also indicated that no single model espoused by Banks 

(2008, 2019) could fully capture the range of themes emerging when focusing on issues 

related to multiculturalism when applied to this group of students in the current context. 

BPS identify themselves as British Pakistani and prefer dualism/integration to carry two 

different cultures together. There are no concerns that Prevent is impacting on teachers in 
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terms of the way BPS behave, and teacher training in relation to this was perceived as 

insignificant. BPS generally experience positive attitudes from their peers and teachers. 

British Values caused a variety of responses indicating lack of clarity about what British 

Values are, and that they are not required for the integration of BPS in schools. Overall, the 

findings concluded that although British Pakistani students’ needs are being met by current 

practices in schools, some aspects of Banks’ (2008, 2019) model could be beneficial in 

reducing potential issues faced by this group of students. 
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Chapter 1: Introduction  

 

This thesis focuses on the educational experiences of British Pakistani students (BPS) in 

three English secondary schools. British Pakistanis according to the UK 2011 census are the 

third largest minority ethnic community (1.9% of all UK population) in the UK and the main 

religion practiced by the Pakistani community is Islam (Office for National Statistics, 2012, 

2013). However, the experiences of BPS students are an under researched area. 

 

1.1 Rationale  

 

As a researcher with a Pakistani Muslim background who has lived for a considerable 

amount of time in England and particularly after becoming a mother, I am very interested in 

the experiences of British Pakistani students (BPS) in multi-ethnic schools as obviously my 

daughter will grow up in Britain, and in the culture of this country, albeit with her inherited 

culture informed by me and my family. I want to see how culture impacts on BPS in schools. 

I want to explore how BPS as a minority ethnic group are culturally included in schools e.g. 

in terms of getting halal food and following their religious precepts such as fasting and the 

hijab. I want to know whether BPS feel pressurised into performing differently to their 

culture. I am interested in the role of multicultural education policies in enabling British 

Pakistani students to feel culturally included in their multi-ethnic schools. I want to 

understand whether the concept of multiculturalism has a place in schools today, and the 

nature of multiculturalism practiced in multi-ethnic schools. If it is practiced, I would like to 

explore how an inclusive cultural environment is maintained. I have a general interest in this 

topic as my personal experiences as a Muslim in the UK motivated me to do this kind of 

research. For example, my feelings of alienation as a Pakistani and experience of racism 

particularly following the Brexit vote in 2016 in this country has enhanced my interest in this 

topic to explore how BPS, in English schools experience these issues. After Brexit, when one 

day I visited the store, an old man stopped me and my daughter and said to us, “go back to 

your country” and when I said, “excuse me”, he began to rebuke and swear at me. Due 
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partly to this incident I feel uncomfortable when I go outside in my traditional dress, as 

several people look at me by turning their head which makes me feel uncomfortable and 

different. 

 

It is presumed to be incumbent upon the British Pakistani community being a minority to 

assimilate to integrate into the British society/culture (Race, 2011, 2015). In spite of the 

increasingly multicultural makeup of British society, this remains the case.  Multiculturalism, 

and in particular the work of Banks (1989a, 1989b, 2004, 2008, 2019) around this concept 

will be key for this research. British Pakistanis continue to experience racist attitudes being a 

minority and feeling different in terms of their religious precepts (such as wearing the hijab) 

in the UK. Therefore, with a Pakistani Muslim background, I can have a greater insight into 

the cultural experiences which I bring with myself to understand the experiences of BPS 

within schools. Alongside this, I bring a different understanding compared to BPS who may 

never have visited Pakistan and never had a fully immersive experience of Pakistani culture 

as it is practiced in Pakistan (except that they have learnt from their parents, the social 

media, mosque leaders and other relatives living in the UK); therefore, I want to understand 

their experiences in the UK context. I want to focus on BPS as a minority ethnic group in 

multi-ethnic secondary schools to see the ways schools in England practice multiculturalism 

and incorporate BPS cultural background within education by decreasing racial inequalities 

as the British Pakistani group is the one who is affected the most by the government 

perspectives in relation to multiculturalism. I intend to explore a range of different 

experiences of British Pakistani students, particularly, to understand whether or not BPS 

experience any negative attitudes from their peers and teachers in school in relation to their 

culture or cultural background and to understand the factors behind these experiences. I 

want to understand whether experiences of racism are a common everyday issue for British 

Pakistani students in schools or more isolated instances and to what extent do BPS have 

more positive experiences of multicultural inclusion than negative experiences of exclusion 

in schools. 
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Such aspects are worth investigating as the perceptions of British society (when viewed 

through the lens of the British media) suggest that British attitudes towards the Pakistani 

Muslim community have changed negatively since the terrorist incidents of 9/11 in the US 

and 7/7 in the UK. Constant terrorist attacks in Europe in 2017 also reveal a backlash against 

Muslims (Dodd and Marsh, 2017). Even before 9/11 they were not viewed positively as the 

term ‘Paki’ has existed as a derogatory term in the UK since the late 1960s (first reported in 

1964) but was more often used in the late 1960s to 1970s particularly during the incidents 

of ‘Paki bashing’ alongside racist violence in Tower Hamlets in London during 1968 to 1970 

(Bhatia, 2007; Abbas, 2013; Ashe et al., 2016). Thus, how all these incidents have impacted 

on BPS being Muslims is important to know, and also to explore their experiences because 

they listen to this kind of Islamophobic discussion from their family, society, and the media 

as well. Thus, I want to explore the impact of current perceptions of Muslims as ‘terrorists’ 

on both students and teachers in shaping their attitudes towards BPS. Therefore, I am 

interested in the experiences of BPS in light of concerns over terrorism post 9/11 and 7/7 as 

discussed in the following section. Although, it will not be explored fully until a later chapter 

Banks’ (2008, 2019) work on multiculturalism is important and will be used as a theoretical 

framework in this research. Having said that, issues related to Islamic culture and terrorism, 

impact of the media and Prevent policy are essential to understand BPS experiences in 

relation to multiculturalism particularly negative experiences of prejudice and 

discrimination. Banks (2019) claimed that most of the school activities in relation to culture, 

ethnicity, race, religion, gender and language are prejudicial and strengthening bigoted and 

prejudiced attitudes in western societies. Hence, it is important to see how schools can 

support and foster a positive multicultural school setting according to Banks’ (2008, 2019) 

theory/model of multicultural education in the contemporary Islamophobic climate.  
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1.2 International Context 

 

1.2.1 Negative experiences of Muslims since 9/11 and 7/7 terrorist attacks 

 

Islam was not a very prominent subject in the west prior to the 9/11 and 7/7 terrorist 

attacks (Knapp, 2003; Yalonis et al., 2005; Hussain and Bagguley, 2012). After 2001, it 

appeared as a bone of contention among Americans and Europeans and was discussed 

widely (Yalonis et al., 2005). Western print and the broadcast media began to speak about 

Islam and Muslims frequently (Yalonis et al., 2005; Khan and Ecklund, 2012). At that time, an 

important comment: “Either you are with us or you are with the terrorists” was made by 

President Bush in reaction to the 9/11 attacks. The comment separated humanity into two 

categories and triggered the threat of a cultural clash (i.e. a conflict between different 

cultures due to their diverse cultural or religious practices and beliefs) between Muslims 

and Christians and spreading hate and suspicion among them (CNN, 2001, Online; Sultan, 

2016). Bush clearly stated, “The terrorists are traitors to their own faith, trying, in effect, to 

hijack Islam itself” (CNN, 2001, Online). 

 

Unlike Bush, the next president of America, Barrack Obama recommended that his experts 

exclude prejudicial words that are used to refer to all Muslims e.g. “Islamic terrorism, 

Islamic extremism and Jihad” from the fundamental security document (Sultan, 2016). 

Nevertheless, Muslim immigrants since 2001 have experienced negative attitudes more 

than other immigrants in America (Khan and Ecklund, 2012). Australian Muslims have also 

encountered negative attitudes, discrimination and prejudice (Amath, 2013). Muslims 

around the world particularly in western countries have experienced major challenges and a 

backlash including racist abuse after the 9/11 and 7/7 terrorist attacks (Tindongan, 2011; 

Amath, 2013; Hasan, 2015). Evidently, the 9/11 and 7/7/ terrorist attacks influenced the 

relationship between Muslims and westerners negatively as well as slightly changed the 

western perceptions of Islam and Muslims that resulted in a negative portrayal of Islam and 

Muslims in the west and its’ impact on them as discussed below.  
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1.2.2 Image of Islam and Muslims in the media with impact 

 

It has been claimed that a distorted and ignorant interpretation or image of Islam and 

Muslims is portrayed by the west (Brown et al., 2015). Muslims are perceived as terrorists, 

barbaric, rebellious, honour-killers, oppressors of women, conservative, ignorant, rude, anti-

western and fanatics by the west and the western media (Brown et al., 2015; Matindoost, 

2015; Awan and Zempi, 2016). Findings of a study conducted in the US revealed that 

Muslims are frequently viewed with suspicion, and Islam is perceived as synonymous with 

support for aggression and terrorism by the western media (Bleich et al., 2016). Anti-Muslim 

racism has received widespread coverage in western countries (Sultan, 2016). Bigotry 

against Muslims has led to hate crimes against Muslims in western countries (e.g. France, 

Belgium, Spain, Italy, Switzerland, Germany, Canada, West Australia, and Australia) including 

the following examples:  

 

- Muslims particularly veiled Muslim women are assaulted;  

- Muslims are called terrorist, pig, paedo, muzrat, scum, and pisslam;  

- Mosques are attacked, and operations are carried out against building mosques; 

- The veil is banned in many countries around the world such as France, Belgium, 

Barcelona, Spain, Austria, Germany and Denmark; 

- Full-face veil is regional or partially banned in some other countries such as the 

Netherlands, Italy, Canada and Central Africa; 

-  Anti-Muslim graffiti is scribbled next to Muslim properties; and Islam is criticized  

(Everett et al., 2015; Matindoost, 2015; Awan and Zempi, 2016; Sommerlad, 2018). 

 

 

According to a report, 70%, 65%, 63%, and 50% of the public have expressed a desire for the 

banning of the full-face veil in France, Spain, Italy, and Germany respectively (Everett et al., 

2015). Islam and Muslims always remain in news headlines such as those reported in France 

and the USA: 
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“France's Charlie Hebdo blames ordinary Muslims for terrorism” 

- ‘More than 15 Armed Muslims Opened Fire in California!’ 

- ‘Muslim student at Texas school called terrorist by teacher’ 

- ‘Muslim migration in France opens door to terror” (Sultan, 2016, p.5). 

 

These among many other thoughts and actions against Islam and Muslims have had a very 

negative impact on Muslims (Matindoost, 2015; Awan and Zempi, 2016). Findings of a study 

conducted in Britain disclosed the experiences of many international Muslim students 

showing how negative images of Islam and Muslims have influenced them negatively as 

stated below (Brown et al., 2015, p.54): 

 

“If you have a bushy beard or you’re wearing a big white shirt, then you’re definitely 

a Muslim and a potential criminal. Turkish student”. 

 

Another study conducted in Australia disclosed the negative image of Islam and Muslims by 

revealing the experiences of Muslims (Cherney and Murphy, 2016). A participant of this 

Australian study (2016, p.487) revealed the double standard of the media and society: 

 

“If a Muslim dresses the way that they want you to dress and that you live your life 

the way that they want you to live your life, they’re fine. They don’t care if you’re 

Muslim. It’s not a problem with Muslims. The problem is with Islam. It is your 

understanding and your practice and implementation of Islam that they don’t like”. 

 

In a nutshell, the negative image of Islam and Muslims around the world has had a 

substantial impact. It increases a sense of susceptibility and insecurity among Muslims, 

decreasing their confidence, sense of belonging, and enthusiasm for integration (Awan and 

Zempi, 2016). Muslims’ portrayal as extremist by the media has potentially increased 
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insecurity among Muslims as well as islamophobia and discrimination towards them (Abu-

Ras et al., 2018). A continuous prejudice towards them might impact on their attitudes, 

well-being and mental health (ibid.). However, it would be worthwhile acknowledging here 

that extremist activities committed by ISIS (also known as ISIL, Islamic State of Iraq and Syria 

– known as a terrorist group of Muslims) and the increasing number of individuals around 

the world who have joined this group (and similar groups) has intensified the fear of Islam 

and Muslims or Islamophobia among westerners (Matindoost, 2015). It cannot be denied 

that the 9/11 and 7/7 terrorist attacks in the past and continuous bombing or acts of 

terrorism throughout 2017 by ISIS or Islamic terrorists have played a major role in shaping 

negative perceptions towards Muslims as discussed below.  

 

1.2.3 Conflict between Islam and the West 

 

Muslims are believed to be reluctant to integrate to western lifestyle, society and culture 

due to their religious precepts. This view has been expressed by westerners particularly in 

Western Europe, US, Israel, and Russia (Pew Research Center, 2011). Funk and Said (2004) 

stated that Muslims and westerners (Westerners in this study are those non-Muslims, who 

are from western countries as British Pakistanis are also westerners) are heterogenous 

groups who have a possibility of cultural clash among them due to their diverse cultural or 

religious precepts or symbols e.g. westerners perceive Muslims’ hijab and other religious 

appearances negatively. Correspondingly western dress code and other cultural expressions 

or precepts are perceived as going against Islamic beliefs by the Muslims. They have 

debated that provocative cultural practices such as polygamy, forced marriage, women’s 

oppression, gender inequality, honour killing, domestic violence, and purdah goes contrary 

to the western secular official agendas, broad minded societal norms and democratic 

gender roles (Norris and Inglehart, 2012). Nearly a third of Germans and Spanish suppose 

that Muslims do not espouse western cultural norms (Pew Research Center, 2011). 

 

A study disclosed a significant response from participants regarding the incompatibility 

between Islam and the modernity of western countries (Wike and Grim, 2010). According to 
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a survey, almost 50% of Americans perceived there to be an incompatibility between Islamic 

and American values (Martin, 2013). Another survey disclosed that 65% of Republicans and 

30% of Democrats claimed that Islam and democracy are incompatible (Lipka, 2017). Tony 

Blair (a former British Prime Minister) claimed that “many millions of Muslims hold a 

viewpoint that is fundamentally incompatible with the modern world” (Broomfield, 2016, 

Online). The incompatibility between Islam and British values was also highlighted by a 

British poll printed by the BBC (Rashid, 2016). 

 

It is perceived that Muslims have their ‘narrow-minded’ communities where they live 

separately to the rest of the society (Kirkup, 2015). Americans and Europeans (Amish 

people) believe that they keep themselves out of the western society or lifestyle as a 

distinct group (Pew Research Center, 2011). The Czech president Zeman perceived Muslims 

to be a distinct group who are not able to adapt to western lifestyles: “Let them have their 

culture in their countries and not take it to Europe” (France-Presse, 2016, Online). It is 

argued that it is difficult to integrate Muslims in the western lifestyle due to their lack of 

knowledge of the English language as Muslim women in particular do not speak the English 

according to the British government (BBC, 2016). Former Prime Minister David Cameron 

claimed that “if you're not able to speak English, you're not able to integrate” (BBC, 2016, 

Online). According to a survey in Britain, more than 50% of Britons considered Muslims as 

problematic and less than 50% perceived them as a menace whereas just 28% perceived 

them as integrated (Moosavi, 2012). 

 

A survey revealed that 91% of Israeli, 91% of French, 87% of Spanish, 59% of Germans, 54% 

of Americans, 52% of British, and 39% of Russian respondents believe that Islam is the most 

violent religion compared to other religions (Pew Research Center, 2011). Research 

conducted by Raiya et al. (2008) in America disclosed that Muslims are perceived by 

westerners as violent and impolite towards Christianity and can destroy Christians’ 

standards and beliefs being disrespectful towards Christians and their holy book as 

presented in the following table: 
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Table 1.1: Image of Muslims as invader of Christianity 

 

Source: Raiya et al. (2008, p.318). 

Having explored the image of Islam in the media and western perceptions of Muslims, the 

next section explores some misconceptions of Islam as well as the association of terrorism 

(carried out by both Muslims and non-Muslims) with religion. It also draws attention to 

factors which have been used to justify Islamic terrorism.  

 

1.2.4 Islam, culture and extremism or terrorism 

 

Islam is now usually associated with terrorism by the western media and societies (Martin, 

2013). Even though other terrorist organisations or right-wing extremists (Sever, 2013, 

Wootson, 2018), and far-right groups also demonstrate terrorist acts; their religion or 

beliefs are not associated with terrorism (Koehler, 2016; Peek, 2017; Iftikhar, 2017). For 

example, Irish Catholic Christians were often called The IRA (Irish Republican Army) 

terrorists when they engage in any terrorist acts, but their religion was not referred to 

(Armstrong, 2005); however, when Muslims do, their religion is tagged with terrorism. 

Muslims are not labelled as Pakistani, Afghani, Syrian, Iraqi or Arabic terrorists; they are 

simply perceived as Muslim terrorists. There are numerous terrorist attacks every year in 

Europe (e.g. Nationalist/Separatist, Right-wing and Left-wing); however only those which 
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are executed by Muslim extremists become eye catching through the western media and 

public debates (Sultan, 2016; Koehler, 2016; Bayoumi, 2017). 

 

The Islamists terrorists are always highlighted in the news with the association of Islam with 

terrorism and feelings and faith of billions of Muslims who hate terrorism are ignored 

(Sultan, 2016). On the other hand, non-Muslim extremists or terrorists (such as Norwegian 

far-right terrorists, Andreas Lubitz and James Holmes) are associated by the media only with 

mental illness or psychological issues (Matindoost, 2015). A clear picture of double 

standards concerning terrorism can be perceived through President Donald Trump’s 

statements on two different terror incidents in US e.g. a terror attack by a white 

supremacist in Charlottesville when he intentionally crashed his car into a crowd of counter 

protesters and killed one person and injured 19, was not associated with terrorism by 

President Trump (Iftikhar, 2017; Millward, 2017; Ali, 2017). President Donald Trump labelled 

the Charlottesville terror attack as ‘a kind of violence’ whereas another terror attack in 

Manhattan committed by a Muslim immigrant was labelled as terrorism by him (Iftikhar, 

2017). In relation to the Charlottesville incident, Trump said that there was blame on both 

sides. It can be stated that Trump’s canons about terrorism altered with the identity of 

terrorists. Ali (2017, Online) who is a “political commentator, Emmy-nominated producer, 

playwright and attorney” claimed that President Trump’s double standard encouraged him 

to say: 

 

“Children, if you’re a Nazi or a white nationalist, your president will stand up for you. 

If you’re Muslim? Immigrant? Black? Female? Sorry, you’re on your own. Perhaps 

work at Trump Towers or compete in Miss Universe in order to make it. Good luck!”. 

 

The following figure also depicts the double standards of the media. It shows how Muslim 

identity is linked with terrorism and terrorist cells whereas non-Muslim terrorists are 

associated with mental instability (Powell, 2011).  
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Figure 1.1: Double standard of the media 

Source: Powell (2011, p.106). 

The double standard of the media is the little coverage of terrorist incidents carried out by 

non-Muslims terrorists as compared to terrorism conducted by Islamic terrorists e.g. Islamic 

terrorism has almost 449% or 500% extra the media coverage as compared to terrorism 

carried out by non-Muslims (White men) in the United States (Iftikhar, 2017; Bayoumi, 

2017; Hussain, 2018). However, President Trump blamed the media for not covering 

adequately terrorist incidents carried out by Islamic terrorists (Iftikhar, 2017). 

 

Muslims are also targeted by western counter-terrorism policies (Choudhury and Fenwick, 

2011). The ‘War on Terror’ to protect the west is mainly targeted against Muslim countries 

such as Afghanistan, Iran, Syria, Iraq and Pakistan (Sultan, 2016). The ‘War on Terror’ is a 

general term for a range of activities initiated by the United States in response to terrorist 

organizations (e.g. al-Qaeda) (Rich and Moreno-Riano, 2018).  Another example of targeting 
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Muslims is the recent policy to ban the entry of Muslims from mainly Muslim countries (e.g. 

Iran, Libya, Somalia, Sudan, Syria and Yemen) to the United States by American President 

Trump (Sultan, 2016; Rothwell and Krol, 2017; Siddiqui et al., 2017; Abu-Ras et al., 2018). 

This clearly indicates racial injustice (Matindoost, 2015). Trump’s Muslim travel ban was 

strongly criticised by many people including scholars and journalists (Yee, 2017; Penman 

and Cloud, 2018).  

 

1.2.4.1 Jihad  

 

The Islamic term Jihad is frequently associated with terrorism by westerners to explain the 

terrorist acts carried out by a particular group of Muslim fundamentalists (Awan, 2012; 

Elahi, 2016; Latif and Munir, 2014). However, in-fact there is no connection between 

terrorism and Jihad in Islam; both are quite diverse concepts (Elahi, 2016; Latif and Munir, 

2014). The term terrorism is an indiscriminate aggression to spread terror by targeting 

civilians to gain political or economic aims whereas Jihad is striving or struggling against self-

evil inclinations and outer evil oppressions and violence in the path of Allah (Awan, 2012; 

Elahi, 2016; Latif and Munir, 2014; Knapp, 2003). Jihad in Islam (according to Quran) is a 

struggle through the teachings of Islam against disbelievers (Arya, 2017). It is a command 

from Allah Almighty to his devotees in relation to safeguarding the powerless, oppressed 

and persecuted (Esposito, 2015; Arya, 2017). There is also a misconception that Jihad is a 

holy war whereas it is only struggling in the way of Allah Almighty (Knapp, 2003; Elahi, 2016; 

Landscheidt and Wollny, 2004; Arya, 2017; Awan, 2012;). The term for holy war that is used 

in the Arabic language is harb-u-muqaddasa; however, is not used in the Quran and Hadith 

(Elahi, 2016; knapp, 2003). Jihad is entirely against terrorism; though Islamic terrorists use 

the term jihad for terrorism (Elahi, 2016; Latif and Munir, 2014; Arya, 2017). Islamic 

terrorists organisations deliberately misinterpret the meanings of different Quranic verses 

to practise terrorism or mass shooting as well as to justify their deliberate actions or terror 

activities against disbelievers (Esposito, 2015; Arya, 2017). Critics of Islam also misinterpret 

different Quranic verse to argue that Islam is an extremist religion that allows terrorism and 

extremism against disbelievers (Esposito, 2015). Due to misinterpretation of Quranic verses 

in relation to Jihad, potentially Islamic terrorist groups do believe that terrorist activities are 
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legitimate activities and for that reason they particularly engage with stereotypical ideas 

that suicide bombers may view themselves as martyrs or may get rewards in heaven 

hereafter for mass killings, suicide assassinations and terrorism (Landscheidt and Wollny, 

2004). However, the Quran including Jihad in fact opposes all illegitimate terrorism and 

extremism (Esposito, 2015). Jihad seeks to abolish oppressive inclinations and activities 

whereas terrorism is targeting and destroying, civilizations, humanity, properties, public 

services, and organisations to harass individuals, civilians, and government (Awan, 2012; 

Latif and Munir, 2014). Jihad is informed by rules and conditions whereas terrorism does not 

have any conditions (Elahi, 2016). In fact, terrorism has no religion (Elahi, 2016). 

 

Islam is a religion of peace that values all human beings and is opposed to terrorism and 

tyranny (Elahi, 2016; OSCE, 2002). There is no conception of terrorism in Islam (the Quran 

and Hadith – Elahi, 2016; OSCE, 2002). Supporting this fact, an Egyptian student in the study 

of Brown et al. (2015, p.57) claimed that: 

 

“A hundred times a day, we say, ‘Salāam Alaykum’[sic]. This is an Arabic greeting, 

translated as ‘Peace be upon you’. It is our way of saying hello, and we say it time 

and time again. Imagine! Peace! Terrorism has nothing to do with Islam, and that 

should be made very clear”. 

 

Islam like Christianity and Judaism has the law of retaliation or tit for tat, acknowledging 

human rights to battle violence or fighting against injustice; though it values mercy by 

putting emphasis on forgiveness like other religions (OSCE, 2002). Fighting is permitted only 

in self-defence, for defending Islam or religious freedom and against persecution or 

oppression (Esposito, 2015; Arya, 2017). All religions are peaceful; however, there are 

several underlying factors such as cultural, racial, ideological, political, social, economic, and 

personal factors behind terrorism; and religion is one of them (OSCE, 2002; Krieger and 

Meierrieks, 2011; Arslan, 2015; Butler, 2015). The Saudi envoy Saud Mohammed Al-Sati 

thinks that religion is a fundamental underlying cause of terrorism as he stated that: 
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“terrorists simply hijack religion, "as they have hijacked Islam, and in the name of Islam they 

kill Muslims and non-Muslims” (Economic Times, 2016, Online). Religion is usually 

manipulated by terrorists to justify terrorism and murder e.g. ISIS also commit terrorists acts 

in the name of Islam to get their own means through violence (Plante, 2009; Lipka, 2017). 

They think that if they will commit a terrorist attack then they will be called martyrs and will 

go to heaven (Butler, 2015; Van San, 2015). It is worth acknowledging here that this is 

something that westerners are exposed to, and it can impact on their perceptions of Islam. 

Apart from this, there are also several justifications among Muslim terrorists for terrorism 

such as: sentiment of humiliation of Muslims around the world; rejection of their beliefs, 

religious precepts and lifestyles; a feeling of danger towards their religion; and a feeling of 

battle against Islam (Van San, 2015). 

 

Evidently, they put Islam in the forefront of their actions. They choose some particular 

verses and misuse without reading or considering the background context of those verses 

(Dearden, 2016). To justify their terrorism, they might use the verse of the Quran in which 

Islam permits Muslims to battle (Qital that is an armed struggle in Arabic) against tyrants, 

oppressors, and aggressors in self-defence without having a correct understanding of it 

(Elahi, 2016; Plante, 2009; Latif and Munir, 2014; Dearden, 2016). In fact, ignorance and 

little knowledge of religion is the basic reason for radicalism or terrorism in the name of 

religion (OSCE, 2002; Dearden, 2016). Similarly, terrorists from other religious backgrounds 

(e.g. Christian Crusaders or Protestant Christians, Britain First or Pegida, Irish (IRA), 

European terrorists, Liberation Tigers of Tamal Eelam (LTTE) and German Bader Meinhoff) 

have also been involved in terrorist activities in the name of religion (USIP, 2001; Laffiteau, 

2019; Butler, 2015; Dearden, 2016). All Muslim and non-Muslim terrorists have more or less 

similar motives, ideologies, and agendas behind terrorism as well as they all use their 

religion to justify their extreme acts (Laffiteau, 2019; Dearden, 2016).  

 

One fundamental justification for terrorism by both Muslims and non-Muslims as illustrated 

below is revenge. For example, a 17-year-old Muslim reader in a French newspaper claimed 

that (Gee, 2015, Online): 
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“The terrorists were wrong to kill. But it is the French government that started 

bombing Syria. You can't do that: fly over a country and drop bombs! The Daesh [IS] 

attacks in Paris are a response to the hatred that France gives out”. 

 

Similarly, English participants in a study conducted by Miller (2011, p.519) in Norway, 

England, Poland, Bulgaria and Ukraine placed the blame for terrorism on Britain by claiming 

that: 

 

“Britain is at fault: that Britain itself is the real cause of terrorism’ 

- ‘I think the government have created a terrorist situation ... because they’ve 

invaded two countries’ 

- ‘we joined forces with America’ 

- ‘this Iraq thing ... it wasn’t too bad before that’ 

- ‘the war in Iraq was like a recruiting ground for terrorists in this country”. 

 

However, a study by Van San (2015, p.338) disclosed the experiences of young Belgian and 

Dutch Muslims who blame organizations like NATO for terrorism: 

 

“How many of our sisters are being raped?” asks 16-year-old Khaled. “There are 

stories about a woman who was raped by nine Americans in one day. Nine 

Americans! How many children have been murdered? Lots of them. And we are 

supposed to stay quiet? As soon as we say something we are branded as terrorists. 

But the real terrorists, that’s NATO [North Atlantic Treaty Organization]. Take a look 

at the situation in Syria. Now more than 25.000 deaths. Why does NATO not 

intervene in Syria? If this happened in the United States or Europe, NATO would 

invade on day one. But in this case, it’s only Muslims and their blood is cheap”. 
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NATO is meant to protect but does not seem to intervene when thousands of Muslims are 

killed, and the number of Muslim deaths go unreported. For example, plenty of Burmese 

Muslims and Sri-Lankan civilians have been killed by fanatical Buddhists in Burma, Sri-Lanka 

(Sultan, 2016). Many Palestinians have been attacked by Jewish extremists (Sultan, 2016). 

Nearly 400 price tag attacks or terror activities have been carried out by Israelis (Sultan, 

2016). More than a hundred Muslim children have been killed brutally in Peshawar, Pakistan 

(Khan et al., 2016; Shukat et al., 2016). 

 

Religious differences (i.e. another justification for terrorism) have been a cause of war for 

centuries (Plante, 2009; Trevizo, 2013). If one person disagrees with another person’s belief, 

then the disagreement has been used as justification to victimise that person (ibid.). Every 

person thinks that his or her religion is perfect and right over other’s religion and this 

attitude begins clashes between individuals (Plante, 2009; Trevizo, 2013). Thus, the idea of 

recognising different cultural or religious beliefs in multiculturalism argued by Banks (2008, 

2019) might change the perceptions of different religious believers towards each other’s 

culture or religion. 

 

Religious books or religion is a subject of different interpretations as stated by Dr Ed Kessler 

during his interview with The Independent newspaper (Dearden, 2016, Online): 

 

“It’s not the texts themselves that are the problem, it’s how you read them and 

interpret them. Interpretation can be used for good or evil, or fundamentalism or 

liberalism”. 

 

Accordingly, everybody who claims that he or she is Muslim has their own interpretations of 

Islam. Muslims can have different schools of thought e.g. Sunni, Shia, Wahhabi, and so on 

(Lipka, 2017) which is also similar to the different versions of Christianity, and other 
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religions. Thus, there are different sects in Islam who have different interpretations of the 

Quran or what Islam says (Palmer and Gallab, 2001-2; Lipka, 2017). Some of them became 

extremists in their faith like ISIS, Salafist, Al-Qaida, al-Muhajiroun, Taliban and so on 

(Wiktorowicz and Kaltenthaler, 2006). 

 

Muslims are one Ummah (i.e. sect, nation, or community) according to the Quran: “This 

nation of yours is one nation, and I am your Lord, so fear Me” (Qur’an 23:52). Despite this, 

all Muslims do not think alike about Islam; all Muslim women do not wear the hijab as they 

think about Purdah differently and they also have justifications for their actions (for wearing 

or not wearing the hijab – Litchmore and Safdar, 2016; Kamal and Fayyaz, 2016). There are 

different interpretations in relation to Purdah (Kamal and Fayyaz, 2016). For example, one 

group of Muslim women consider purdah as wearing Khimar (a kind of scarf) and Jilbab (a 

long loose outer garment). Other Muslim women believe that covering the face and hands 

also comes into Purdah. Another group of Muslim women only wear Chador to fulfil the 

requirements of Purdah. Kamal and Fayyaz (2016), Fayyaz and Kamal (2017) claimed that 

Purdah carrying women are determined by religious commitment/command and have more 

religious influence than cultural. However, there is also a group of Muslim women who do 

not do Purdah at all. Thus, sometimes culture has more influence over Muslims rather than 

religion in terms of those Muslim women who do not do Purdah at all (Kamal and Fayyaz, 

2016; Fayyaz and Kamal, 2017). Kamal and Fayyaz’s (2016), Fayyaz and Kamal’s, 2017) 

studies indicated that modern-dressed Muslim women, who do not carry Purdah have more 

family/cultural influences rather than religious influences. They justify their modern attire 

giving numerous reasons and self-willed, self-satisfaction/comfort, psychological 

satisfaction, environmental adjustment and a matter of choice are few of them (ibid.). It can 

be presumed that one group of Muslim women follow the culture and disobey the 

perceived teachings of Islam; for disobeying they create justifications; however, other 

Muslim women follow the religion strictly. Thus, it could be said that certain people do not 

care about religion and go against it, whereas many strictly follow it and several find the 

middle way and try to keep a balance between culture and religion. 
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This thesis is concerned with understanding BPS cultural experiences and the extent of BP 

students’ awareness of their own cultural or religious practices as well as how they keep a 

balance between their home (Islamic/Pakistani) and school (British) culture. Cultural and 

religious aspects related to BPS are important to investigate together with understanding 

the current context of BPS in English schools by exploring their positive and negative cultural 

or religious experiences and experiences of multicultural education and inclusion in school. 

Therefore, I am interested in the experiences of BPS in light of current situations 

experienced by British Pakistanis in England as well as concerns over debates about 

immigration in the UK in recent years; also, in light of the Prevent Agenda (HM Government, 

2011b, 2015) and the Prevent Duty on schools (DfE, 2015b) as discussed below.  

 

1.3 National context 

 

1.3.1 The current context for British Pakistanis in England 

 

Research conducted by Inservice Training and Educational Development (INSTED) in 2006, 

2007, and 2008 revealed a dramatic increase in negative media coverage towards British 

Muslims (Pakistanis) which has triggered feelings of isolation, susceptibility, and insecurity 

among British Pakistanis (Allen, 2012). The media perceptions that all Muslims are terrorists 

could be one of the main reasons for the intensity of xenophobic incidents and current 

negative attitudes towards British Pakistanis in British society (Islamic Human Rights 

Commission, 2007; Jaspal and Cinnirella, 2010). Evidence suggests that the Pakistani 

community are a group who frequently experience racial incidents in Britain (Jarman, 2002; 

Usman and Muzaffar, 2012); “British Pakistanis are 8 times more likely to be victims of a 

racist attack than white individuals” (Khan et al., 2012, p.93).  

 

Accordingly, 1,201 confirmed reports of anti-Muslim/Islamophobic incidents including 

assaults/abuse particularly against British Muslim women were reported in 2017 by Tell 

Mama (Tellmama, 2018). British Pakistanis and immigrant communities are facing negative 
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impacts (e.g. hate crime, xenophobic remarks) of immigration debates and the Brexit 

referendum (Salinger, 2016). For example: 

 

“A Muslim lawmaker in Wales said she was told to pack her bags, and two bigots 

yelled, “We voted for you being out,” at a Muslim woman in London walking to her 

mosque in a hijab” (Salinger, Online). 

 

Though, explicitly this person has a clear legal right to be resident in the UK. 

 

British Muslims (Pakistanis) are arrested, stop and searched, and experience police house 

raids through the anti-terrorism legislation post 9/11 (FAIR, 2004; Pantazis and Pemberton, 

2009). The findings of FAIR survey (2004, p.5-6) after 9/11 and before 7/7 throughout the 

UK revealed that: 

 

“Victimisation of Muslims under the anti-terrorism legislation has lead [sic] to 

increased incidences of Islamophobia and racism against Muslims. This has 

manifested itself in the form of vandalism of mosques, Muslim graves, and homes”. 

 

Consequently, there have been recent incidents of Islamophobia/hate crimes/anti-Muslim 

sentiment and racism in Britain such as the statements in relation to restricting wearing of 

the hijab by young Muslim girls by Amanda Spielman (head of Ofsted and chief inspector of 

schools in England – Adams, 2018). She tried to link the hijab with the sexualisation of young 

girls in her statements (Adams, 2018). However, her statements were criticised by more 

than one thousand educators, researchers, and faith leaders also criticised Ofsted’s 

recommendations as “kneejerk, discriminatory and institutionally racist” (Halliday, 2017, 

Online). 
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Boris Johnson’s (Prime Minister of the United Kingdom) remarks towards women who wear 

the Burqa that “Muslim women in burqas resemble letterboxes and bank robbers” is 

another example of the negative perceptions of Muslims and despite condemnation by 

Conservative and Labour politicians and Muslim groups for his offensive and Islamophobic 

remarks (Crerar and Carrell, 2018, Online), Boris Johnson refused to apologise for his 

remarks (ibid.). 

 

1.3.2 Prevent Agenda  

 

The Prevent Agenda was introduced by the Labour government as a part of CONTEST 

(counter terrorist strategy) to prevent individuals from being involved in radicalisation 

activities (HM Government, 2011b; Awan, 2012). The following incidents have highlighted 

the issues that can be faced in schools in relation to radicalisation (Awan, 2012; Clarke, 

2014; BBC, 2015; HM Government, 2015; Iqbal, 2017):  

 

 The controversy in relation to the Trojan Horse document that highlighted the 

recruitment of extremists in Birmingham schools 

 British schoolgirls flew to Syria to join IS (Islamic State) terror groups 

 

Iqbal (2017) claimed that the Trojan Horse controversy badly impacted on schools’ 

performance. This controversy particularly damaged the trust between schools/education 

system and the Pakistani Muslim community in Birmingham. Not surprisingly, this incident 

led British society to think about Muslims as homegrown enemies to be treated as a 

suspicious community (ibid.). 

 

This thesis has explored in detail the awareness and impact of this policy or duty on British 

Pakistani students and secondary school teachers. For example, I explored in detail to see to 

what extent the elements of the Prevent such as Prevent training, safeguarding, online 
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safety and building resilience in students are practiced in three schools as well as to 

understand if the implementation of the Prevent Duty (DfE, 2015b) or Prevent Policy in 

three schools does impact negatively on both staff and students. 

 

The Prevent Duty is departmental guidance (i.e. based on the Prevent Agenda) placed on 

schools from the Department for Education (DfE, 2015b) to comprehend the possible effects 

or results of the Prevent Agenda planned by Her Majesty’s (HM) Home Secretary or Head of 

the Home office (HM Government, 2015). The Prevent agenda as a part of CONTEST is 

currently being applied by educational institutions to address the possibility of extremist 

views being disseminated (HM Government, 2011b, 2015). Members of staff are trained to 

identify and minimise the possibility of extremist views being developed by students in their 

institutions. Terrorism prevention is the main thing in this duty and for this school 

authorities and staff should have skills, intelligence, and training (DfE, 2015b). 

 

1.3.2.1 Identifying students susceptible to radicalisation  

 

According to statutory guidance, it is expected from teachers to identify students who may 

be susceptible to radicalisation including those who support radical views related to 

terrorism (DfE, 2015b). This duty involves knowing the ways of identifying and dealing with 

these students (DfE, 2015b). It is also expected from school and teachers that they have a 

good understanding of issues related to radicalisation including online extremism in order to 

address these issues (ibid.).  
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1.3.2.2 Strategies to deal with radicalisation  

 

It is expected from school and staff that different strategies alongside safeguarding 

strategies can be applied to identify students who susceptible to radicalisation. Teachers can 

use their professional discernment to recognise these risks (DfE, 2015b). Alongside this, 

students’ behaviour including unique signals should be monitored to identify this particular 

group of students (ibid.). There should be obvious processes within school safeguarding 

policy to deal with radicalisation (ibid.). It is expected that the Prevent Duty will be a part of 

schools’ existing policies such as safeguarding to implement in schools (ibid.). Schools are 

expected to have common ground rules of safeguarding policy including consultation with 

school’s designated safeguarding lead will be applied to protect susceptible students as 

specified within other legal advice documents (such as “Working together to safeguard 

children” and “Keeping children safe in education” – ibid.). In addition, a Channel 

programme (that provides protection to susceptible students at an initial stage by 

preventing them from being drawn into terrorism) should be recommended to deal with 

radicalisation after identifying concerning students (ibid.). However, Coles and Hassan (in 

Race, 2018) highlighted their concerns in relation to Channel programmes, claiming that 

schools may refer pupils to this programme due to fake allegations which later resulted in a 

damage of pupils’ mental health. They also raised concerns in relation to the Prevent, 

claiming that the demands (e.g. investigating pupils and reporting) in the Prevent Agenda 

(HM Government, 2011b, 2015) are opposed to safeguarding duties at schools. 

 

1.3.2.3 Building resilience through practicing British Values 

 

It is expected from schools and staff that they will build resilience in students to 

radicalisation through practicing Fundamental British values within SMSC development and 

debating provocative topics within PSHE and Citizenship in order to sharp students’ 

executive skills for their welfare, dignity and self-protection (DfE, 2015b). Fundamental 

British values are outlined as (DfE, 2014b, p.5):  
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 Democracy  

 The rule of law  

 Individual liberty  

 Mutual respect  

 Tolerance of those with different faiths and beliefs. 

Fundamental British values (FBV) were associated with the Counter-Terrorism and Security 

Act (Home Office, 2015) to all educational institutions to prevent pupils from the risk of 

being drawn into terrorism (Richardson, 2015). These values are expected to be covered 

within Spiritual, Moral, Social and Cultural (SMSC) Development by the government (DfE, 

2014b). According to the initial and revised Teacher standards (within the section about 

personal and professional conduct) it is expected that teachers should not undermine these 

values (DfE, 2011, 2012). However, Bhopal (2018) highlights a feeling of discomfort among 

teachers towards the teaching of British values. Teachers at an NUT (National Union of 

Teachers) conference claimed that teaching of so-called fundamental British values to pupils 

at schools is a process of cultural supremacism particularly in multi-ethnic schools (Espinoza, 

2016; Bhopal, 2018). During the NUT conference, a teacher claimed that the teaching of 

British values together with the Prevent Agenda (HM Government, 2011b) gives a false 

impression of a covert racism and divides societies (Espinoza, 2016; Bhopal, 2018). These 

values were criticised variously as “vacuous”, “meaningless”, “a perversion of British 

history” (Richardson, 2015, p.42). Farrell and Lander (2018) consider the distinctiveness of 

British values as a problem requiring a solution. Janmaat (2018) notes that these values 

itself are not problematic, the problem is the emphasis on its distinctiveness by interpreting 

or labelling them ‘fundamentally British’. Elton-Chalcraft et al. (2017) claimed that this 

labelling of values supports the assimilationist’s agenda rather than supporting the concept 

of multiculturalism. Maylor (2016) also highlights concerns about the uniqueness of these 

British values. An uncertainty about the uniqueness of British values was also found within 

Jerome and Clemitshaw’s research (2009) where 42% of trainee teachers remain undecided 

towards the practice of British values in classrooms as two of them strongly argued that: 
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“I believe that there are different values in Britain, but that they are not British 

values. I think that to be ‘British’ is a politically correct term [that] is offensive to the 

English. There are English values, Welsh values, Scottish values, Muslim values, Hindi 

values and many other values related to culture. To expect everyone that lives in 

Britain to have the same values is a way to suppress generations of history, that 

offends everyone while trying to please everyone” (Jerome and Clemitshaw, 2009, 

p.10). 

 

The majority of respondents from this study (Jerome and Clemitshaw, 2009, p.11) believed, 

“There are shared values but they are not distinctively British” (see also Coles and Hassan, in 

Race, 2018). 

 

Maylor (2016) highlights a distinction between Britishness and British values and questions 

what does it actually mean to be British? Britishness is having a British identity formed by 

shared values/cultures, characteristics, nationality and being born in Britain (ibid.). 

However, one respondent from Farrell and Lander’s (2018, p.9) study claimed, “You would 

always say you’re British but you’d always get asked “Oh, what country are you 

from?” … It’s the first thing that you get asked … and I’m like born here!”. A respondent 

from Farrell’s study (2016, p.292) defined being British as “if you’re British, you’re Christian 

and you’re white”. It is interesting to note that British values do not reflect simply White 

culture but a variety of cultures despite the fact that English/White culture is the dominant 

culture of Britain. Elton-Chalcraft et al. (2017) noted that teachers perceive education of 

Britishness to practice British values as highly provocative and problematic/challenging for 

both staff and students. Maylor (2016) also raises concerns about British Values being 

potentially imposed on both students and teachers and that they might resulted in 

undervaluing or marginalisation of the cultures and values of minority ethnic groups such as 

BPS. Janmaat (2018) notes that Fundamental British Values might impact on how teachers 

address sensitive issues in class. 
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Ofsted is now responsible for ensuring that schools cover all aspects of the Prevent Duty 

during its’ regular inspection of schools (DfE, 2015b). All educational professionals are 

expected to get Prevent training in relation to risk assessment, internet safety, building 

students’ resilience to extremism, practicing British values and safeguarding (ibid.). A recent 

government report, the Casey report (Home Office, 2016) stated that most teachers have 

positive perceptions towards Prevent training, though many of them noted issues around 

teacher training to implement the Prevent Agenda (HM Government, 2011b). The Casey 

report (Home Office, 2016) observed that the Prevent is controversial as it is perceived to 

worsen community cohesion by identifying some anti-prevent lobbies and organisations 

who do not support this agenda and seem to manipulate British Muslims against Britain. The 

Casey report (ibid.) claimed that, the critics of the Prevent Agenda (HM Government, 2011b) 

have intentionally misrepresented and exaggerated incidents or cases by claiming to 

demonstrate that educational professionals or school staff have operated suspiciously to 

practise this duty. On the other hand, a guidance document from the NUT in relation to 

‘Education and Extremism’ demanded the removal of the Prevent Duty (DfE, 2015b), stating, 

“Teachers are professionals: their role is not to police the students that they teach” 

(Richardson, 2015; NUT Conference, 2016, p.1; Bhopal, 2018). In line with this, Farrell and 

Lander (2018) highlighted a concern among teachers in relation to the implementation of 

the Prevent Duty (DfE, 2015b) on schools that are likely to isolate students and stand 

teachers as “government watchdogs” (p.5). 

 

Haynes and Passy (2017) criticized the idea of British values and Prevent being practised 

together by stating that on the one hand the government allow for freedom of 

expression/speech through British values, and on the other hand the government restricts 

this freedom through the Prevent Agenda (HM Government, 2011b) or Prevent Duty (DfE, 

2015b). Dudenhoefer (2018) is concerned about the potential of the Prevent Duty (DfE, 

2015b) on school settings to isolate, segregate and radicalise British Muslim individuals from 

the rest of the population. O’Toole et al. (2016) argue that the Prevent has rendered 

Muslims a “suspect community” and “conditional citizens” (p.161). Awan (2012) claimed 

that this agenda has impacted negatively Muslims. Alongside this, the UN special rapporteur 
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(Rights Watch (UK), 2016) highlighted the concern that the Prevent might have more 

negative impacts rather than positive on the population. 

 

The Casey report (Home Office, 2016, p.137) identified the increase of hate crimes against 

Muslims as stated in the report: 

 

“Groups that record crimes against particular religious groups also report an increase 

in anti-Muslim (Islamophobic) hate crime, in violent anti-Semitic assaults and in 

sectarian violence”. 

 

Apart from this, the Casey report (Home Office, 2016) highlighted the concern of school 

segregation in relation to Pakistani and Bangladeshi ethnic students as well as immigrant 

students. According to this report (ibid.), “there are high levels of segregation in our 

schools” (p.23) and “children from Pakistani and Bangladeshi ethnic backgrounds were more 

segregated in their schooling than other ethnic minorities” (p.46). 

 

Incidents such as this experienced by British Pakistani students have fuelled the desire for 

the researcher to explore the multicultural experiences of British Pakistani students in more 

detail particularly to understand if they experience discrimination, prejudice and 

Islamophobia or other racist attitudes from their peers and teachers in school, and to 

understand the factors behind these experiences. It is also important to understand what 

impact such experiences have on the educational experiences of British Pakistani students in 

multi-ethnic secondary schools, while also trying to get a feel for whether experiences of 

racism are a very general everyday issue for British Pakistani students in schools or more 

isolated instances. Thus, to what extent do British Pakistani students have more positive 

experiences of multicultural inclusion than negative experiences of exclusion in English 

schools? 
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1.4 Purpose of the study 
 

There are two key aims of the study; first to analyse a range of different experiences felt by 

British Pakistani students (BPS) in schools, and second to investigate how the concept of 

multiculturalism as defined by Banks (2008, 2019) with multicultural policies is promoted in 

multi-ethnic secondary schools. The purpose of the study is to explore students and 

teachers’ perceptions in relation to BPS experiences, multiculturalism, multicultural policies, 

and the implementation of these policies. The focus of the study is the experiences of British 

Pakistani students in multi-ethnic secondary schools in England.  There are practical and 

theoretical reasons for selecting multi-ethnic secondary schools for the researcher to 

conduct this research. Using Banks’ (2008, 2019) model of multicultural education, a 

secondary school provides a broader education system to explore. In addition to this, 

secondary schools provide access to teenage students, who would have more breadth of 

experience (cultural and educational) and should be better able to discuss complex issues 

that can emerge when discussing multiculturalism. Their level of maturity affords 

opportunities to discuss aspects of their cultural identity (e.g. cultural clothing, facial hair, 

fasting) that may become more salient during adolescence. 

The key research questions are: 

 How do British Pakistani students in Year 9 feel that they are perceived by staff 

and peers?  

 What perceptions do teachers hold in relation to British Pakistani students? 

 What policies are in place in school to ensure different cultures according to 

Banks’ (2008, 2019) multicultural educational model are respected, and how are 

these applied by schools and experienced by BPS students? 

 

Multiculturalism according to Banks (2019) is an educational reform movement to bring 

modifications in the whole education system, though he considers multiculturalism as a 

complex subject that incorporates three fundamental elements i.e. “an idea or concept, an 

educational reform movement, and a process” (p.22). These elements further split into five 
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interrelated dimensions of multicultural education (see figure 2.1). He argues that the most 

important goal of multicultural education is whole school reformation with the aim of 

implementing multicultural education thoroughly and successfully in order to facilitate 

students from all backgrounds equally by providing equal education opportunities. He 

further believes that providing learning, proficiency and attitudes to all students so that they 

could perform effectively within all existing cultures in the society including their home and 

school culture is another key goal of multicultural education. It is worth noting here that the 

perceptions of BPS in relation to both home and school culture was explored in this 

research. As stated earlier multicultural educational policies that are embedded in official 

policies such as the Equality Act 2010 (Home Office, 2010), Behaviour and Discipline in 

schools (DfE, 2016) and Safeguarding Children (DfE, 2015a) in school advocate respect for all 

cultures. These policies govern the experiences of children in educational settings and are 

considered important in facilitating the inclusion of students from ethnically diverse 

backgrounds (Banks 2008). Multicultural policies aim to increase equality and social 

acceptance of minority ethnic communities by decreasing negative racial attitudes and racial 

inequality (Bourne, 2007; Howarth and Andreouli, 2012). Therefore, multiculturalism is key 

to the development of positive attitudes amongst ethnically diverse communities and it 

aims to challenge and prevent racism (Bourne, 2007). In addition to this, Race (2018) argued 

that the importance of multiculturalism alongside multicultural education needs to be 

considered continuously to highlight their impact in school particularly when political 

slogans in relation to immigration and Brexit are considered. 

 

This includes a literature review chapter that examines the connection between culture and 

social identity theory, Banks’ (2008) theory of multiculturalism and model of multicultural 

education as a theoretical framework, the difference between inclusion and 

multiculturalism, the relevance of Banks’ (2008) work in the UK context, historical 

background of multicultural education in the UK, criticism of multiculturalism, and the 

existence and practices of multiculturalism/multicultural education in schools in the UK. 

Following this the methodology chapter covers the epistemological position selected for the 

thesis, alongside, adopted research approach and methods, details of piloted instruments, 

sampling strategy, data collection and analysis processes, and ethical considerations. 
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Subsequently, three result chapters (i.e. four, five and six) are presented which revolve 

around the key emergent and pre-determined themes such as Islam, the media and 

Prevent, culture and identity and multiculturalism through the lens of Banks (2008, 2019). 

The discussion, chapters highlight the findings with regard to relevant previous research 

studies. Chapter eight is the final chapter that includes key conclusions based on this study 

by identifying gaps to indicate the contribution of this study into knowledge with strength 

and limitations of the study. This chapter also presents some recommendations for future 

research. 
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Chapter 2: Literature review  
 

This literature review chapter incorporates five main sections on culture and social identity 

theory, multiculturalism, theorists in the field of multiculturalism. The fourth section details 

the multicultural education policies that have been implemented in the UK. The final section 

engages with critiques of multiculturalism and sets out the current research. 

 

2.1 Culture and Social identity theory  
 

As we start to look at the experiences of British Pakistani students (BPS), it is important to 

consider what unites this group and Pakistanis in general and that is culture. Culture is a 

broad concept that ties an individual to society (Itulua-Abumere, 2013). Cultures and 

societies are inseparable as “no cultures could exist without societies [and] equally, no 

society could exist without culture” (Itulua-Abumere, 2013, p.1-2). Culture not only shapes 

society but also is created and shaped by society (Itulua-Abumere, 2013; O'Neil, 2006; Dahl, 

1998). Culture governs a person’s way of life (e.g. dressing, marrying, working, 

communicating, spending free time, and performing religious practices) and shapes their 

attitudes, behaviours, ideas, beliefs, norms, values, and identities (Browne, 2008; Spencer-

Oatey, 2012; Itulua-Abumere, 2013; Jandt, 2015; Porath, 2016). Pakistani culture governs 

BPS’ way of life as the cultural life of Pakistani Muslims in Pakistan and the UK is shaped by 

Islam; it is a major element of their culture (Government of Pakistan and Ministry of 

Information, Broadcasting and National Heritage, 2013). British culture would also influence 

the lives of these students: this will be touched on elsewhere in this review. 
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2.1.1 Pakistani culture 

 

Islam is a way of life and teachings of Islam provide Pakistanis with moral guidelines (e.g. 

peace, uniformity, brotherhood, kindness, affection, and friendship) and general values as 

well as a disciplined way of life that inform people how to interact with each other (Atique, 

2012). Religious ceremonies such as ‘Shab-e-Barat, Shab-e-Qadar, Shab-e-Miraj, Eid-ul-Fitr, 

Eid-ul-Adha, Milad-un-Nabi, Youm-e-Ashura, Ramadan, Birth Rites, Funeral Rites’ are also 

celebrated as cultural patterns by Pakistani Muslims to shape their lives according to Islam 

(ibid.). Pakistanis also celebrate national and provincial cultural events such as 

‘Independence (Partition) Day, Defence Day, Iqbal Day, and Quaid-e-Azam Day (ibid.). 

Although, the majority of Pakistanis shape their cultural life according to Islamic cultural 

patterns yet there are many Pakistanis who follow the local (e.g. the subculture or culture of 

social groups) and foreign cultural patterns (e.g. the cultural influences of other countries 

such as India, Central Asia and the Middle East over Pakistani culture) as their living 

standards (ibid.). Therefore, these local and foreign cultural patterns are also considered as 

contributing to Pakistani culture (ibid.). 

 

2.1.2 Culture is subject to change 

 

Culture is deemed to be inherited, learned, adopted and shared but it is also subject to 

change over time (Dahl, 1998; Ramsey, 2004; Browne, 2008; Spencer-Oatey, 2012). For 

instance, BPS have inherited culture informed by their parents and the leader of the mosque 

they attend and British culture which they learn, and which is informed by their societal 

experiences and school, the wider community, the media, and so on. They might share their 

own culture or adopt western culture within a multi-ethnic school and society and in this 

way the process of cultural change never ends. Culture provides numerous procedures to 

people to find acceptable ways of considering, experiencing, believing, and behaving (Celik, 

2012). UNESCO provided a very clear overview of the importance of culture in a 1982 

report: 
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“It is culture that gives man (sic) the ability to reflect upon himself. It is culture that 

makes us specifically human, rational beings, endowed with a critical judgement and 

a sense of moral commitment. It is through culture that we discern values and make 

choices. It is through culture that man (sic) expresses himself, becomes aware of 

himself, recognizes his incompleteness, questions his own achievements, seeks 

untiringly for new meanings and creates works through which he transcends his 

limitations” (UNESCO, 1982, p.1). 

 

While more up to date definitions can be provided, this particular quote serves to highlight 

particularly salient aspects of culture. Being learned and shared, it has particular qualities 

such as developing an individual’s perception and determining their actions as well as 

enabling them to understand the interrelation between members of society in certain 

circumstances and also enabling them to recognize others’ attitudes and behaviours 

through its elements (Celik, 2012). The significance of education through which the concept 

of social life and mutual interest of a society are guaranteed is highlighted by the above-

mentioned particular qualities of culture (ibid.). People continuously obtain or learn cultural 

patterns of the community where they live their life via the observations of others’ attitudes 

or behaviours and their dealings with them (ibid.). For example, British Pakistani students 

(BPS) in Britain learn the cultural patterns of British culture by observing and communicating 

with British students in schools. In this way culture is shared and advances the people’s (e.g. 

BPS) patterns of believing, impacts their feelings, and governs their interactions with others 

(ibid.). Due to this, culture is a development of a person that depends on interaction among 

people, contribution in societal actions, consolidation of mutual standards, and creation of 

personal perception of following rules as a whole (ibid.). Thus, it can be said that people gain 

a perception through culture to look at the world (ibid.).  
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2.1.3 Dimensions of culture 

 

There are two dimensions of culture i.e. material and non-material (Livesey and Lawson, 

2008). Material incorporates artefacts (e.g. arts, stone tools, clay art, museums, antique 

objects, historic building, libraries, and metal objects like jewelry and so on) whereas non-

material incorporates understanding and beliefs (ibid.). However, the artefacts of non-

material culture are based on using information, understanding, and skills derived from a 

culture (O'Neil, 2006). Thus, culture is a collection of principles and beliefs which are 

obtained from social groups such as education, religions, traditions, customs, morals, and 

cultural diversity (Wang et al., 2011; Huh et al., 2015; Jandt, 2015). Browne (2008) has 

identified different types of societal culture such as the dominant culture, subculture, folk 

culture, high culture, and low culture. According to Browne, the leading culture of the 

society is the dominant culture (e.g. British culture) whereas the culture of minority ethnic 

groups (e.g. culture of BPS) is called the subculture of the society (ibid.). It is assumed that 

the British dominant culture incorporates British values i.e. “democracy, the rule of law, 

individual liberty, and mutual respect and tolerance of those with different faiths and 

beliefs. [...] [alongside] participation in community life” that shape the cultural life of Britain 

(DfE, 2014b, p.5; British Council, 2013, p.1). Jandt (2015) argues that the term subculture 

incorporates subgroups that are generally based on social identities and ethnicities within a 

society. 

 

2.1.4 Culture and social identity theory 

 

It is important to consider how culture can impact on an individual level. Social identity 

theory explores an individual’s belongingness with a particular social group (Tajfel and 

Turner, 1979; Ashforth and Mael, 1989; Billig, 1991; Hogg et al., 1995; Hogg and Terry, 2000; 

Rodriguez, 2015; Hogg, 2006). It attempts to identify how a person’s membership of a 

particular social group impacts on them, and in particular how it impacts on how they 

interact with members of other social groups. 
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A person can identify him/herself as belonging to a variety of groups. This identification 

generates an in-group, for those who share that social identity and an out group, for those 

who do not (Rodriguez, 2015). This social categorization between the in-group (people 

similar to us) and the out-group (people dissimilar to us) enables individuals to identify 

themselves and others within the social environment through the in or out category, and 

accordingly structure their beliefs and direct their behaviours and social interactions 

(Ashforth and Mael, 1989; Cuhadar and Dayton, 2011). When individuals become a member 

of an in-group, the beliefs and activities of that group become more prominent and 

considered as different and unique (Ashforth and Mael, 1989). 

 

Individuals give preference to their in-group due to strong feelings of desirability over the 

out-group to fulfil the need of their self-esteem (Stets and Burke, 2000; Cuhadar and 

Dayton, 2011). This can generate in-group favouritism and out-group bias among members 

of the in-group (Aronson, 1999; Cuhadar and Dayton, 2011). Alongside this, social identity 

theory identifies potential causes of “prejudice, discrimination, ethnocentrism, stereotyping, 

intergroup conflict, conformity, normative behaviour, group polarization, deviance, and 

group cohesiveness” (Hogg, 2006, p.111). Tajfel and Turner (1979) claimed that both 

positive and negative positions of social identity depend on the assessment of those groups 

who participate in developing people’s social identity. Positive comparison between in/out 

groups creates more respect and high status whereas negative comparisons creates less 

respect and low status (ibid.). It will be useful to explore the experiences of BPS in relation 

to what group (in or out) they put themselves in and what identity they hold as there is a 

connection between social identity and cultural identity as “identity means three things: 

identifying others, being identified oneself, and identifying with others” (Hauser, 2015) e.g. 

the identification of BPS by their class fellows, their identification as British Pakistanis and 

also identification with other Pakistanis. Madzingira (2001) claimed that culture provides 

identity to human beings. In contrast, Race (Race 2018) argues that culture is not a single 

element to define what identity is as identity has many different aspects to take into 

account and includes several different elements. Thus, it can be presumed that being British 

Pakistani could be BPS social identity whilst having Pakistani heritage could be their cultural 
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identity and this is interesting to explore because British culture and Pakistani culture might 

not agree perfectly.  

 

2.1.4.1 Process of Acculturation  

 

Four possible actions can be expected from BPS being a product of multiple cultures 

(Ramsey, 2004). First, they might identify themselves simply with the British dominant 

culture by denying their connections with their home culture (Alienation). Second, they 

might adopt dual identities to live their lives according to both school and home cultures 

(Dualism). This may be compatible with Modood’s (in Race and Lander, 2014, p.149) fourth 

mode of integration i.e. a form of multiculturalism because according to him 

multiculturalism “takes different forms in different contexts and at different times”. Hence, 

Modood in Race and Lander (2014, p.154) believes that “multiculturalism is a mode of 

integration” where the procedure of integration occurs in reciprocal form among individuals 

and groups who can perform in a different way for different groups. He further argued (in 

Race and Lander, 2014, p.152) that “most British Muslims seem to think of themselves in 

terms of ‘Muslim’ and/or ‘British’ (usually both)”.  Third, they might spend their lives only 

according to their home culture by rejecting the British dominant culture (Separatism) or 

fourth they might compromise with both the British dominant culture and their home 

culture by developing a critical attitude to understand and analyze other cultures by using 

the experiences in one culture (Negotiation). These four actions are likely based on John 

Berry’s model of acculturation (i.e. a process of living positively within a diverse cultural 

environment) that determine four cultural preferences for individuals from diverse ethnic 

backgrounds to acculturate into the host society/culture (Berry, 2005; Schwartz and 

Zamboanga, 2008; Berry and Sabatier, 2011; Hopkins, 2011; Baysu et al., 2011; Ward and 

Geeraert, 2016). 

 

The process of acculturation occurs when people or groups from diverse ethnic backgrounds 

interact with each other (Schwartz and Zamboanga, 2008; Berry and Sabatier, 2011). This 

process is based on individuals’ attitudes to prefer a culture to live successfully in a diverse 
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cultural environment (Berry and Sabatier, 2011). Assimilation as a way of acculturation has 

been expected from minority ethnic groups and immigrants for several years (ibid.). 

Schwartz and Zamboanga (2008) argued that a blend of assimilation/integration cultural 

preference is expected from second-generation immigrants within acculturation processes. 

In line with this, Kunst and Sam (2013) argued that integration and assimilation as a cultural 

preference is suggested to ethnic minority individuals to practice by the host society. Kunst 

and Sam (2013) further claimed that individuals may likely choose integration as their 

cultural preference, though the host society anticipates assimilation. However, bicultural 

individuals generally prefer integration for themselves (ibid.). Hopkins (2011) claimed that 

second and third-generation British Muslims rarely identify themselves with their native 

culture; they are more likely to identify themselves as British. Integration/dualism as a way 

of acculturation is perceived as a good psychological acclimatization and school adjustment 

or cultural preference for ethnic minority individuals such as BPS by Berry and Sabatier 

(2011), and Baysu et al. (2011). Hopkins (2011) claimed that dualism might be an essential 

process primarily for minorities. In line with this, Baysu et al. (2011) believed that cross-

cultural interaction and education can be achieved by bicultural minority students through 

dualism. However, dualism or integration depends on the acknowledgment and recognition 

of cultural diversity by the host society (see also Modood in Race and Lander, 2014), and 

identification with dual identity put bicultural individuals into the out-group (ibid.). It will be 

interesting to explore that what cultural preferences BPS have and are expected from them 

in multi-ethnic English schools. 

 

With respect to integration, it was argued that integration or dualism enables individuals to 

have dual capabilities, and dual support systems to address the challenges of acculturation 

(Berry and Sabatier, 2011). In contrast, Moosavi (2012) claimed that Muslims including 

British Pakistani in Britain are presumed to be under pressure due to their dual identities 

and are supposed to strive hard for their divided loyalties and dual identities as well. 

Hopkins (2011) highlighted some concerns in relation to dualism by claiming that it can build 

a sense of cohesion only within the in-group. Hopkins (2011) also highlighted a concern that 

there is a lack of consideration given to how bicultural individuals carry two cultures 

together or how they build a relationship between their dual identities. Interestingly, as 
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highlighted below, research conducted by Din (2006) has tried to explore this point. This 

thesis explores how BPS carry two cultures together and whether or not they feel pressure 

by carrying them together. 

 

Berry (2005), Schwartz and Zamboanga (2008), Kunst and Sam, (2013) highlighted the 

occurrence or existence of acculturative stress (i.e. pressure/stress in relation to every 

cultural preference) or cultural conflict during the acculturation process. For example, 

Schwartz and Zamboanga (2008) claimed that bicultural individuals (BPS) might experience 

pressure from native and host cultural groups by practicing dualism or integration such as 

keeping native cultural characteristics and developing host cultural characteristics 

altogether. Assimilated/Alien individuals also feel pressure by keeping themselves away 

from their native culture and adopting new viewpoints towards it. Individuals who have 

separation as their cultural preference feel pressure during adaptation of the host culture. 

Since misunderstanding in relation to ‘cultural identity’ might be felt by marginalized 

individuals (ibid.). Berry (2005) claimed that integrated/bicultural individuals experience less 

pressure/stress as experienced by marginalized individuals during the acculturation process; 

bicultural individuals adjust into the host culture effectively. Assimilated/separated 

individuals experience average amounts of stress/pressure and find it really hard to adjust 

into the host society/culture. However, Worchel (2005) claimed that integrated and 

assimilated individuals experience a pressure of facing negative attitudes from their in-

group during the integration/assimilation process. 

 

Further to this, a study conducted by Din (2006) recognized that BPS live a double life within 

dualism and feel pressure by carrying both cultures together as their parents do not let 

them experience British culture due to several aspects of British culture that are perceived 

to conflict with Islamic culture such as listening to English music, watching English movies, 

viewing English magazines, wearing bold makeup, dressing in western style, drinking, 

hanging out with friends and dating. They begin to live a double life by adopting behaviour 

that leads them to be British at school and Pakistani at home (ibid.). Din (2006) concluded 
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that the next generation of BPS might be culturally English rather than combine British and 

Pakistani cultures. 

The current research explored whether or not BPS identify themselves as Pakistani or feel 

pressured or prefer any dimension of the acculturation model.  

 

2.2 Multiculturalism 
 

Having introduced the general concepts concerning culture and social identity theory, this 

section discusses multiculturalism. The term multiculturalism has multiple definitions as it 

“means different things to different authors [...] It has different implications” (Race, 2018, 

p.3). However, a broad overview can be provided. For example, Race (2015, p.4-5) claimed 

that multiculturalism is: 

 

“a perspective on human life and contains central insights into how we socially 

construct our lives… at the very least, is a desirable acknowledgement of cultural 

diversity within a pluralistic society… [and] cannot be thought of as a single concept 

which is socially on its own, and … is both plural and fluid which recognizes how 

cultural diversity is constantly changing”. 

 

Multiculturalism recognizes the existence of diverse cultures within a society in which 

individuals who preserve diverse religious beliefs, ethnicities, and cultures live together 

(Aydin, 2014). It emerges from the mixing of diverse cultures, races, sexes, religious 

precepts, attitudes, behaviour, and ways of life (Huh et al., 2015). Its aim is to enable all 

cultural groups to understand and recognize diversities such as social, financial, gender, 

religious, exceptional, and racial differences by reducing cultural stereotypes and prejudices 

(ibid.). The major aim of multiculturalism is the establishment of a society in which cultural 

diversity is acknowledged and given place in its policies (Aydin, 2014). Multicultural 

education promotes the idea that equity in education should be provided to all students 
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taking into account dimensions such as gender, ethnic and cultural diversity, SEN (Special 

Educational Needs), and socioeconomic status (Banks, 1989b). This should be supported by 

all educational institutes and authorities (Banks, 2010). There should be changes in all 

elements of educational institutes and in the design of school structures to achieve the 

above-mentioned idea and develop equity e.g. changes can be made in the curriculum, 

environment, pedagogy, education system, or in any element related to educational 

institutions as multicultural education is an activity which never ends to maintain equity 

(ibid.).  Achieving a perfect level of recognition of multiculturalism is deemed to be a never-

ending process, subject to change (similar to the way that culture is subject to change over 

time), in the same way that inclusive education is deemed a process, whereby the process 

of including is never fully achieved (UNESCO, 2005).  

 

2.2.1 Inclusion and Multiculturalism 

 

“Inclusive practice requires significant changes to be made to the content, delivery 

and organization of mainstream programmes and is a whole school endeavour which 

aims to accommodate the learning needs of all students” (Ainscow et al., 2006, p.2). 

 

At first glance, this quote indicates that the concept of inclusion could be highly beneficial in 

the study of the experience of British Pakistani Students in British schools. Indeed, the Index 

of Inclusion produced by Ainscow et al. (2006; CSIE, 2018a) could be a helpful way to 

explore how individual schools implement inclusive policies. However, a closer interrogation 

of policy documents, both nationally, and internationally indicate that operationally, the 

concept of inclusion is considered to have a primary focus on children with SEN as 

evidenced by the Salamanca statement (UNESCO, 1994) where the term inclusion originally 

came to the fore. Further to this, a Department for Education and Skills (DfES) document 

stated: 
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“Inclusion is about engendering a sense of community and belonging and 

encouraging mainstream and special schools and others to come together to support 

each other and pupils with special educational needs” (DfES, 2001, p.3). 

 

Inclusion can be considered to apply to any and all children. However, a search of the 

literature in relation to inclusion indicates that the term does not produce a body of 

literature, nor any fully formed theories or models which could helpfully be used in order to 

support an exploration of BPS inclusion experiences as informed by culture and ethnicity. 

Therefore, it is salient to develop an understanding of multiculturalism and multicultural 

education. 

 

On the whole, “multicultural education is at least three things: an idea or concept, an 

educational reform movement, and a process” (Banks, 1989b, p.2). The next section focuses 

on these elements in detail as Bank’s philosophy on multicultural education underpin this 

thesis. 

 

2.2.2 Multiculturalism as an idea 

 

Multicultural education relies on some ideas that show the philosophy of multicultural 

education (Race, 2011, 2015). Multicultural education as an idea enables individuals to 

become familiar with a range of different cultures by providing them with the knowledge of 

cultural diversity with the intention of supporting them to become well contented persons 

(ibid.). For this purpose, multicultural education has the duty of including the variety of 

pupils’ ethnic backgrounds in the curricula (Race, 2011, 2015) This idea identifies Banks’ 

(2008, 2019) first dimension of multicultural education i.e. content integration which will be 

discussed later, (see figure 2.1).  Multicultural education for all including both minority and 

majority ethnic students and all types of schools is the second idea (Banks, 2008, 2019; 

Race, 2011, 2015). The knowledge of cultural differences could be beneficial for everyone 

including minority and majority ethnic students as it will enhance not only a better 
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understanding of cultural diversity among both students and teachers but also will make 

clear the purpose of practicing multicultural education within schools (Race, 2011, 2015). 

This idea focuses on the characteristics of Banks’ (2008, 2019) second dimension of 

multicultural education i.e. knowledge construction that also will be discussed later. To 

achieve this, teachers should enable students to elaborate ideas in relation to different 

cultures and implement them in school and society (Banks, 2008; Huh et al., 2015). The third 

idea is having an understanding that pedagogy is the encounter of different cultures as both 

students and teachers have different ethnic backgrounds, cultures, traditions, and insights 

that may affect their attitudes and behaviour, and teaching learning processes as well (Race, 

2011, 2015). According to Baptiste (1979), multicultural education is introducing a concept 

of ethnic diversity in teaching and learning processes, which is based on the rules of 

democracy (i.e. also an idea and a process like multiculturalism), shared respect, recognizing 

cultural diversity, and moral obligation to societal fairness. However, if teachers have little 

awareness and understanding in relation to cultural diversity then recognizing cultural 

diversity could be problematic and lead to a conflict of cultures in school (Huh et al., 2015). 

Thus, the ideas around multicultural education can enable both students and teachers to 

have a better understanding in relation to different people and their lifestyles, values, 

beliefs, cultures, and ethnic background to develop their own perspectives as well as an 

awareness of cultural influences on human’s attitudes and behaviours. Arguably such 

understanding would assist teachers and students to have a better understanding in relation 

to different ethnicities and cultures and enable them to understand the similarities and 

differences among different cultures, lifestyles, and beliefs prevalent in a multi-ethnic 

school.  

 

2.2.3 Multiculturalism as an educational reform movement 

 

Multicultural education as an educational reform movement aims to support the diversity of 

a multicultural society inside the established structures of a school such as school ethos and 

curricula (Banks and Banks, 2004). This definition highlights the inclusion of different 

cultures within school structures and agrees with Leicester’s analysis (1989, p.23) that 

multicultural education could be “Education through many cultures, Education in many 
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cultures, Education for a multicultural society”. Nieto (1996) claimed that multicultural 

education is a complete school reformation which stands against all types of biases, 

pervades understanding and social terms within schoolrooms, and promotes the egalitarian 

rules of cultural fairness. Sleeter and Grant (2006) added that multicultural education is 

based on the ideology of social change and an educational reform is based on the two key 

elements of this ideology i.e. cultural pluralism and equity in education that involves a 

transformation of social bodies, education, educational institutes, and society as well as 

balancing a variety of cultures and identities in a state. A detailed study of the role, 

requirement, and traits of social bodies such as school administrators, teachers, parents, 

and students, is necessary for an educational reform movement particularly to bring a 

change in multicultural education including all the educational structures of school (Huh et 

al., 2015). The transformation of students into well cultured beings who can bring changes 

in society is the focus of pedagogy in multicultural education (Estrada, 2015). In an 

educational reform movement, teachers must enable students to develop critical thinking 

and research skills in relation to equity and fairness (Abendroth, 2015), develop insight of 

their own thinking and knowledge in relation to the learning process and culture, and 

enhance their ability to understand the cultures of others as well (Bartone, 2010). An 

educational reform movement is also expected to incorporate a change in the views of 

teachers towards minority ethnic students so as to prevent discrimination e.g. inequality in 

education in relation to multiculturalism could be the reason of teachers’ unfair treatment 

towards minority ethnic students or teacher’s favouritism for majority ethnic students that 

may be due to little knowledge or awareness of cultural diversity among teachers or their 

stereotyped views for other ethnicities (Huh et al., 2015). Thus, multicultural education as 

an educational reform movement also involves the changes in attitudes to prevent biased 

attitudes that is closely related to Banks’ (2008) fourth dimension of multicultural education 

i.e. prejudice reduction and will be discussed later.  

 

2.2.4 Multiculturalism as a process 

 

Multicultural education is also a process of eliminating all types of discrimination, 

recognizing/supporting diversities, and providing equity in education to confirm cultural 
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diversity inside the structure of egalitarian beliefs (Aydin and Tonbuloğlu, 2015). A 

comprehensive understanding of multiculturalism and all types of differences within 

compulsory education by bearing in mind multiculturalism in teaching methods is necessary 

for this process instead of specializing in every culture or cultural education (ibid.). Bennett 

(1999) argued that multicultural education is a method within an education system that is 

grounded in the main beliefs of democracy which promote cultural diversity in multicultural 

societies. Bennett (ibid.) further stated that this educational process is a pledge to attain 

equity within education by reforming a set of courses that develop knowledge towards 

different ethnicities and prevent unfair actions. Gay (1994) claimed that multicultural 

education is a doctrine and action which indicates recognition towards cultural diversity via 

teaching and learning processes, school/teacher’s organization, teaching aids, curriculum, 

and exam process. Gay (1994) observed that multicultural education is a policy of particular 

standards and guidelines grounded on academic entitlements for cultural diversity that 

provide equity in education for all pupils (see also Parekh 1986; Nieto 1996). The most 

important task for the teachers to implement multicultural education is providing equity in 

education (the process of providing equal opportunities in education is closely related to 

Banks’ (2008) third dimension i.e. equity pedagogy and will be discussed later) for the 

achievement of all pupils (Aydin and Tonbuloğlu, 2015). However, research which revolves 

around the perceptions of three alumni about multicultural teacher education (Abendroth, 

2015) found that the process of providing equal education opportunities in multicultural 

education does not mean treating every student in the same way as different students have 

different requirements that demand the implementation of different teaching styles. It also 

requires recognition that meeting the needs of culturally diverse students is likely to change 

as cultures and populations change over time (Banks, 2008; Huh et al., 2015). 

 

Abendroth (2015) revealed the significance of multicultural education by highlighting its 

position in progressing multicultural fairness as well as in generating understanding of the 

existence of different cultures that promote harmony and peace instead of the supremacy 

of the dominant over the weak in a multi-ethnic society. The study identified the 

importance of multicultural education throughout the curricula rather than focusing only on 

the customary elements such as idols, foodstuff, festivals, and events (ibid.). 
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These descriptions around multicultural education share some common points e.g. 

promoting cultural pluralism in society and the curriculum, recognizing ethnic diversity, 

cultural fairness and equality in education, preventing discrimination, racism, and all types 

of prejudices (Abendroth, 2015). Thus, it can be concluded that multicultural education is a 

philosophy of getting knowledge in relation to cultural diversity for multiculturalism or 

recognizing cultural diversity by bringing reforms in educational bodies, school policies, 

activities, curriculum, and pedagogy (ibid.). These modifications should be continuous, long-

term, planned purposely, and particularly made within the same school for students of all 

abilities (Abendroth, 2015). In short, it seems inclusion of all pupils within the education 

system irrespective of differences such as racial, ethnic, cultural, gender, social, and so on 

can be achieved by providing them with equal educational opportunities to acquire 

multicultural knowledge and succeed in school and social life.  

 

2.3 Banks and multiculturalism (a theory of multicultural education) 
 

Banks (2004) emphasizes the importance of equity, justice, and cultural democracy in 

multicultural education. Multicultural education as stated by Banks is related to all ethnic, 

language, racial, gender, and cultural groups (ibid.). Banks (1989b, 2004, 2008, 2019) 

explains the key goals of multicultural education as: enabling students to recognize their 

own identity by providing them with an understanding of diverse cultures, ethnicity, and 

languages; reducing problems and prejudices which certain individuals and groups feel due 

to their own particular racial and cultural traits; and developing positive attitudes among 

students in relation to cultural diversity. According to Banks (2004, 2008) the main aim of 

multicultural education is to reform educational institutions with the intention of enabling 

all students to access the required education, supported by positive attitudes, and abilities 

to work within their own and a different racial or cultural country and world. Therefore, it 

was important for the current research to investigate BPS experiences to see to what extent 

multi-ethnic school practices, programmes and materials are designed to support these 

students to experience prejudice free educational equality. 



45 
 

 

Bank’s (2008) multicultural education philosophy involves five dimensions (i.e. content 

integration, the knowledge construction process, prejudice reduction, equity pedagogy, and 

an empowering school culture and social structure – see figure 2.1) particularly for teachers 

to integrate different cultures into schools and classrooms. 
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Figure 2.1: The five Dimensions of Multicultural Education 

Source: Banks (2008, p.32). 

These dimensions are broadly applied to theorize and establish plans and curricula, within 

multicultural education by school authorities (Abdullah and Ghaffar, 2011). Race (2018) 
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claimed that these dimensions can be used as initial idea in the teaching and learning 

process to support and foster multicultural education. The first dimension, content 

integration, involves including material from different cultures or ethnicities in the 

curriculum e.g. including biographies of philosophers from different ethnic backgrounds in 

the curriculum (Banks, 1993, 1998, 2006; Ogletree and Larke, 2010; Shan-Hui and Thomson, 

2010).  Another example of this would include the integration of stories, diversity images, 

posters, reports, achievements, new historical material and local history content in relation 

to different ethnicities of scientists, mathematicians, educationists, famous writers, and 

ancient civilizations, and the stories of racial groups who shaped the societies, history of 

immigrants, and different cultural holidays and festivals into multicultural 

education/literature/curriculum are good examples of content integration  (Zirkel, 2008; 

Danker, 2003; Shan-Hui and Thomson, 2010; Aydin, 2013). 

 

Banks (2016) stated that reports on investigations made by different cultures to know how 

human beings have different skin colours are examples of content integration. Similarly, a 

text on the contributions of different cultures to different subjects is another example. This 

dimension aims to develop an understanding of diverse cultures (Ogletree and Larke, 2010). 

It enables teachers and administrators to include different ethnic content or teaching 

material into their teaching of skills, beliefs, general ideas, and systems (Banks, 1993, 2006). 

Aydin (2013) claimed that teachers must inspect all material (e.g. documents, papers, 

articles, images, pictures, and schoolbooks) critically to identify any kind of partiality prior to 

their integration in the curriculum to avoid stereotyped descriptions of groups. Similarly, 

Boles (2006) suggested that multicultural content should be bias free in graphics, behaviour, 

characteristics, and language as some statements might be offensive in different cultures. 

Thus, the language of the multicultural curriculum should be sensitive towards diverse 

ethnicities and cultures (ibid.). In relation to behaviour and characteristics, teachers should 

understand that an attitude or behaviour that seems rude to them could be a symbol of 

respect and normal in a different culture (Boles, 2006). Teachers should enable students to 

develop a better understanding of their and their fellow students’ activities that could be 

perceived as odd in their own and other’s perceptions (e.g. wearing the hijab or eating halal 
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food by BPS – ibid.). Thus, effective use of content integration enables teachers to provide a 

better understanding of ethnically diverse students’ attitudes and behaviours (ibid.). 

 

The second dimension, knowledge construction, involves approaches and activities in which 

teachers facilitate students to comprehend, probe and define the impact of hidden cultural 

assumptions and perceptions on the process of knowledge construction e.g. to investigate 

the assumptions of a writer behind a book or story by students or developing a broader 

vision among students to look at a thing from different perspectives would be a process of 

knowledge construction (Banks, 1998, 2016). This dimension enables teachers to assist 

students to comprehend the process of knowledge construction and the impacts of 

different ethnic, cultural, and social groups on it (Banks, 1993, 2006; Shan-Hui and Thomson, 

2010). This process of knowledge construction is quite similar to the way of thinking 

critically e.g. role-play that can be used to get students to think critically (Kumi-Yeboah and 

James, 2011). Examples of this dimension that can enable students to construct knowledge 

could be research on the building of societies or racial group members who build societies, 

investigation on the history of nations and immigrants, and narration on ethnic group 

members by them (Danker, 2003). Students can become critical thinkers or readers by 

developing higher level intellectuality and exploring a wide range of perspectives and 

cultures through this dimension (Banks, 1998, 2016; Shan-Hui and Thomson, 2010). In this 

dimension, teachers should be able to construct curricula by including a variety of 

knowledge such as ethnic/cultural, school, general or dominant, educational/theoretical, 

and transformative knowledge together with their own and pupils’ cultural knowledge to 

enhance education so that pupils might have awareness of different types of knowledge 

(Banks, 2006). 

 

Cultural knowledge is knowledge which pupils from different backgrounds bring with them 

from their domestic culture, and as such cultural understanding that later may or may not 

become the reason for a cultural clash to emerge (a clash could be due to major cultural 

differences such as gender, language, religion, food, and dress code) within the schoolroom 

due to different school knowledge and also students and teachers’ different ethnic 
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background knowledge (Banks, 2006). Cultural clash is an important reason why 

understanding how knowledge is constructed is important. This point is also one of many 

justifications for the current research as BPS might bring their domestic cultural knowledge 

in the classroom that could be different to school and teachers’ own cultural knowledge. It 

is this aspect which this thesis seeks to investigate through this research. 

 

The third-dimension, prejudice reduction, relies on those teaching methods which are used 

to build on more positive and democratic ethnic and cultural attitudes, behaviours, and 

values among pupils by eliminating prejudice and focusing on the traits of pupils’ ethnic 

attitudes and behaviours (Banks, 1993, 1998, 2006). It can be said that teachers in this 

dimension can enable students to challenge stereotyped perspectives about different ethnic 

groups. Teachers can assist students to build positive attitudes and behaviour by including 

accurate descriptions of different ethnic and cultural communities within teaching methods 

and by providing collaborative learning opportunities to culturally diverse students (Banks, 

2006; Shan-Hui and Thomson, 2010; Kumi-Yeboah and James, 2011). Thus, in some schools 

it may be necessary for teachers to produce different activities for their students to engage 

in collaborative learning opportunities. 

 

The fourth-dimension, equity pedagogy, enables teachers to apply different teaching 

methods including collaborative learning that make possible educational success for every 

student of different ethnic, cultural, and social background (ibid.). Kumi-Yeboah and James 

(2011) claimed that this dimension is an acknowledgement that students from diverse 

ethnic backgrounds learn differently. Teachers can modify their teaching styles by applying 

numerous teaching methods e.g. learning activities in groups, simulations, role-playing, and 

inquiry-based learning to facilitate education for all students including minority ethnic 

students and to equip them with a variety of knowledge (Banks, 1998, 2006, 2008). Banks 

(2008) claimed that culturally diverse students have unique cultural attitudes related to 

their racial background and this is the responsibility of the teacher to convert that 

information into useful learning after having a full awareness of those unique characteristics 

of culturally diverse students. Teachers in this dimension can improve the educational 
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success and classroom collaboration of culturally diverse students as result of pedagogic 

transformation (ibid.). This means that teachers should provide students different learning 

opportunities by applying different teaching methods or techniques that compatible with 

their diverse learning styles as students have their own unique learning styles (Healey and 

Jenkins, 2000; Kolb and Kolb, 2005). Learning style is “a mode of learning-an individual’s 

preferred or best manner(s) in which to think, process information and demonstrate 

learning” (Pritchard, 2014, p.46). 

 

The fifth and final dimension, empowering school culture (the concept of culture has been 

defined earlier in this chapter) and social structure focuses on a comprehensive school 

reform including a change in its all elements such as system, culture, structure, 

environment, and evaluation processes to provide socially and culturally diverse students 

equal educational opportunities for academic achievement or to make the school culture or 

environment more impartial (Banks, 1998, 2008). An empowering school culture (i.e. a 

culturally diverse school which has not only culturally diverse students but also teachers and 

administrators as well) could be an example of this dimension (Banks, 1998). For Banks 

(2006) an empowering school culture requires schools to be reformed so as to enable 

students from diverse backgrounds to obtain the same status in school. 

 

While Banks’s (2008) five multicultural dimensions have been discussed separately above, 

figure 2.1 clearly shows that each of the dimensions is interrelated e.g. content integration 

is related to equity pedagogy and empowering school culture to include all students 

(majority and minority ethnic) in the curriculum. The second-dimension knowledge 

construction relies on equity pedagogy (changing teaching methods) and empowering 

school culture (school reformation) to develop a broader understanding among students 

towards cultural diversity. Alongside this, it works with the third-dimension prejudice 

reduction to construct prejudice free knowledge. The third dimension requires the 

application of content integration, equity pedagogy, and an empowering school culture in 

school to develop positive attitudes among students. The fourth-dimension equity pedagogy 

informs both the content integration and an empowering school culture to practice 
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multiculturalism in school. Accordingly, the fifth-dimension empowering school culture can 

be practiced through content integration, equity pedagogy, and prejudice reduction to 

provide an inclusive cultural environment for example to BPS in multi-ethnic schools. 

 

Banks (2006) claims that all educational institutions must be transformed to put these 

dimensions into action and for the educational success of all students; and those schools 

that have reformed according to these dimensions have eight attributes which are outlined 

below in Table 2.1. 
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Table 2.1: Multicultural school’s eight attributes 

Attributes Description 

Positive attitudes and anticipations Multicultural school has positive attitudes and 
anticipations in relation to students’ learning by 
expecting that they will act in response. 

Reformed Curricula and syllabus Multicultural school has a reformed curricula 
and syllabus which give importance to all kind 
of students including different ethnic pupils’ 
ideas, beliefs, heritages, and point of views.  

Numerous teaching methods Multicultural school has a variety of teaching 
methods to fulfil the requirements of culturally 
diverse students.  

Admiration for all Multicultural school has admiration towards all 
ethnic pupils’ native languages and vernaculars.  

Reformed teaching aids Multicultural school has reformed textbooks 
that indicate a variety of cultures that reduce 
prejudices. 

Effective evaluation process Multicultural school’s evaluation process deals 
with culturally diverse students impartially, 
fairly and respectively. 

Reformed school atmosphere Multicultural school’s environment indicates 
multiculturalism in the school. 

Supportive school advisors Multicultural school’s advisors have positive 
anticipations towards culturally diverse 
students and assist them in selecting beneficial 
study courses for their professional life. 

Source: Developed from Banks (2008). 

 

Quarles (2011) claimed that the five dimensions (outlined above) sought to develop schools 

that support the complete progress of all pupils. However, the media reports and teachers’ 

emphasis are only on one dimension of multicultural education. According to Banks (2008) 

certain educators perceive multicultural education as content integration in the curriculum 

in relation to different racial groups, some perceive it as the reduction of discrimination, and 
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others perceive it as a celebration of cultural festivals whilst some educators perceive it as 

an effort to remove the attainment differences among different minority ethnic students. 

Banks (2006) suggested that school authorities and teachers should focus on all five 

dimensions of multicultural education in order to apply multicultural education into practice 

thoroughly. Therefore, teachers are expected to include subject matter from different 

ethnicities in their teaching of beliefs and teaching methods (ibid.).  They must teach 

students the ways of constructing knowledge and building up good racial attitudes and 

behaviours by changing their pedagogical methods with the aim of providing equity in 

education to ethnically, socially, linguistically, and culturally diverse students (ibid.).  In 

short, these dimensions also aim to develop knowledge and understanding about different 

ethnicities and cultures among students by integrating multicultural content from different 

ethnic groups in the curriculum (Ogletree and Larke, 2010). 

 

Having explored the different dimensions of multicultural education according to Banks 

(2008, 2019), it is important to examine in greater detail how other researchers have 

applied these dimensions in practice. The integration of multicultural content in the 

curriculum in schools is considered to be an effective way of developing multiculturalism or 

recognizing cultural diversity by Boles (2006), Colby and Lyon (2004), Hefflin and Barksdale-

Ladd (2001), James (2004), Ferrara et al. (2010), Jimenez et al. (2014), and Aydin (2013). 

Research studies (Boles, 2006; Colby and Lyon, 2004; James, 2004; Ferrara et al., 2010; 

Jimenez et al., 2014) found that introducing multicultural content in the curriculum is very 

effective not only for students but also for teachers as the recognition of minority ethnic 

students’ culture makes them feel respected and acknowledged as stated by Hefflin and 

Barksdale-Ladd (2001, p.818), “To read literature that mirrors themselves and their lives is 

to feel valued – to have power”. A respondent in Colby and Lyon’s (2004) study identified 

the benefits of including multicultural content in the curriculum namely enabling students 

to recognize partiality within the curriculum and supporting them to speak about their 

concerns. This research stated that (2004, p.4): 
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“Bringing culturally diverse literature in a classroom brings culturally diverse 

knowledge to all students. Since knowledge is power, we will be empowering our 

students with cultural diversity and tolerance”. 

 

The integration of multicultural literature in the curriculum is also effective in supporting 

students to develop a positive attitude towards different ethnicities by rejecting oppression, 

decreasing prejudice, and recognizing cultural differences (Boles, 2006; Martin, 2014; 

Morrison et al., 2010; Schultz, 2010). However, research studies conducted by Morrison et 

al. (2010), Thijs and Verkuyten (2013), Tip et al. (2012), and Plaut et al. (2011) revealed a 

sense of fear, threat, and prejudice amongst the dominant majorities towards ethnic 

minorities as multiculturalism supports the idea of recognizing and understanding diverse 

identities instead of majorities’ domination over minorities or merging of all identities into a 

single identity (Morrison et al., 2010). Plaut et al. (2011) indicated that White students 

support colour-blind policies (i.e. there are not ethnic, racial and cultural differences and all 

people are same) instead of multiculturalism. Research findings (Tip et al., 2012; Thijs and 

Verkuyten, 2013) disclosed a lack of support for multiculturalism amongst the dominant 

majorities as they find the recognition of diverse ethnicities dangerous for them whereas 

they find less dangerous the adaptation to British culture from minorities. Thus, the 

research conducted by Tip et al. (2012) in Britain to investigate the extent of support for 

multiculturalism amongst British natives and their  perceptions towards minority ethnic 

groups’ preferred way of acculturation by targeting particularly British Pakistanis, concluded 

that the positive attitudes amongst the dominant majorities in relation to multiculturalism 

rely on their views of ethnic minorities’ preferred way of adapting to British cultural 

expectations - There are four preferred ways of adapting to British cultural expectations i.e. 

assimilation, integration, separation and marginalisation (ibid. see section 2.1.4.1). 

 

The inclusion of multicultural content in the curricula also could be a factor to identify and 

decrease racism, prejudice, and stereotyping (Boles, 2006; Zaldana, 2010). Kumi-Yeboah and 

James (2011) claimed that the integration of multicultural education in the curriculum 

reduces racism and discrimination among ethnically diverse students against each other by 
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creating positive relations and understandings about each other. Research conducted by 

Colby and Lyon (2004, p.3) to investigate teachers’ interpretation of implementing the 

multicultural curriculum in classroom also revealed the importance of multicultural 

education in relation to eliminate racism: one of the research respondents claimed that “I 

feel this is important because the key to abolishing [sic] racism is to first abolish ignorance 

that one has of others”. Another respondent claimed that “If educators do not “see” color 

and the ways in which institutionalized racism privileges some groups and disadvantages 

other, they will be unable to take action to eliminate racial inequality in schools” (Colby and 

Lyon, 2004, p.5). The case study conducted by Ferrara et al. (2010, p.19) to explore 

preservice teachers’ perceptions in relation to multicultural education also identified the 

importance of multicultural education in reducing racism and one respondent claimed, 

“Multicultural education is of utmost importance in today's classroom [that] is the one 

place, besides the home, where racial tension and prejudice can be nipped at the bud”. 

Findings of a quantitative inquiry in elementary schools in the southeastern United States by 

James (2004) revealed the perceptions of teachers in relation to prejudice among students 

and importance of multicultural education as well. Teachers from this research (James, 

2004) claimed that students acquire prejudices from their culture and cultural patterns and 

the existence of multicultural education is meaningful in regular school programmes as an 

essential element of the curriculum to reduce prejudices among students. 

 

Using multicultural content in the curriculum is beneficial as it increases students’ 

engagement within classroom by making them feel a sense of belonging with school (Hefflin 

and Barksdale-Ladd, 2001; Colby and Lyon, 2004). Quarles (2011) claimed that the 

connections between students’ experiences and study content can boost up their learning. 

Learning becomes more effective by relating new concepts to previous knowledge 

particularly by educating students in their familiar or cultural styles as culturally diverse 

students or who are directed by their cultural or ethnical socialization demand different 

teaching methods that compatible to their previous experiences or knowledge to teach 

(Quarles, 2011). Thus, it can be said that multicultural education provides students a variety 

of ways that well-matched with their cultural style to learn. The research conducted by 

Schultz (2010) to investigate effects of the multicultural curriculum and teachers’ ability to 
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implement it in elementary classrooms disclosed that a multicultural curriculum makes 

available chances for minority ethnic students to value and support their native culture by 

linking their experiences with their study content. Jimenez et al. (2014) study, conducted in 

South Texas revealed the significance of the implementation of multicultural education 

within the school curriculum and everyday activities as well. The research studies (Schultz, 

2010; Jimenez et al., 2014) indicated that the inclusion of multicultural literature in 

classrooms develops multicultural characteristics among students such as self-confidence 

and self-awareness among minority ethnic students, respect and recognition towards 

diversity among mainstream students, value, cooperation, and understanding towards 

cultural diversity among all students and becoming good and loyal citizens. Schultz (2010) 

and Zaldana (2010) claimed that the inclusion of multicultural content into curricula 

provides students equal education opportunities, empowerment, critical thinking that 

involve diverse perspectives, value of their own ideas, social responsibility, and multicultural 

understanding. The study (Schultz, 2010) also found that the multicultural curriculum 

prepares all-round and broad-minded students who have respect for all cultures to live in a 

multicultural society and world. Thus, a classroom in which every student feel valued and 

respected can be created by integrating multicultural content into curricula (Boles, 2006; 

Colby and Lyon, 2004). 

 

Powell’s Californian case study (2007) supports the use of Banks’ (2008, 2019) five 

dimensions as a guideline for teachers to integrate multicultural education in every part of 

school. Powell’s research also found the practice of multicultural education as an effective 

pedagogy within participated school’s aims, agenda, culture, and the curriculum; also, 

important to fulfill school’s requirement. Prell’s (2012) American study found multicultural 

education and its dimensions important to build ethnically and culturally inclusive 

classrooms. Shan-Hui and Thomson (2010) also found the dimensions and approaches of 

multicultural education as an essential part of a socially inclusive education as well as 

significant for the cultural development of schools, students and students’ rights. Ferrara et 

al. (2010) revealed the views of teachers in relation to the implementation of multicultural 

education in schools and classrooms. Teachers from this study (Ferrara et al., 2010) found 

the multicultural curriculum very useful for all ethnic students and claimed that it must be 
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incorporated into the all elements of education system of school as it can promote respect 

among students towards cultural differences after giving students an awareness and 

knowledge about a variety of cultures. One justification of this was given by Hefflin and 

Barksdale-Ladd (2001, p.811), who found that many respondents identified the lack of 

multicultural content in the curriculum and one respondent claimed that “I didn’t find 

myself in books, and I didn’t relate to them”. Other research findings of Colby and Lyon 

(2004) revealed the lack of implementation of multicultural education in school (little use of 

integrating multicultural content and knowledge within the curriculum). One of many 

respondents stated that: 

 

“I cannot fully understand what it must be like to have a dominant culture being 

portrayed everywhere I looked, however, I can only imagine the stifling effect it 

would impose on someone” (Colby and Lyon, 2004, p.2). 

 

On the other hand, Zirkel (2008) claimed that integration of multicultural content is 

practiced by teachers and teaching staff within a number of classrooms and schools. Zirkel 

(2008), Zaldana (2010), Tip et al.’s (2012) UK based study and Martin (2014) reported 

positive effects of content integration from diverse ethnic bodies in the curriculum such as 

promoting positive racial and cultural identity amongst pupils from different ethnic groups, 

advancing the engagement of pupils, and developing their egalitarian attitude. Martin 

(2014) claimed that the multicultural curriculum develops collaboration, societal acceptance 

and tolerance among ethnically diverse students. A multicultural curriculum is also effective 

in basic and learning development of all majority and minority ethnic pupils by supporting 

their ability to involve in critical thinking that play an important role in students personal 

and academic achievement (Antonio et al., 2004; Zaldana, 2010; Martin, 2014; Goodman 

and Bowman, 2014). 

 

Research studies (Ferrara et al., 2010; Plaut et al., 2011; Prell, 2012; Jimenez et al., 2014) 

also disclosed numerous limitations of implementing multicultural education in school as 
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well as criticism about multiculturalism. For instance, Plaut et al. (2011) revealed that extra 

emphasis on the importance and involvement of minorities in multiculturalism develops a 

feeling of rejection amongst White students as well as a lack of support towards diversity 

among them. They also contend that White students perceive multiculturalism as a practice 

of alienation and exclusion for them due to its extra emphasis on the acknowledgement and 

understanding of minorities. It will be interesting to see if similar reports emerge in the 

current study. Prell’s study (2012) revealed that despite of practicing diverse teaching 

methods on multicultural education, teachers find difficult to implement multicultural 

education in school due to lack of time, inadequate teacher education, impractical models 

of the multicultural curriculum, and contrary mandated contents or subject matters. 

Teachers in Prell’s study (2012) claimed that they have to do extra work to include 

multicultural content in the curricula e.g. they require extra professional skills for 

examining, selecting, and including multicultural content in the curriculum, and for time 

management as well. Prell (2012) revealed that the use of two diverse teaching methods 

such as student centered, and the curriculum centered with identical terminology increases 

extra challenges for the implementation of multicultural education. Prell’s study (2012) 

disclosed that lack of time management skill limits the standard of multicultural content or 

subject matter. Ferrara et al. (2010) found lack of involvement of teachers to provide 

multicultural learning to their students in school. Teachers in their study consider 

multicultural education only a significant element of education instead of pedagogy that 

requires teacher’s involvement to put it into practice. Jimenez et al. (2014) disclosed that 

inadequate or lack of awareness and understanding towards diverse ethnic students among 

teachers is an alarming issue in the implementation of multicultural education. The 

researcher within the current research wants to explore whether or not the same issues 

applies in relation to teachers in multi-ethnic schools in England and their understanding of 

BPS culture (i.e. Pakistani culture). 

 

2.3.1 Banks’ curriculum reform approaches 
 

Banks (1989a, 2008, 2019) presents four approaches (that builds on his five dimensions of 

multicultural education – see figure 2.1 and 2.2) to integrate multicultural content (i.e. 
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ethnic or cultural content) in the curriculum (Zaldana, 2010). 

 

Figure 2.2: The multicultural curriculum reform approaches 

Source: Banks and Banks (2004, p.15). 

 

In the contribution approach (level 1), the content in relation to major figures from different 

ethnicities, ethnic or cultural festivals or events (e.g. BPS Eid Celebrations – Eid is a religious 

festival of Muslims), and distinct features of cultures (e.g. folk dance and music) are 

included within the curriculum without making any alterations in its main structure (Banks, 

1989a, 2006, 2008; Cumming-McCann, 2003; Al Aamry, 2016). This approach is particularly 

applied in the initial stages of school education (Banks, 2008). Teachers in this approach 

encourage students to participate in programmes, events, and pageants to commemorate 

different ethnicities or ethnic members (Banks, 1989a, 2006). Banks (1989a) claimed that 

teachers can easily use this approach to include ethnic material in the existing curriculum 
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without making any changes and the studies (Cumming-McCann, 2003; Zaldana, 2010) 

indicated that this approach is often applied by teachers in schools. However, a side effect 

of this approach is that fallacies and cultural stereotypes, information regarding odd and 

alien traits of ethnic groups, and the underestimation of the cultures of different ethnicities 

are also developed frequently (Banks, 1989a, 2006). Another issue with this approach is the 

development of this idea that the ethnic minorities are separate from the dominant society 

and not central subjects of it; also, the curriculum is organized by the dominant society’s 

views (University of Washington College of Education, 2012; Al Aamry, 2016). Cumming-

McCann (2003) and Zaldana (2010) claimed that this approach can present superficial 

interpretation and illusion regarding different cultures and the celebration of diversity. 

Cumming-McCann (2003) claimed that students cannot understand the significant role of 

different ethnicities in a multicultural society by using this approach. The content related to 

heroes and holidays is considered pretty insignificant for the main subject matter and also 

feel impractical for addressing issues of social justice, discrimination, and oppression (ibid.) 

as only the introduction of some heroes from diverse ethnic groups cannot depict the real 

picture of those groups who are suffering from prolonged cruel and unjust treatment of 

other the dominant groups or authorities. It cannot show how they are dealing with 

oppression and racism. It only talks about the experiences of heroes rather than the real 

experiences of a common being. It does not show the real and overall picture of the world. 

Unintentionally and possibly, this approach can reinforce, support, and start a bias against 

different ethnicities by giving a false illusion towards them (ibid.). 

 

The additive approach (level 2) involves the incorporation of content, ideas, subjects, and 

perceptions in the curriculum (Banks, 1989a, Cumming-McCann, 2003; Banks, 2006; 

Zaldana, 2010; Al Aamry, 2016). This approach is achieved through adding a book, a 

component, a lesson or a programme within the existing curriculum or adding particular 

units and narratives or accounts from other cultures (Banks, 1989a, 2006; Al Aamry, 2016) 

and will reinforce youngsters to respect and acknowledge each other’s cultures from an 

early stage (Al Aamry, 2016). The adding of this approach in the curriculum does not mean 

the transformation of its existing key structure, objectives, and assumptions (Banks, 1989a, 

Cumming-McCann, 2003; Banks, 2006; Zaldana, 2010). Teachers in this approach include 
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cultural resources within the existing curriculum instead of reforming it to a large extent 

(Banks, 1989a, 2006). This approach is also applied frequently by teachers in school 

(Cumming-McCann, 2003). However, this approach does not reform the curriculum so leads 

to a significant drawback in which ethnic or cultural content is perceived through the 

perceptions of the dominant group (Banks, 1989a, Cumming-McCann, 2003; Banks, 2006; 

Zaldana, 2010; Al Aamry, 2016). Also, the material (e.g. festivals, notions, and subject 

matters) which is selected to be put in the curriculum is chosen by the dominant group (e.g. 

policy makers) (Banks, 1989a, Cumming-McCann, 2003, Banks, 2006; Al Aamry, 2016) and 

indicates the patterns and beliefs of this group due to its depiction (Cumming-McCann, 

2003; Banks, 2008). Another limitation of this approach is that it does not generate 

sufficient understanding for students to bind the histories and cultures of different 

ethnicities and religions indivisibly as well as absence of varied perceptions among students 

acquired from a variety of cultures to perceive society (Banks, 1989a; Cumming-McCann, 

2003). Although this approach incorporates ethnic minorities within the curricula yet still it 

does not discuss the issues related to cultural or ethnic biases, prejudices, and repressions 

(Cumming-McCann, 2003). 

 

In the third approach ‘transformation’, the curriculum is restructured substantially (Banks, 

1989a; Cumming-McCann, 2003; Banks, 2006; Al Aamry, 2016). The basic characteristics, 

standard, and patterns of the dominant curriculum are modified, and pupils are encouraged 

to understand ideas, subjects, incidents, and issues through a variety of ethnic or cultural 

views and perceptions (Banks, 1989a; Cumming-McCann, 2003; Banks, 2006, 2008; Zaldana, 

2010; Al Aamry, 2016). Using numerous cultural perceptions means blending different 

ethnicities’ views (rather than all) that would be useful to enhance understanding of 

multicultural society (Banks, 1989a, 2006). Pupils are encouraged in this approach to assess 

the perceptions of teachers on incidents and state of affairs by expressing and defending 

their own descriptions of incidents and state of affairs (Banks, 2008). The most important 

goal of this approach is to develop pupils’ skills of critical thinking, synthesizing, analysing, 

and evaluating (ibid.). A comprehensive curriculum reform is the challenge to this approach 

as the content descriptions in relation to different ethnicities come from the mainstream 

perspectives (Cumming-McCann, 2003). Al Aamry (2016) claimed that this approach neither 
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prepares students for taking steps to overcome social issues nor enables them to introduce 

new concepts for social development or improvement. 

 

The final approach, social action makes students determined and enables them to decide 

and deal with already considered issues, matters, challenges, and ideas in the unit by also 

integrating the whole characteristics of the transformative approach (Banks, 1989a; 

Cumming-McCann, 2003; Banks, 2006; Zaldana, 2010). The most important aim of this 

approach is to prepare pupils for social analysis and reform by strengthening their 

proficiencies of decisiveness e.g. students can take decisions after investigating a social 

issue as to how to eliminate racism or oppression from schools (Cumming-McCann, 2003). 

Thus, this approach empowers students to tackle social issues such as oppression by taking 

decisions for social action (Banks, 1989a; Cumming-McCann, 2003). Another aim of this 

approach is enabling students through socializing to accept current cultural differences 

within the society automatically by reforming the societies positively (Banks, 2006). The 

reality that different ethnic or cultural differences can be eliminated to enable minority 

ethnic students to play a central part by contributing in the society enhances the 

significance of this approach (Al Aamry, 2016). 

 

According to Banks (1989a, 2006) all four approaches can be integrated in teaching and 

ideally teachers can move from the first level approach to the last level gradually and 

cumulatively in order to reform the curriculum and restructure its major components (ibid.). 

He further stated that teacher training programmes will be required to assist teachers in 

reforming the curriculum according to students’ cultural needs and desires through being 

knowledgeable themselves about cultural differences (Banks, 2008). Teachers have to learn 

about different ethnicities to reform elements of the curriculum and their students’ views as 

well to accept cultural diversity (ibid.). There are a number of elements that become the 

reason of the development, expectations, and hazards of the multicultural education in 

educational institutions; and teachers are one of them as their attitudes, behaviours, and 

competencies are very important to teach culturally diverse students and become a 

multicultural teacher (Banks, 2008). 
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Banks (2008) claims that teachers required a variety of knowledge to be successful in the 

multicultural school. This variety of knowledge includes the good understanding of: 

paradigms that explain the nature, attitudes, and behaviour of culturally diverse students; 

different ethnic students’ way of life or cultures as culture is a main philosophy or a 

significant feature of multicultural education that show the characteristics of different 

ethnicities; different teaching/learning process and teaching methods to meet the cultural 

requirement of ethnic and culturally diverse students (ibid.).  A complete awareness and 

information of the different minority ethnic groups’ history and culture with their 

experiences is necessary for them to understand if they are to integrate diverse cultures in 

the curriculum (ibid.). 

 

2.3.2 Banks as a key multicultural education theorist and relevance in UK education 

 

Having outlined Banks’s (2008, 2019) theorisation of multicultural education, it is important 

to establish the relevance of his work both to get understandings of 

multiculturalism/multicultural education and the application of multiculturalism in UK 

education contexts, as he is an American theorist and the US education system and its 

history of including minority ethnic communities (which inform his theories) are different to 

the UK. 

 

James Albert Banks is recognized as the main proponent of multicultural education for his 

innovative and pioneering work in the field (Diaz, 2009; Mysore, 2011). He is also an editor 

of a series of books on multicultural education including the Handbook of Research on 

Multicultural Education, which has been regularly updated, with new editions (ibid.). The 

researcher believes that Banks’ (1989a, 1989b, 2008, 2019) work on multicultural education 

is insightful to understand the philosophy of multicultural education as Banks (1989b, 2008, 

2019) has explained the concept of multicultural education in a broad and balanced way. 
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Banks’s theory (2008, 2019) on multicultural education is internationally recognized and is 

very current in the UK. For example, a number of UK authors have utilised Banks’s (1989b, 

2008, 2019) perspectives in their work such as Race, Modood, Parekh, Lander and Cantle. 

Race (2011, 2015, 2018) has done a lot of work on multiculturalism and integration, using 

Banks’ (1989a, 1989b, 2008, 2019) work. Lander’s (2014) ideas on racial literacy implicitly 

support Banks’ goals and dimensions of multicultural education particularly the goal of 

school reformation, and dimension of prejudice reduction and equity pedagogy. Modood’s 

emphasis (2013, in Race and Lander, 2014) on multicultural education to prevent racism or 

prejudice is also based on Banks’ (2019) dimension (prejudice reduction) of multicultural 

education. Parekh (1986) has written a brief chapter on multicultural education in relation 

to the UK that was based on the ideas of Banks’ (1989a, 1989b, 1993, 1998, 2006, 2008, 

2010, 2016) contention of a multicultural curriculum. However, Parekh (2000a, 2000b, 

2006) is a political theorist of multiculturalism and much more interested in political 

systems by focusing on society in relation to multiculturalism. Parekh (ibid.) is concerned 

with the elements of a multicultural society whereas Banks (1998, 2004, 2006, 2008, 2010, 

2016) focuses on how multicultural ‘education’ can be achieved. The difference between 

Banks and Parekh and Modood’s work is the focus as Banks (ibid.) perceives 

multiculturalism as an educational theory whereas Parekh (2000a, 2000b, 2006) and 

Modood (2013, in Race and Lander, 2014) consider it as a political theory. Another example 

of Banks’ (1989a, 1989b, 2008, 2019) works’ relevance to examine multicultural educational 

experiences of BPS in the UK schools is a collaborative edited collection on multicultural 

education by Ladson-Billings (an American theorist) and Gillborn (a British theorist) (2004). 

The collection includes studies from the USA and the UK concerning issues of race, 

antiracism and racial inequity as informed by concepts Banks (2008, 2019) considers 

fundamental to contemporary multicultural education. 

 

Multiculturalism policies implemented in the UK have arguably been informed by Banks’ 

work (1993, 2006, 2008; Banks and Lynch, 1986; Banks and Banks, 2004) even though 

multiculturalism has been perceived in different terms (e.g. integration, interculturalism, 

social cohesion, diversity, cultural pluralism, citizenship and so on) by UK theorists (Race, 
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2011, 2015, 2018; Cantle, 2012; Modood, 2013, in Race and Lander, 2014; Parekh, 2000a, 

2000b, 2006). The ways in which are explored in the next section.  

 

2.4 Multicultural education in the UK context 
 

Following a broad discussion on multiculturalism and multicultural education, it would be 

helpful to understand the endeavours and importance of this education in the UK context. 

The UK due to different phases of immigration from Europe (related to World War 1 and 2) 

and former British colonies in the Caribbean, the Indian sub-continent, Africa, Asia, Oceania 

and the Middle East, has a long historical background of being multi-ethnic and multicultural 

(Selby 1993; Mace, 2010; Shah, 2014; Sealey, 2016, Tomlinson, 2018). Tomlinson (2018) 

claimed that the 1948 British Nationality Act (HM Government, 1948) allowed the 

settlement of immigrants or Commonwealth citizens in the UK but official policy in relation 

to the settlement of this group remained tense accompanied by challenges and double 

standards. This is because although the British government had allowed nearly 200,000 

immigrants from Eastern Europe to resettle in the UK post 1945, politicians (e.g. Enoch 

Powell) expressed concern at the arrival of a smaller number of people from the Caribbean 

in 1948 (ibid.). These concerns were related to the skin colour of the Caribbean migrants, 

who unlike the Eastern European’s were not white, and the politicians were fearful of 

incidents of discrimination fostered by the wider (white) population based on the skin 

colour of the Caribbean new arrivals (ibid.). In part, fears of problems occurring in Britain 

because of the arrival of the Caribbean migrants were materialised as racist violence and 

racism were common in England throughout the 1950s and 1960s (ibid.). British politician’s 

fears of Britain (especially England) changing from a white to non-white nation led to the 

initial series of immigration control acts which were introduced in 1962 (ibid.), and 

underpinned the English politician – Enoch Powell’s notorious ‘Rivers of Blood’ anti-

immigration speech in 1968, which was also the major reason behind further racism in 

Britain (Tomlinson, 1990, 2018).  
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Despite such immigration, there were no multicultural education policies in English schools 

in Britain in the early post war period due to a British government policy of the assimilation 

of immigrant students into the national culture (Selby, 1993; Stubig, 1995; Bleich, 1998). 

Members of minority ethnic cultures were supposed to accept and adapt to British culture 

(Selby, 1993). However, the assimilation policy being an inappropriate technique to cope 

with cultural diversity did not succeed (Bleich, 1998; Selby, 1993; Race, 2011, 2015). 

 

Challenges presented by assimilationist policies adopted in English schools led to the 

implementation of multicultural educational policies. However, there is disagreement 

amongst authors as to the number of phases involved in the progression of multicultural 

education in the UK. For example, Lynch (1986) identified five phases (listed in table 2.2).   

Table 2.2: Phases of the progression of multicultural education in the UK 

Phases Details 

The ‘laissez-faire’ phase Multicultural education and other cultural 

issues were neglected during this phase by 

preserving the dominant culture. 

The immigrant and ESL phase The assimilation of immigrants was introduced 

during this phase by marginalizing minority 

ethnic groups. English as a second language 

(ESL) was preferred for them.  

The deficit phase The integration of immigrants was introduced 

during this period.  

The multicultural phase Cultural pluralism or diversity was recognized 

during this period.  

The anti-racist phase Criticism of multicultural education was 

developed by giving weight to the concerns of 

racism and prejudice during this phase. 

Source: Developed from Lynch (1986). 
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However, these contrast with Craft (1986) and Arora’s (2005) three (assimilation, 

integration and cultural pluralism), Brandt’s (1986) four (assimilation, integrationist, cultural 

pluralism, anti-racism), Massey’s (1991) six (laissez-faire, assimilation via language and 

numbers, integration through compensation, multiculturalism, anti-racism– from sari’s and 

samosas to struggle, anti-racist multiculturalism) and Race’s (2011, 2015) seven 

(assimilation, integration, multiculturalism, anti-racism, the Macpherson Report, the Cantle 

report, Every Child Matters). Further, Race claimed that both the Rampton Report (DES, 

1981) and the Swann Report (DES, 1985) were based on the multiculturalism concept and 

the 2010 citizenship curriculum was also based on these two reports (Race, 2011; 2015). He 

also argues that the concept of multiculturalism remains prominent. In order to understand 

the implementation of multicultural education in English schools, an overview of a range of 

the most relevant phases in this area will be discussed next.  

 

2.4.1 Assimilation 
 

Assimilation was a process of the absorption of immigrants from British colonies into British 

culture in the UK, by ignoring their separate identities and cultures (Figueroa, 2004). Its 

objective was to maintain the culture and identity of the host society and eliminate minority 

ethnic cultural differences (Race, 2011, 2015). The 1964 report by the Commonwealth 

Immigrants Advisory Council (Massey, 1991, p. 11) specified that: 

 

“If their parents were brought up in another culture or another tradition, children 

should be encouraged to respect it, but a national system [of education] cannot be 

expected to perpetuate the different values of immigrant groups”.  

 

British assimilationists believe that there is a single superior unitary state ‘Britain’ and all 

immigrants must adjust completely within a British lifestyle by disregarding their own 
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lifestyles (Figueroa, 2004). They focused on reducing cultural differences by maintaining the 

cultural uniformity of British culture (Craft, 1986).  

Thus, a policy of assimilation was maintained with particular attention given to the teaching 

of the English language to aid immigrant children’s participation within school and ability 

tests in Standard English for minority ethnic children were introduced which later resulted in 

the shifting of these children towards special schools (Craft, 1986). The Department of 

Education issued English for Immigrants in 1963, and then in 1965, a Government Circular 

outlined the function of learning as “the successful assimilation of immigrant children” by 

focusing on the requirement of learning the English language immediately and thoroughly 

for immigrant children to enable them to contribute comprehensively in daily school tasks” 

(Craft, 1986, p.79). Local education authorities established numerous special language 

centres for this purpose and a number of schools introduced special reception periods and 

sessions for the language support of immigrants’ children. Teacher training programmes 

were established to teach English as a second language (ESL) to the immigrants’ children 

(ibid.). Another attempt of the policy was the educational segregation of immigrants’ 

children by bussing them away from White British children to be educated (ibid.). 

 

Arguably, assimilation policy fostered a belief of cultural dominance (i.e. supremacy of 

British culture over the cultures of minority ethnic groups), hidden bigotry (i.e. implicit 

prejudice) and covert support for racism (Massey, 1991) as this policy did not recognize 

cultural differences and ethnic diversity. Further, it revealed inadequate consideration of 

the educational issues related to cultural diversity by the British government as immigrant 

children particularly from the Caribbean were considered a problem instead of the 

education system (Race, 2011, 2015) in which they were placed. For example, the 

assimilationists did not try to make changes in the education system to make it appropriate 

according to the cultural requirements of the immigrants’ children; instead they put all 

blame on them by highlighting their difficulty in speaking English. They considered the 

English language as a criterion to judge their intellectuality. They considered these children 

as problem instead of giving information and training to teachers in relation to different 

cultures or a multicultural curriculum and an inclusive cultural environment and how it can 
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be built as suggested by Banks in his dimensions (2008, 2019).  It can also be presumed that 

such children were categorized as members of the out-group instead of the in-group 

according to social identity theory as explained in earlier sections. 

 

2.4.2 Integration 
 

Assimilation policy was followed by a policy of integration which sought to integrate the 

culture of minority ethnic groups into the culture of the host society. This gave some 

recognition to the cultural diversity of minority ethnic communities and encouraged 

majorities and minorities equally to tolerate each other (Craft, 1986; Race 2011, 2015). The 

Home Secretary (at the time) Roy Jenkins defined integration in 1966 as being “not a 

flattening process of assimilation but equal opportunity accompanied by cultural diversity in 

an atmosphere of mutual tolerance” (Jenkins, 1967, p.267). Arora (2005) claimed that this 

definition is an acknowledgement of the collapse and disadvantages of the assimilationists’ 

model. Arora (2005) further claimed that the integration policy provided a possibility for 

equity and cultural diversity with the purpose of reducing prejudice among both minorities 

and the majority community as well as developing a favourable self-image among minority 

ethnic groups and compassionate understanding among the majority ethnic group towards 

minorities. However, Modood (2007, 2013) argues that integration is a two-way process of 

social absorption, relationship and communication; but this was undermined as education 

control and power remained in the hands of the host society (Race, 2011). The integration 

policy was further undermined as immigrant children were considered a problem within the 

education system and the policy merely focused on the training of a few teachers to cope 

with cultural diversity instead of making changes to the whole education system (Race, 

2001, 2011, 2012, 2015). The education policy documents between the periods of the 1960s 

to 1970s in England (Race, 2011, p.22; 2012, p.336) identified that: 

 

‘Integration, as it was interpreted in policy terms, still required immigrants to make 

the adjustments, and while the incidence of “racial discrimination” in society at large 

was acknowledged, the existence of racism in education was ignored’. 
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Minority ethnic groups also rejected the integration policy as they found this policy was a 

close substitute of the assimilation policy due to the restricted notion of integration (Arora, 

2005). Moreover, they were concerned that the appealing elements of minority ethnic 

groups’ cultures (e.g. cultural celebrations) were acknowledged after rejecting those 

elements which might be considered strange or a threat to the values of the host society by 

this policy (ibid.). Gus John (1976 cited in Arora, 2005, p.22) found the policy of integration 

problematic: 

 

“To wish to integrate with that which alienates and destroys you, rendering you less 

than a person, is madness. To accept the challenge to join it and change it from 

within, when it refuses to accept that you are there in your fullness and refuses to 

acknowledge the results of interaction between you and it, is double madness”.  

 

Some other drawbacks of this policy identified by Massey (1991, p.12) were the lack of 

inspection of the function of school and teaching methods for immigrant children and the 

presentation of “policies and practices […] in a deracialised form”. Apart from this (Massey, 

1991, p.12): “Any lack or willingness to ‘integrate’ could be blamed on ethnic minorities 

themselves, as they had been given the opportunities to integrate into British culture”. 

Selby (1993) claimed that the government’s integration policy removed the chances for all 

students to develop their knowledge and widen the scope of shared ethnic and cultural 

experiences. Selby (1993) stated that sharing of ethnic and cultural experiences among 

students within school can develop respect, acceptance and recognition of the variety of 

cultures present in Britain. Selby’s suggestion shows an implicit support towards 

multiculturalism.  

 

Modood (2005) by supporting multiculturalism claimed that integration and 

multiculturalism are two opposite concepts. Despite these difficulties Race (2011, 2015) 
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contends that education policies in the UK from the 1960s to the present have been inspired 

by the concept of integration (i.e. an attempt to provide a cooperative environment in 

which both majorities and minorities make an effort to equally to tolerate with each other – 

however, the expectation by the British government  is for minority ethnic communities to 

integrate or absorb into British society) rather than the multiculturalism concept which 

encourages recognition of minority ethnic cultures in education (e.g. Every Child Matters – 

DfES, 2003). Nonetheless, the problems identified with the integration policy and increasing 

racial discrimination (Massey, 1991; Arora, 2005) led to a focus on the particular 

requirements of immigrant children and how to illuminate the particular attributes of their 

ethnicities and cultures within the education system (Arora, 2005). This led to the 

emergence of multicultural education.  

 

2.4.3 Multiculturalism  

 

The efforts for the recognition of minority ethnic groups in education were sustained 

between the 1970s-1980s in Britain (Craft, 1986). Teaching in relation to minority ethnic 

nations and their customs and traditions to encourage minority ethnic students to 

participate into school activities was advised by the Select Committee report on Race 

Relations and Immigration (Massey, 1991). Race (2012) claimed that the education and 

social policy inspired by the concept of multiculturalism was seen in the 1970s and 1980s in 

England, and Education for All was introduced as a multicultural policy document in 

education (ibid.). Issues within and external to education regarding minority ethnic learning 

was the centre of attention of Education for All (Race, 2001). This document suggested that 

English schools needed to prepare a multicultural-based curriculum (Race, 2012). Thus, the 

recognition of cultural diversity began by implementing multiculturalism and multicultural 

education within school policy and practice in England during the 1970s and 1980s (Race, 

2011, 2015). Cultural diversity along with a multicultural curriculum was acknowledged by 

the British government (Great Britain. Dept. of Education and Great Britain. Welsh Office, 

1977): 
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“Our society is a multicultural, multiracial one, and the curriculum should reflect a 

sympathetic understanding of the different cultures and races that now make up our 

society …. [and] should reflect our need to know about and understand other 

countries” (P.41). 

 

Birley high school working party in Manchester (Arora, 2005, p.25) identified multicultural 

education as “a whole curriculum which involves an attitude to life. It aims to promote a 

positive self-image and respect for the attitudes and values of others”. 

 

The aim of multicultural education was to give a good understanding of cultural diversity in 

Britain to students for promoting and respecting intercultural understandings among them 

(Arora, 2005). It was agreed that the effects of different cultures on each other will enhance 

students’ morality and intellectuality (Arora, 2005). Schools in the UK adopted multicultural 

education to promote positive ideas of diverse cultures (Rowe, 2003) as well as to deal with 

the poor performance and isolation of minority ethnic students (Massey, 1991). Some multi-

ethnic schools’ curricula were also changed to welcome minority ethnic students and to 

make them feel accepted within education (ibid.). Elements from a variety of cultures were 

included in the curriculum e.g. global dimension within the history syllabus, physical and 

human geography of the world especially those countries from where minorities and their 

families had originated at the time, world literature in English, world religions in religious 

education, world food, world art, world music, world interior design, and world textile 

designs in home-economics, art, and music (Selby, 1993). Although multicultural education 

was considered for all groups and not just minority ethnic groups (Arora, 2005). Selby (1993) 

claimed that a multicultural curriculum was adopted in the 1970s-80s within multi-ethnic 

schools instead of mono-ethnic schools in the UK. 

 

Multicultural education centres were established (such as in Bristol in 1977) to support 

educational institutions to develop a multicultural curriculum (Leicester, 1989). The British 

educationalists of that time considered that it would be insufficient to include only customs 

and traditions of numerous cultures into the curriculum as students might be influenced by 

the ethnically unfair frameworks within the education system that should be identified and 

transformed, and that teachers needed to deal with racial discrimination in the unseen 
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curriculum, learning resources, school/examination assessments, school facilities and 

policies (e.g. policy on the languages of society, and food delivery for students of all 

ethnicities) (ibid.).  

 

2.4.3.1 The Rampton (DES, 1981) and Swann Reports (DES, 1985) 

 

The Rampton enquiry committee was established in 1977 to identify issues related to 

multicultural education, educational requirements of minority ethnic groups and 

educational shortcomings that accounted for the under-achievement particularly of West 

Indian (now referred to as African-Caribbean) children in schools (Leicester, 1989; Modood 

and May, 2001; Arora, 2005, Race, 2015). The committee issued its provisional report 

(known as the Rampton report) in 1981 under the title West Indian Children in Our Schools 

(Leicester, 1989; Modood and May, 2001). The Rampton Report (DES, 1981) revealed a 

number of issues related to the education of minority ethnic students (Craft, 1986). Racism 

both in school and the wider community was identified as a major reason behind the under-

achievement of West Indian (sic) children (ibid.). Race (2015) claimed that the children and 

parents from minority ethnic groups were still considered a problem instead of the 

education system, and the educational issues which were focused on in England within the 

1960s and 1970s’ policies were still being faced by this group in the education system. The 

report claimed that:  

 

“West Indian children as a group are failing in our education system, the causes 

being complex, but “racism, both intentional and unintentional”, being one of the 

important factors” (Figueroa, 2004, p. 1009).  

 

To address the factors affecting attainment the interim report suggested: “a multicultural 

approach throughout education and that all LEAs (local education authorities) should 

designate a multicultural education adviser” (Figueroa, 2004, p.1009). The implementation 
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of multicultural education within the education system was the most important suggestion 

of the report (Figueroa, 2004). 

 

The Rampton report (DES, 1981) was not completed by Lord Rampton as he resigned due to 

the report’s identification of racism in schools and among teachers who had low academic 

expectations of black children as a major reason for the underachievement of black children 

(Massey, 1991; Arora, 2005). Modood and May (2001) claimed that Rampton was 

pressurized by the Conservative government to leave as the issue of racism raised in the 

provisional report had provoked a substantial controversy. A new chairman, Lord Swann 

was appointed by the government to complete the inquiry. This was published in 1985 

under the informal title “inclusive multiculturalism” and formal title “Education for all”; 

though this report is now recognized as the Swann Report (DES, 1985; Leicester, 1989; 

Massey, 1991; Modood and May, 2001). 

 

The Swann Report (1985) suggested a multicultural education approach catering for 

majority and minority ethnic children within all educational institutions after a six-year 

investigation into racism and scholastic achievement (Aziz, 2012). The Report made several 

recommendations with regard to recognizing the impact of educational and social racism 

and emphasising the significance of education for all students within a multicultural 

institution (Leicester, 1989). The report also covered numerous issues such as paradigms of 

diversity and equal education opportunities, evaluations of discrimination and social racism, 

attainment, elements of linguistic education, religious conviction, and the issue of teacher 

education (Leicester, 1989).  

 

Linguistic education, curricula adequate for all pupils, and issues related to race were the 

three key elements of multicultural education that were negotiated by the report (Leicester, 

1989). The report identified the under-achievement of West Indian (sic) students alongside 

prejudice faced by minority ethnic communities in the form of jobs, accommodation, school 

bullying, racism, and labelling by teachers that negatively influence minority ethnic pupils’ 
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learning skills (ibid.). The Swann report (DES, 1985) recommended that the education of 

minority ethnic students could be enhanced by implementing multicultural education 

policies in education, establishing a curriculum based on multicultural education, 

considering education for all students, and compiling data of the educational achievements 

of minority ethnic pupils (Leicester, 1989; Race, 2015). The report emphasised the 

establishment of multicultural education through pedagogy and also in the curriculum 

(ibid.). Race (2015, p.39) claimed that the Swann report (DES, 1985) was: 

 

“an attempt to apply multicultural ideas to education […] move the problematic focus 

away from migrants, minority children and parents to the education system”. 

 

Race (2015) claimed that for the first time, the Swann report (DES, 1985) as compared to 

previous educational policies, recognised and tried to educate an ethnically diverse 

community. The report emphasised the important contribution of education to develop an 

egalitarian multicultural nation that provides equal opportunities to all cultural groups after 

acknowledging them (Race, 2011, 2015). The Swann report was completed following a 

period of race riots in the UK in the early 1980s. Hence, the report’s emphasis on diverse 

communities being educated together was so important. The report perceived multicultural 

education as empowering all ethnicities to contribute completely in society and enabling 

minority ethnic groups to preserve their own separate identities within schools (Modood 

and May, 2001). However, the recommendation of this report in relation to student 

teachers gaining experience in multicultural schools was mainly overlooked (Lander, 2014).  

 

Another document in 1985 ‘Better Schools’ which was also based on the Swann report (DES, 

1985) suggested that a positive attitude towards cultural diversity among all pupils in Britain 

should be developed by making it a key goal of a multicultural curriculum within particular 

subjects and school ethos (Stubig, 1995; Arora, 2005). However, the recommendations from 

the Swann Committee failed very badly to tackle the fundamental problems in relation to 

bilingualism being viewed as an advantage (Arora, 2005). According to Arora (2005) the 
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Swann Committee proposals were not approved by politicians, writers, and academics as 

they objected to multicultural education instead of appreciating and understanding it. 

Tomlinson (1990) claimed that the 1980s was a conflict period between the DES 

(Department for Education and Science) and LEAS (Local Education Authorities) as well as 

between certain interest groups, policy makers, and government ministers in relation to 

multicultural education. Tomlinson (1990) further claimed that the Conservative party was 

constantly against the multicultural education/Swann report (DES, 1985), and educational 

nationalism according to Race (2015) favoured an education which was supported by 

monocultural beliefs and a fallacy that minorities are completely free to acculturate into  

British lifestyles. Race (2015, p.27) claimed that “Swann’s legacy did not provide the space 

nor incentive for a multicultural curriculum to be produced”. He further claimed that both 

the recognition and celebration of diversity was required during the late 1980s and 1990s 

within education in the period of Swann (DES, 1985) whereas the Conservative government 

generated only a ‘national’ curriculum (Race, 2015) with the introduction of the 3-S’s (saris, 

samosas and steel bands) in education to wrongly exemplify multiculturalism (Troyna, 1985) 

as discussed in section 2.4.3.  

 

2.4.4 Anti-racism 

 

Multicultural education was criticised in the late 1970s-1980s for ignoring issues related to 

racism in educational institutions and for only introducing superficially the 3-S’s namely 

saris, samosas and steel bands (i.e. traditional Indian dress and food and Caribbean music 

using steel pans) which sought to celebrate cultural diversity in the school curriculum 

instead of the full concept of multiculturalism which has a much broader approach, for 

example, students are motivated to comprehend important aspects of different cultures 

and way of life which are reflected in the UK and influence individuals public and private life 

(Troyna, 1985; Selby, 1993; Rowe, 2003; Figueroa, 2004; Race, 2011, 2015). Troyna (1985) 

claimed that introducing only the 3-S’s as multicultural themes within the curriculum did not 

change teachers’ perceptions or racial attitudes towards minority ethnic students. Troyna 

and Williams (1986, p.24) explained that multiculturalism in the form of the 3-S’s was 

progressed as an active method by policymakers and schools as it was expected that the 3-
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S’s would control and resolve the “3 Rs (resistance, rejection and rebellion)” displayed by 

minority ethnic communities in school. However, this approach ignored the racism that was 

prevalent in the UK education system (ibid.). For example, the 3-S’s presented a one-sided 

view of Asian and Caribbean culture which happened on a particular day or time in the 

school year and because where schools introduced such events, they appeared blind to the 

racism that minority ethnic students were experiencing in schools. Troyna (1987) argued 

that rather than multicultural education, anti-racist education needed to be taught in 

schools. He saw a difference between multicultural and anti-racist education, and argued 

that the main focus of multicultural education was on changing individual attitudes whereas 

antiracist education put emphasis on communal change (ibid.). In addition to this, the 

multiculturalists suggested reforms within cultural pluralist terms (i.e. promoting an 

understanding of cultural diversity) after understanding the idea of institutional racism,  

whereas anti-racists suggested reforms within political terms (ibid.). In other words, they 

required the government to implement anti-racist education policies and pass legislation 

which would challenge and undermine racism in school, teaching and the wider society 

(ibid.).  

Anti-racist education policies give more weight to social equality and equal opportunities by 

dealing with racism in education (Race, 2011, 2015). According to Selby (1993) anti-racist 

approaches focused on investigating bias, discriminatory attitudes and behaviours, and 

basic racism as well. Selby (1993, p.70) claimed that “multiculturalists advocate[e] the 

celebration of diversity and anti-racists plac[e] their emphasis on the struggle for equality”. 

Consequently, he viewed multicultural and anti-racist policies as being interconnected 

instead of substitutes as both are fundamental and only one is not adequate by itself (Selby, 

1993). In contrast, Modood and May (2001) claimed that both multicultural and anti-racist 

education were perceived especially by antiracists (see for example – Troyna, 1987) as 

irreconcilable, opposed and conflicting approaches. The Swann Report (DES, 1985) was 

criticized by the supporters of anti-racism (such as Troyna) for regarding multicultural 

education as being the solution to addressing educational inequality and fostering better 

relationships/understandings between majority and minority ethnic groups. Alongside this, 

for ignoring the planning and practice of anti-racist education for multi-ethnic British society 

(Race, 2011, 2015). The anti-racist policy investigates the whole education system that has 
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power over educational institutions and the right to apply curricula whereas anti-racism 

education particularly focuses on race and racism as well as highlights, confronts, and 

transforms the educational system and behaviours which trigger different types of racism 

(ibid.). Thus, recognizing, challenging and transforming the structures and attitudes or 

behaviours which trigger general racism and other types of social tyranny was the mission of 

anti-racist education policy (ibid.). 

 

The Burnage report on the murder of a 13-year-old Bangladeshi student Ahmed Iqbal Ullah 

in 1989 by a 13-year-old White student Darren Coulburn (at Burnage high school which 

practiced a clear anti-racist strategy) focused on anti-racist education (Modood and May, 

2001; Figueroa, 2004; Gillborn, 2004; Tomlinson, 2009). The Burnage report blamed the 

school management’s approach, existing anti-racist policy, relationship among students – 

and between students and teachers, racism and cultural misunderstanding (Modood and 

May, 2001; Figueroa, 2004). The school’s anti-racist policy was defined as dogmatic and 

conflict-ridden in which all White students were perceived as racist whilst issues of student 

class, gender, and age were ignored (Modood and May, 2001; Gillborn, 2004). However, 

anti-racist and multicultural education policies alone could not provide the required 

solutions and remain debated in England (Race, 2011, 2015).  

 

2.4.5 The Education Reform Act 

 

The Education Reform Act (ERA) was introduced in 1988 and transferred some 

responsibilities from LEAs to school governing bodies (Arora, 2005). School governors were 

given the responsibility of school management whereas the curriculum was handed over to 

the government (Arora, 2005). Religious education gave priority to the Christian religion and 

testing of all students were two of the many recommendations of ERA (Leicester, 1989). The 

significant Labour power in the ILEA (Inner London Education Authority) that had performed 

an important part in delivering multicultural and anti-racist education was ended by the ERA 

in 1990 (Figueroa, 2004). However, initially it looked like the ERA was suitable to educating 

minority and majority ethnic pupils (Figueroa, 2004, p.1014): 
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“it requires that the curriculum be balanced and broadly based,” promote the 

“cultural… development of pupils… and of society,” and prepare “pupils for the 

opportunities, responsibilities and experiences of adult life”, in, of course, a 

multicultural society and world”. 

 

In fact, the ERA supported the views of assimilationists instead of multicultural education 

and established more hindrances in the application of policies related to equal opportunities 

by making few recommendations to enhance learning prospects for minority ethnic 

students (Aziz, 2012; Arora, 2005). Indeed, there were no recommendations in relation to 

multicultural and anti-racist education within the Act (ibid.). On the whole, the ERA 

neglected recommendations made by the Swann report (DES, 1985) concerning 

multicultural and anti-racist education (Figueroa, 2004). 

 

2.4.6 The National Curriculum 

 

The National Curriculum was developed in stages in 1988 to provide equity in education to 

all students (Stubig, 1995; Massey, 1991; Maylor and Read, 2007). The National Curriculum 

Council was also established to supervise it (Massey, 1991). The National Curriculum was 

introduced by the 1988 Education Reform Act. It highlighted the importance of education 

within a multicultural society in Britain (Arora, 2005). The National Curriculum specified that 

education must enable students to develop core and moral beliefs, value for religious 

precepts, and patience for different ethnicities, faiths, and lifestyles (Tomlinson, 1990; 

Arora, 2005). It also stated that education must enable students to understand the human 

race, their surrounding environment, and develop mutual reliance of human beings (Arora, 

2005). In 1999, legal guidance on inclusion was introduced within the National Curriculum to 

assist students in recognizing and supporting ethnic, racial and cultural diversity, and 

confronting all types of threatening, persecution, and stereotypical perspectives (Maylor 

and Read, 2007). However, reports commissioned by the government highlighted the 
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requirement to establish an ethos and whole school strategy by schools and local 

authorities, and implement an ethnically inclusive school curriculum by considering a variety 

of cultures as it was evident that not all schools were delivering an ethnically diverse 

curriculum (Maylor and Read, 2007). To address this the government recommended that 

the National Curriculum could be widened to incorporate ethnic diversity and develop 

awareness of diversity amongst students in subjects like English, Mathematics, Modern 

Foreign Languages, Geography, Science, and Citizenship Education (Maylor and Read, 2007). 

These recommendations were underpinned by the Ajegbo Report’s (DfES, 2007) review of 

diversity and citizenship education in the National Curriculum in England. This review came 

about after the 7/7 terrorist attack in London and advocated for changes in teaching and 

learning concerning the need for a greater student understanding of Britain as a multi-

ethnic society (with diverse cultures and longstanding contributions from minority ethnic 

groups), British identities and values (comprising majority and minority ethnic groups) and 

the importance of citizenship education enabling majority and minority ethnic communities 

to co-exist peacefully in society together (Race, 2015). The review in focusing on 

student/community integration not only highlighted the importance of the issues in relation 

to cultural diversity but also pointed out the absence of multicultural content in the English 

National Curriculum and the need for students to have a greater understanding of Britain’s 

cultural diversity and British identities through the curriculum they experience (Race, 2014, 

2015). The Ajegbo report noted (DfES, 2007): 

  

“I believe issues around ‘race’, identity, citizenship and living together in the UK today 

are serious matters […] I believe that schools, through their ethos, through their 

curriculum and through their work with their communities, can make a difference to 

those perceptions […] we passionately believe that it is the duty of all schools to 

address issues of ‘how we live together’ and ‘dealing with difference’”(P.4-5).  

 

Race (2015) argued that the Ajegbo report (DfES, 2007) also underlined some 

recommendations to address concerning issues of cultural diversity such as racism and 

segregation. The Ajegbo report noted: 
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“All schools should have mechanisms in place to ensure that the pupil voice is heard 

and acted upon. Schools should consider the use of forums, school councils, pupil 

questionnaires or other mechanisms for discussions around identity, values and 

belonging”. 

- ‘All schools should be encouraged to audit their curriculum to establish what they 

currently teach that is meaningful for all pupils in relation to diversity and multiple 

identities. The Qualifications and Curriculum Authority (QCA) ‘Respect for All’ is a 

useful audit tool. In the light of this audit, all schools should map provision across 

years and subjects and ensure that coverage is coherent” (DfES, 2007, p.9). 

 

Race (2015) argued that the report’s (DfES, 2007) emphasis on the pupils’ voice on identity 

in the classroom was significant as it highlighted the need for a multicultural curriculum. He 

(2015) further argued that the emphasis of this report on curriculum reformation in terms of 

having an important effect for students from all ethnic backgrounds again underlined the 

idea of encouraging understandings of cultural diversity or multiculturalism. Race (2015) 

claimed that the Ajegbo report (DfES, 2007) undoubtedly proposed the plan for a reformed 

citizenship education that incorporated a revised version of multiculturalism and diversity. 

At the same time, the report’s focus on multiculturalism and recognising cultural diversity 

was crucial to English schools offering a more inclusive and diverse curriculum (ibid.).  

 

Arguably, this contributed to diversity in the curriculum becoming an important segment of 

citizenship lessons (see citizenship education below) for indigenous and minority ethnic 

students in Britain (Uberoi and Modood, 2013) and school/teacher flexibility in delivery of 

the National Curriculum being emphasised more: 

 

“Every state-funded school must offer a curriculum which […] promotes the spiritual, 

moral, cultural, mental and physical development of pupils at the school and of 
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society. […] Schools are also free to include other subjects or topics of their choice in 

planning and designing their own programme of education” (DfE, 2014b, p.4). 

 

Nonetheless, Race (2014) contends that the National Curriculum is naturally integrationist 

instead of multiculturalist as the policy discussions have tended to favour the concept of the 

dominant British identities (i.e. White) as underpinning the curricula instead of reflecting 

both majority and minority ethnic identities.  

 

 

2.4.7 The MacPherson/The Cantle Reports 

 

Multicultural education in English schools have also been influenced by the Macpherson 

(1999) and Cantle (2001) reports. The Macpherson report on the murder of Stephen 

Lawrence (a Black teenager) by White youngsters in Eltham, South London in 1999 led to 

renewed consideration of the need for anti-racist education in schools (Race, 2011, 2014, 

2015). The report identified the official recognition of the term ‘institutional racism’ in the 

UK (ibid.), and suggested education challenge racism by supporting a positive development 

of cultural pluralism in schools. Race (2011, 2015) contends that the report’s most 

important recommendation in relation to education was: 

 

“67. That consideration be given to amendment of the National Curriculum aimed at 

valuing cultural diversity and preventing racism, in order better to reflect the needs 

of a diverse society” (Home Office, 1999, p.382).  

 

This recommendation of the report recognized the importance of both multicultural and 

anti-racist education by putting emphasis on the worth of cultural diversity and prevention 

of racism altogether (Race, 2011, 2015). The report claimed that both the school authorities 

and LEAs will be accountable to implement anti-racist education policy and the investigation 
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of this matter will be the accountability of the education Inspectorate (ibid.). The report also 

underlined the importance of education and transformation of the curriculum to stop 

racism and to indicate the importance of developing cultural diversity (ibid.).  However, the 

Macpherson report was also criticized for only promoting the development of anti-racist 

education and institutionalizing inadequate consideration of discrimination and reducing 

prejudice (ibid.). 

 

In 2001, The Home Office Cantle Report on Community Cohesion also recognized the 

importance of multiculturalism in teaching and schools’ ethos and activities as well (Cantle, 

2001). As recommended by this report: 

 

“There is also a need to ensure that the teaching and ethos of each school reflects 

different cultures within the school and in the wider community. Further, a respect 

for different faiths and cultures throughout the day to day activities of the school also 

essential. But, everyone should share and value the historical achievements of all 

nations and cultures that now make up the United Kingdom” (The Home Office 

Cantle Report on Community Cohesion, 2001, p.35). 

 

2.4.8 Race Relations Amendment (2002) Act – Equality Act (HO: 2010) 

 

The Race Relations Amendment (2002) Act (RRAA) was a noteworthy development in the 

making of anti-discrimination laws in the UK by providing a significant structure for 

supporting racial equality in schools and other social powers (Arora, 2005). Teachers were 

made responsible for advancing racial equality (ibid.). A legal responsibility for abolishing 

illegal discrimination and providing equal opportunities with respect to race-relations was 

placed on schools’ LEAs by the RRAA (ibid.). The RRAA identified the need for schools to 

apply a comprehensive race equality policy for the first time in many years (ibid.). The RRAA 

recommended that the Commission for Racial Equality (CRE) should function with Ofsted 

(the schools’ inspectorate) to scrutinise racial equality in schools (ibid.). 
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2.4.9 Citizenship education from 2002 
 

Citizenship education was introduced in England in 2002 for both secondary and primary 

schools to integrate this education into the present personal, social, and health education 

syllabus (Figueroa, 2004). It was not officially incorporated in the curriculum in England 

(DfES., 2007). It was recommended as a cross-curricular topic by the National Curriculum 

Council (ibid.). However, from September 2002, it turned into a legislative module of the 

National Curriculum (Maylor and Read, 2007). It was allied with PSHE (personal, social and 

health education) in key stages one and two and as a compulsory subject in key stages three 

and four (Maylor and Read, 2007). The main recommendations for citizenship education 

were towards building understanding and having knowledge in the area of: diversity and 

respecting each other; rights and duties; vigorous democratic system; settling controversy 

impartially; and international kinship (Figueroa, 2004). The skills of investigation, interaction 

and sensible actions were also recommended by citizenship education (ibid.).  Although, 

citizenship education barely touched upon anti-racism it provided potential for multicultural 

antiracist education (ibid.) as within a democratic state, citizens put emphasis on the 

improvement of the whole nation rather than the entitlements of a specific race, culture, 

and society. Modood (2013) states that citizenship comprises: an agenda of human rights 

and exercises of involvement; dialogues and signs of belonging; process of envisaging and 

reforming people as a nation; representing people’s understanding of shared aims and 

divergences; and methods of creating inclusive communal freedom through multiple 

identities.  In a democratic state: 

 

“A citizen is a person who works against injustice not for individual recognition or 

personal advantage, but for the benefit of all people. In realizing this task – 

shattering privileges, ensuring information and competence, acting in favour of all – 

each person becomes a citizen” (Banks, 2008, p.22). 

 

The Ajegbo report (DfES, 2007) noted that although the connection between diversity and 

citizenship is evident, still the variety of cultures and ethnicities should be understood and 
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celebrated within the UK. The report (ibid) also focused on the requirement to recognize 

“what brings us together as active citizens and agents of change” (p.21). Ajegbo et al. (DfES, 

2007) stated that the notion of citizenship is incomplete without crucial knowledge of 

diversity. Thus, the Ajegbo report (DfES, 2007, p.96) recommended that “there should be a 

new strand of the Citizenship curriculum entitled, ‘Identity and diversity: Living Together in 

the UK”. 

 

A small-scale study conducted by Maylor and Read (2007) revealed that citizenship 

education is taught in mostly schools through PSHE rather than as a separate subject. They 

further revealed that it has little contribution in primary schools due to citizenship 

education being non-statutory whereas secondary schools have given precedence to 

citizenship education due to Ofsted and other internal inspections; though it was introduced 

as a less important subject as compared to other curriculum subjects. They (ibid.) also 

disclosed that primary schools may allocate only 20 or 30 minutes to this subject whereas in 

five out of six secondary schools, it was given one hour in a week. Apart from this, their 

study (ibid.) disclosed that citizenship education is also covered through school assemblies. 

 

Bearing in mind the development of multicultural education in the UK context, it can be 

concluded that multicultural education in Great Britain has proved controversial among 

educationists, politicians, and policy makers, which will be discussed below.  

 

2.5 Criticism of multiculturalism and current context 

 

The UK is a multi-ethnic country and multicultural education is needed in multi-ethnic 

countries (Farrell, 1990; Phoon et al., 2013). In the UK, an understanding of multicultural 

education is offered through subjects such as religious education, English, history, social 

sciences, citizenship education, art, and music (Rowe, 2003). Students are educated and 

trained that multiculturalism means respecting and interacting with each other’s cultures by 

establishing happy relationships, enabling students to feel inclusive and discouraging 
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stereotyped views (ibid.). However, multicultural education in the UK has proved 

controversial among educationists, politicians, policy makers and researchers. Banks (2008, 

2019) highlighted that the critics (e.g. Schlesinger 1991; Gray, 1991; Glazer, 1997, who 

Banks himself has cited) of his model identified certain general myths in his model such as 

multicultural education being only specific for minority ethnic communities instead of all 

communities. According to Banks (2008, 2019), this myth is strongly prevalent among school 

governors, teachers, and society as mostly teachers who work in White majority schools 

simply claim that they do not have any agenda in relation to multicultural education due to 

having few numbers of minority ethnic students in school (ibid.). Hence, it becomes difficult 

to implement multicultural education within state education amendments as this is not 

considered for all (ibid.). Nevertheless, following Banks (2008, 2019), multicultural 

education as a reform movement is considered essential in transforming all educational 

structures for the benefit of all pupils in which they can develop a better understanding, 

learning opportunities, education, abilities and way of thinking to perform thoroughly within 

a multicultural country and society (Parekh, 1986; Arora, 2005; Banks, 2008; Race, 2011, 

2015, 2018). 

 

The second prevalent myth is to consider multicultural education as a threat towards 

western culture and society whereas in reality, multicultural education is a western concept 

that was introduced by western writers and based on the principles of western democracy 

i.e. liberty, fairness, parity, and social justice (Banks, 1989b, 2008, 2019). Alongside this, to 

give the awareness of racism, prejudice, and cultural diversity to students is also the 

responsibility of western countries according to the beliefs of multicultural philosophers as 

they think western countries are multi-ethnic (ibid.). Apart from this, the knowledge in 

relation to western civilization and the books written by western writers are still dominant 

and have priority in the curriculum of western educational institutes and this fact is the 

refutation of the above-mentioned claims (ibid.). A number of critics (e.g. as highlighted 

earlier) argue that multicultural education is harmful to the unity of western society and will 

split it up, whilst arguing at the same time, that western society is already split culturally, 

socially, religiously, financially and by gender (Banks, 2008). The aim of multicultural 
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education in contrast is to unite what some consider a completely split civilization instead of 

splitting a much-unified civilization (ibid.). 

Added to the above there has been criticism of multiculturalism by the former Chair of the 

Equality and Human Rights Commission Trevor Phillips (Brice, 2007, p.18) who claimed in his 

speech called “After 7/7: Sleepwalking to Segregation” that Britain is “sleepwalking to 

segregation” and Britons are “becoming strangers to each other and leaving communities to 

be marooned outside the mainstream” (The Guardian, 2005, Online) due to outdated 

multiculturalism as it  "suggests separateness and should be replaced with policies which 

promote integration and assert a core of Britishness" (BBC, 2011, Online). Similarly, Gordon 

Brown (Brown, 2007, Online) claimed that multiculturalism “over-emphasised separateness 

at the cost of unity [and] became an excuse for justifying separateness”. Criticism of 

multiculturalism by the previous government led to a desire for the concept of 

multiculturalism to be replaced with a more assimilationist concept (BBC, 2011). The former 

British Prime Minister David Cameron claimed at a security conference speech in Munich in 

2011 that state multiculturalism has failed, providing other proof and criticism of 

multiculturalism (BBC, 2011; HM Government, 2011a). He claimed that multiculturalism 

highlighted distinctness among people and encouraged them to live separately and 

encouraged terrorism by radicalising Muslims (i.e. British Pakistanis as most Muslims in 

Britain are British Pakistanis; Muslim Council of Britain, 2015) youngsters and undermining 

government endeavours to build a concept of Britishness (ibid.). He recommended that the 

state should tackle Islamic extremists who misunderstand British values which are amongst 

others democracy, integration, and equality (ibid.). It is worth noting here that the debate in 

Europe over the failure of multiculturalism by David Cameron, Nicolas Sarkozy and Angela 

Merkel has been addressed by Banks (Race, 2018). The former Deputy Prime Minister of the 

UK, Nick Clegg in response to Cameron’s claims argued (Aziz, 2012, p.71): 

 

“For me, multiculturalism has to be seen as a process by which people respect and 

communicate with each other, rather than build walls between each other. 

Welcoming diversity but resisting division: that’s the kind of multiculturalism of an 

open, confident society. And the cultures in a multicultural society are not just ethnic 



88 
 

or religious. Cultural disagreements are much more complex than much of the debate 

implies. If you will forgive the phrase, they are not quite so black and white”. 

David Cameron and his Deputy both focused on well-developed liberalism; however, 

Cameron’s criticism assaulted the notion of multiculturalism whereas his Deputy’s views 

focused on the establishment of it (Aziz, 2012). In favour of David Cameron’s views, Lord 

Tebbit (2011) a British politician stated that multiculturalism could not be suitable for any 

society including British society as society is introduced by its culture instead of its ethnic 

roots. The demand for Britishness or equal society by rejecting multiculturalism does not 

mean the elimination of other cultures; though it means following the same laws, rules, 

customs, and practices that lead to one single society for all citizens (Tebbit, 2011). There 

were numerous assumptions that the existence of different ethnic, racial, and cultural 

communities and immigrants had cracked the cohesiveness of British society (Tomlinson, 

2009). Correspondingly, the chair of the 'Life in the UK' report professor Sir Bernard Crick 

responding to claims about Britishness and multiculturalism, stating that: 

 

"I see no incompatibility between multiculturalism and Britishness. Britishness must 

be part of multiculturalism. To be British means that we respect the laws, the 

parliamentary and democratic political structures, traditional values of mutual 

tolerance, respect for equal rights...But Britishness does not mean a single culture” 

(John, 2004; p.1). 

 

In support of multiculturalism, the chief executive of the 1990 Trust Karen Chouhan stated 

that “Multiculturalism is not dead, in fact it has been reasserted by government policy in the 

form of 'valuing diversity” (John, 2004, p.2). In defence of multiculturalism, Modood (2005, 

p.62) argued that “multiculturalism is not a politics of separatism; on the contrary, it is a 

politics of diversity and pluralism”. In addition, the former director of The Runnymede Trust 

Rob Berkeley at the time stated that “support for multiculturalism does not mean support 

for segregation or a rejection of shared values” (Left Foot Forward, 2011, Online). Baroness 

Meral Hussein-Ece (2011) a Commissioner for the Equality and Human Rights Commission 
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argued that David Cameron’s speech blamed British Pakistanis for not adopting British 

values without any valid evidence as a great number of British Pakistanis in the UK promote 

and adopt equality, democracy, and British legislation by integrating well. Further she stated 

that there is actually a need to know about those factors which make British Pakistani 

youngsters more susceptible to becoming extremists as the 7/7 attackers were 

sophisticated and well-integrated into western culture or British values (ibid.). Modood 

(2013) claimed that the government’s criticism over multiculturalism and Muslims for the 

issues (mentioned above) and their actions in the Trojan Horse affair (mentioned earlier) 

shows its political extremism towards Muslims that can lead them to do little to overcome 

internal terrorism by losing their strong support. 

 

Notwithstanding, multicultural education policies are more or less practiced in schools in 

the UK in the form of whole school policies, inclusive education, behaviour and discipline 

policies, diversity and citizenship in the curriculum, equality and diversity, and equality acts 

to promote multiculturalism (DfE, 2014a, 2016; INSTED, 2015; Public Health England, 2015; 

Home Office, 2010; Government Equalities Office and Equality and Human Rights 

Commission, 2015; CSIE, 2018b).  

 

2.5.1 The current research 

 

This literature review suggests that perceptions of a person’s culture can have both a 

positive and a negative impact on their daily and societal experiences.  For example, after 

the 9/11 and 7/7 bombing attacks in the USA and England respectively Muslims have been 

considered potential terrorists (Mythen et al., 2009). These events have changed British 

society’s attitudes or behaviours towards all Muslims in that terrorist attacks have led to a 

backlash against Muslims and also shaped the attitudes and behaviours not only of Muslims 

but also of indigenous Britons towards them e.g. White British people might perceive 

Muslims as dangerous and Muslims might perceive White British people as prejudiced 

(Winkler, 2005; Elsayed and Grip, 2015). Religious precepts such as wearing the hijab (head 

and body covering worn by Muslim women) and jihad (struggle in the way of Allah) are 
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elements of Pakistani culture that are also considered as symbols of terrorism or extremism, 

unwillingness to integrate into British society and oppression by some ethnic groups (Itulua-

Abumere, 2013). 

 

There are aspects of British culture which are considered problematic in other ways. For 

example, shaking hands with 'Na-Mahram’ (i.e. a man/woman who is not her husband/wife 

or male/female relative) is considered immoral in Pakistani culture whereas it is considered 

normal in the British culture and this can lead to difficulties when people from different 

cultures interact. Similarly, Muslims eat Halal meat (permitted meat by Islamic law) and 

avoid pork whereas White British people except Jews, vegetarians, vegans, and some other 

religious groups eat pork (Itulua-Abumere, 2013). These examples can indicate the possible 

impact of culture on human actions, attitudes and behaviours. Therefore, culture is an 

important element for the current research to focus on and to ascertain the importance BPS 

give to Muslim culture and the impact of the dominant societal culture and other students’ 

culture on BPS school experiences. 

 

Criticism of multicultural education today highlights that multiculturalism by Banks (2008, 

2019) has not been completely adopted in schools (Race 2011, 2015, 2018). The review of: 

- Multicultural education 

- Given the government’s perspective on multiculturalism and Muslims as terrorists 

- Government calls for Muslims to be integrated into British society 

- For teachers not to undermine British values in schools (DfE, 2011)  

It can be concluded that a good understanding of the existence and practices of 

multiculturalism/multicultural education in schools in the UK to know more about BPS 

experiences is necessary. Thus, there is a need to explore in this study what elements have 

been used and the ways in which they support (or not) British Pakistani students to have 

positive school experiences. Also, the nature of the implementation of multicultural 

education policies in multi-ethnic schools still needs to be studied. Thus, the current 

research seeks to better understand multicultural education policies in English schools. 
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Alongside this, how they inform teachers’ approaches and attitudes to educate BPS. In 

addition, how such policies are experienced by BPS and inform their interactions with other 

communities in multi-ethnic secondary schools in England.  
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Chapter 3: Methodology 
 

3.1 Organization of the chapter 
 

This chapter involves the introduction of the philosophical viewpoint guiding this study. This 

chapter discusses the adopted research paradigm, approach, methods, sampling, data 

analysis and trustworthiness, and the ethical considerations that underpin this research. The 

chapter is organized in eight sections. The first section presents the organisation of the 

chapter. The second section discusses research paradigms and identifies and justifies the 

selection of the interpretivist paradigm. The third section focuses on research approach (e.g. 

case study design). The fourth section presents the justification of selected research 

instruments. The fifth section describes key ethical issues. The sixth section provides 

information on the piloting of research instruments and highlights the challenges which 

impacted broadly on the methodology of this study. A concise description of the study’s 

sampling and data collection process is positioned in the seventh section. Finally, the last 

section covers data analysis and its process with trustworthiness of qualitative data. 

 

3.2 Research paradigm 

 

Banks’ multiculturalism (2008, 2019) highlights different groups, and the different social 

realities they engage with, which link well to an interpretivist paradigm. This has 

implications for the research paradigm that was must be adopted for the current research, 

as it is congruent with this perspective. Thus, an interpretivist paradigm was adopted for 

this research study. 

 

A paradigm is a joint viewpoint held by a group of researchers that is built on a collection of 

mutual assumptions, perceptions, ethics, and practices (Johnson and Christensen, 2008). 

Paradigms inform us about ontology, epistemology and methodology which are three key 

dimensions (Punch, 2009, p.16) as described below: 
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“What reality is like (ontology), what the relationship is between the researcher and 

that reality (epistemology), and what methods can be used for studying the reality 

(methodology)”. 

 

3.2.1 Interpretivism  

 

“Interpretivism [is] a philosophical perspective that argues, first, that social phenomena 

need to be examined as a whole and, second, that there is not one single reality but rather 

multiple realities” (Howson, 2017, p.7). The ontological position of interpretivism is that 

there are subjective and multiple realities that are value-laden (influenced by the 

researcher’s opinions – the axiological position of interpretivism) as researcher’s thoughts 

have impacts on the research process in this paradigm (Fraser, 2014; Sale et al., 2002). 

Interpretivist ontology is rooted in constructivism (Arghode, 2012) that believes reality is 

subjective and constructed with meanings by human mind (Arthur et al., 2012). Thus, the 

ontological position of the researcher is constructivism to explore multiple realities in 

relation to the experiences of BPS and staff in multi-ethnic secondary schools in England 

(Gray, 2004; Arthur et al., 2012). Thus, as an interpretivist researcher, the researcher is 

interested in tapping individual constructions of reality, hence used methods in line with 

this are interviews and document analysis as interpretivist methodology focuses on 

qualitative research methods (Arghode, 2012). 

 

As an interpretivist, the researcher believed that reality was not existed prior to any inquiry 

and was constructed by her and the subjects (participants) mutually within this study; thus, 

it was changing all the time through social interaction (Sale et al., 2002; Arghode, 2012). This 

paradigm is based upon the perception that there should be an approach that not only 

values variations among people and ideas/elements of the natural sciences but also applied 

to understand the subjective meaning/interpretation of a human behaviour or action 

(Bryman, 2012). 
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The researcher plays a very active role within the interpretation process as his/her own 

interpretation of meaning can influence subjects’ (respondents) responses (McCusker and 

Gunaydin, 2015; Taylor and Medina, 2013; Golafshani, 2003). The position of researchers in 

interpretivism paradigm cannot be unbiased (Carcary, 2009). Hence, the researcher’s 

engagement in this research process as a researcher and as a Pakistani Muslim was 

subjective. This subjective position and ethnicity of the researcher influenced her face to 

face interaction with participants and the whole research process (see section 3.8.2 in this 

chapter for details). 

 

Interpretivism is not necessarily theory focused or theory driven; though theory can follow a 

study (Cohen et al., 2011) e.g. Bank’s theory of multiculturalism and model of multicultural 

education was explored within interpretivist research through different individual’s 

interpretations. There is no one universal theory but it builds on different interpretations 

towards different situations (ibid.). However, it is not uncommon for particular models to be 

used as a framework for selecting pre-identified themes: in this research, Banks’ (2008, 

2019) models (discussed in the literature review chapter) of multicultural education 

provided a framework for identifying areas of practice in relation to supporting learners 

from a range of different ethnic backgrounds to feel culturally included in schools. 

 

Qualitative data deals with the distinctiveness of a specific context by giving contextual 

depth e.g. researcher dealt with the uniqueness of individual cases (i.e. one particular 

school) and situation to understand it by interviewing both students and teachers (Howe, 

1988; Sale et al., 2002; Kelliher, 2005; Goldkuhl, 2012; Arghode, 2012; Punch, 2014; 

Chowdhury, 2014). Interpretivism tries to capture the real world at a particular moment in 

time to see what is happening in the real world or in a particular situation e.g. in the current 

study the researcher comprehended BPS experiences and teachers views in relation to 

multiculturalism and multicultural education policy in a particular school setting and 

captured their views at a particular time (e.g. in 2016 and 2017) (Kelliher, 2005). In addition 
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to this, it was recognised that participants’ perceptions were likely to have been coloured by 

global issues e.g. terrorism, as data collection occurred relatively soon after some terrorist 

activities in the UK and Europe particularly in 2016 and 2017, and students’ views may have 

been affected because the terrorist attacks were headlined in the media for days after these 

attacks. See table 3.1 for details. 

Table 3.1: Data collection during the terrorist activities in the UK and Europe  

Time Terrorist Incident Data Collection 

2015   

January 2015 Paris Attack  

November 2015 Paris Attack   

2016   

March 2016 Brussels (Belgium) Attack   

December 2016  Berlin Attack   

July 2016 France and Germany Attack   

June 2016  Pilot Data Collection from school C 

2017   

February 2017 Paris Attack   

March 2017 Westminster Attack Main Study Data Collection from school A  

April 2017 Stockholm (Sweden) and Paris 
Attack  

 

May 2017 Manchester Attack  

June 2017 London Attack  

July 2017  Main Study Data Collection from School B 

Source: Foster (2018, Online); Casciani, (2018, Online). 

3.3 Research approach 
 

This study employed a case study approach where each school was a single case of the BPS 

and teachers population as a whole and the focus in every case was generally the 

experiences of BPS and teachers as all data collection centred on exploring both staff and 

students’ experiences (Thomas, 2011, 2017) in relation to cultural identity, Islam, the media 

and Prevent and multiculturalism within a multi-ethnic school. Denscombe (2007, p.3) 

noted, “Approaches are selected because they are appropriate for specific types of 

investigation” and the current research focused on both BPS and staff experiences in 

relation to multiculturalism, which can best be explored in specific settings. A case study is 

one of various research approaches for conducting social science research (Yin, 2009). 

Generally, it is a recommended approach to give the answers of ‘how’ and ‘why’ questions 

when the researcher has not much command over incidents as well as when the emphasis is 
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on a real-life setting (e.g. school) to be investigated in detail (Thomas, 2011; Yin, 2014, 

2018). There are generally two case study designs i.e. holistic and embedded that can be 

further divided into single and multiple case designs (e.g. holistic single case study/holistic 

multiple case study and embedded single case study/embedded multiple case study – Yin, 

2014, 2018). Figure 3.1 depicts the possible designs of case studies. 

  

Figure 3.1: Case study designs 

Source: Yin (2018, p.48). 

A single case design involves one context or one case whereas multiple case designs 

incorporates more than one case and the researcher explored both BPS and staff 

experiences in more than one multi-ethnic secondary school in this research (Yin, 2014, 

2018). The current research applied holistic multiple-case designs to study more than one 

case of phenomenon (Yin, 2018). As described by Yin (2014, p.18) “case studies can cover 

multiple cases and then draw a single set of “cross-case” conclusion”. The holistic multiple 

case design involves the analysis of holistic single unit within multiple-case designs through 

different research instruments for that single unit e.g. the researcher analysed holistic single 

unit (i.e. relevant parts of a multi-ethnic school e.g. BPS, teachers and polices relevant to 
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that school) of analysis within three very different contexts (i.e. school settings) (Yin, 2014, 

2018). 

There are three types of case studies which are identified by Yin (2009, 2018) i.e. 

exploratory, descriptive, and explanatory. Exploratory case study is believed useful to 

explore a distinct phenomenon (ibid.). Hence, it was expected that exploratory multiple-

case design was appropriate to explore “what and how” questions (Yin, 2018) such as the 

extent in which Banks’ (2008, 2019) model of multicultural education is practiced in the case 

study schools to facilitate BPS culturally and how it fits well within the UK National 

curriculum and school policy context. Thus, the current research used exploratory multiple-

case designs to research and explore questions of the current research (ibid.) and this design 

uncovered the issues (Yin, 2018) in relation to BPS eating halal food at lunchtime, wearing 

the hijab, and fasting during Ramadan or issues related to BPS being Muslim and the 

Prevent Agenda (HM Government, 2011b). Figure 3.2 shows the process of multiple-case 

designs.  

 

 

Figure 3.2: Process of case study  

Source: Researcher’s planning 

 

Multiple case studies permitted the researcher to keep the complete and significant 

features of real-life incidents e.g. the behaviour and life experiences of particular groups 

(e.g. British Pakistani students), administrative procedures (e.g. implementation of 

multicultural education policy in school), and school functions (e.g. role of teachers in 

Case 
study 

Case 1

(school 1)

Experiences of BPS

Teachers' perceptions  

Policy Document 

Case 2

(school 2)

Experiences of BPS 
Teachers' perceptions  

Policy Document 

Case 3

(school 3)

Experiences of BPS 

Teachers' perceptions  

Policy Document 
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relation to implement multicultural education – Yin, 2014, 2018; Andrade, 2009; Cohen et 

al., 2007). Multiple case studies examined the complicated dynamic connections of 

incidents or complexities of a particular setting with a deep understanding (Cohen et al., 

2007; Denscombe, 2007, 2014). In this research study, the case study explored a range of 

perspectives and experiences in specific types of three different multi-ethnic schools in 

England. A school is a unit in a country for education which the researcher explored to 

identify what exactly is happening in multi-ethnic schools to provide the feelings of 

inclusiveness to culturally diverse students by introducing multiculturalism and practicing 

multicultural education policies. The researcher explored the real context of schools 

considering the different demographics of schools and differences in school ethos, policies 

and perspectives particularly to understand how Banks’ (2008, 2019) model of multicultural 

education support BPS culturally in very different settings. How these settings different in 

nature deal with the Prevent related issues and safeguard students from being drawn into 

terrorism and shielded from the negative impact of the media. An analysis of BPS 

experiences and the influence of the cultural environment on these students further 

justified this study as a case study (Thomas, 2011). 

 

As recommended by Robson (2011) multiple case studies in this study were conducted in a 

specific location type (e.g. multi-ethnic schools in different areas) with specific individuals 

(e.g. BPS and teachers) at specific times (e.g. in 2016 and 2017). The aptitude to deal with a 

complete diversity of evidence i.e. interview, survey, observations, questionnaires, records, 

and so on, is an exceptional characteristic of the case study (Yin, 2009). Yin (2009) claims 

that case study gathers and analyses not only qualitative data but also quantitative data or a 

blend of both. However, in the current research the multiple case studies involved collecting 

and examining only qualitative data gathered from different sources (ibid.). It permits the 

researcher to apply different resources (e.g. interview, document analysis and fieldnotes) of 

collecting data to address the research questions (Denscombe, 2007). Fieldnotes (Yin, 2014; 

Phillippi, and Lauderdale, 2017) are essential attributes of case study design and broadly 

suggested for rigorous qualitative research. They are applied to capture important 

information from case study contexts to enrich data and provide a strong background for 

investigation alongside a detailed description of the research setting in collaboration with 
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other types of qualitative data such as interview data. They are useful to present non-

recorded information regarding interview data to understand respondents’ connotation 

(ibid.). Evidently, this research was required to collect qualitative data, thus two most 

reliable resources of multiple case studies i.e.  interview, and document analysis were 

adopted to conduct this research as according to Yin (2014), the application of different 

research sources of data (i.e. data triangulation) was the main strong point of case study 

data collection. Although some fieldnotes were produced, they were not analysed (see 

section 3.7.1 for details). 

 

Yin (2018) has identified some limitations of case study as well such as not enough rigour 

and producing biased interpretations, failure to generalise, and time/effort consuming being 

very lengthy. The main disadvantage of using case study in this research was that case study 

being specific allowed the researcher to understand only three particular schools and 

therefore could not be generalised from these schools to other schools. Alongside this, the 

pilot school being a single sex school was surely ungeneralizable with other single sex 

schools in that particular area e.g. the researcher cannot say that the experiences of these 

girls would be the similar to the experiences of other BP girls in other secondary schools 

because these experiences were unique and cannot be the same due to the different 

contexts and influences that they might have. Thus, this was also a limitation of this 

research study. 

 

3.3.1 Triangulation 

 

The integration of two or more sources of data, theories, methods or inquiry in one research 

of a particular situation to understand it fully and also make it stronger is called 

triangulation (Sale et al., 2002; Golafshani, 2003; Cohen et al., 2007; Yeasmin and Rahman, 

2012). It is a way of verification that supports trustworthiness by combining numerous 

perspectives e.g. applying different approaches or data, incorporating together quantitative 

and qualitative data (ibid.). Thus, the application of triangulation in a study provides the 

credibility of findings and trustworthy data, exposing contradictions, and synthesizing 



100 
 

theories (Johnson et al., 2007) and the aim of triangulation within the current research was 

to raise the trustworthiness of findings (Yeasmin and Rahman, 2012). 

 

Bryman (2006) claimed that triangulation can produce either convergence or divergence. 

For instance, when the researcher would collect data from different sources e.g. students’ 

interviews, teachers’ interviews and school policy documents. Then, data collected from 

students may reveal during data analysis that culture is the reason behind students’ positive 

or negative attitudes. Interview data may also indicate that students express positive or 

negative attitudes due to their cultural background. Thus, convergence is that all data meets 

on one point ‘impacts of culture’ that leads to corroboration that culture has both positive 

and negative impacts on students’ attitudes and this corroboration being a fact is 

correspondence or results that acquired from different sources (in other words, the process 

of triangulation). Another example of this process is looking for convergence and divergence 

between participants’ perspectives and school policies to see the difference between policy 

and practice during the process of triangulation as triangulation allows the researcher to 

contrast policy and practice. For example, exploring through the process of triangulation 

that do policies which say that staff are trained in relation to the Prevent match practice? 

 

There are four different types of triangulation i.e. data triangulation (having more than one 

source in a research), methodological triangulation (having more than one research 

approach in a study to investigate its phenomena), theory triangulation (having numerous 

theories in a research to understand its findings), and multiple researchers triangulation 

(having more than one researcher in a study – Johnson et al., 2007). In the current research, 

data triangulation was applied as the data was triangulated to achieve the trustworthiness 

of research outcomes through three research sources of data i.e. BPS and staff perspectives 

and school policy documents (Yin, 2014). Figure 3.3 shows the process of triangulation 

applied within the current research. 
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Figure 3.3: Process of data/sources triangulation 

Source: Researcher’s planning 

The researcher aimed to get a good understanding of British Pakistani students’ experiences 

and she explored these students’ feelings, cultural inclusiveness of school environment, and 

multicultural education policies by applying two different instruments of data collection i.e.  

interview, and document analysis. The instruments were used in a triangulation process to 

achieve the triangulation of sources and data (e.g. participants and instruments) not only to 

ensure that the collected data might give a clear description but also to produce trustworthy 

findings (Cohen et al., 2007). In the triangulation of data, interview data was triangulated 

with school policy documents. Similarly, students’ qualitative views were triangulated with 

teachers’ qualitative views in the triangulation of sources. A concurrent triangulation 

strategy was used by the researcher for cross-checking data (Creswell, 2003) as concurrent 

triangulation design seeks for convergence and divergence as discussed earlier (Robson, 

2011). This design provided the opportunity for the researcher to collect all data in a shorter 

period of time as compared to sequential designs that need follow-up based on initial 

findings, and ensure the comparability of data collected across the different schools. A 

concurrent triangulation design involves applying a number of methods concurrently and 

independently to collect all data together to seek for convergence and divergence (Robson, 

2011; Creswell and Clark, 2011).  
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3.4 Research Instruments 
 

Case studies are flexible enough to allow researchers to use a wide range of instruments. All 

instruments have both advantages and disadvantages and the researcher intends to balance 

the disadvantages of one instrument with the advantages of other instrument, therefore 

two research instruments were selected with which to collect data i.e.  semi-structured 

interviews, and document analysis. The semi-structured interviews were suitable for this 

particular study to get a deeper or more detailed understanding of teachers’ perceptions 

and BPS experiences from different perspectives. Although potentially useful, on reflection, 

the researcher decided against the use of observation and focus groups for this particular 

study as she believed that feelings might be complicated to observe as experiences (feelings 

or attitudes) cannot easily be directly observed. The researcher believed that emotional 

reactions, thoughts, and lived experiences cannot be directly observed. Similarly, a focus 

group might not be appropriate to discuss potentially sensitive issues in front of a group 

(e.g. any instances of not feeling included or experiencing racism). It might be less likely to 

produce a detailed view. Thus, the researcher decided to apply one to one interview with 

year 9 BPS students and subject teachers to explore potentially sensitive issues in relation to 

terrorism and the Prevent Agenda (HM Government, 2011b) or Prevent Duty (DfE, 2015b) as 

advocated by Cohen et al. (2011) that a one to one interview with young people specifically 

to explore potentially sensitive issues are appreciated.  

 

3.4.1 Interview 

 

An interview is a rational research method to get information in numerous circumstances 

(Gray, 2004). For instance, to investigate BPS experiences in an exploratory piece of 

research, interview was an excellent method as Arksey and Knight (1999, p.32) remark: 

“Interviewing is a powerful way of helping people to make explicit things that have hitherto 

been implicit – to articulate their tacit perceptions, feelings and understandings”. For this 

study, interviews being adjustable to the complexity of topic definitely provided an 

authentic process of in-depth exploration for gaining perceptions about BPS and teachers’ 
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opinions, behaviours, attitudes, feelings, and BPS experiences (Denscombe, 2007). 

According to Cohen et al. (2007, p.349): 

 

“Interviews enable participants – be they interviewers or interviewees – to discuss 

their interpretations of the world in which they live, and to express how they regard 

situations from their own point of view”. 

 

Cohen et al. (2007) claimed that interviews have three aims. First, it could be applied to 

gather some data on others’ knowledge, ethics, predilections, and manners. Second, it could 

be applied for experimenting or suggesting theories. Third, it could be applied as an 

additional research instrument with other research tools to collect data (ibid.). However, in 

this research interviews were used as a main tool to investigate students’ experiences, 

multiculturalism, multicultural education policy, and perceptions about an inclusive cultural 

environment in multi-ethnic schools through interviewing students and teachers. 

 

BPS and teachers clearly expressed their inclinations and demonstrated occasions in 

interviews along with, the researcher who elucidated her questions directly as well as an in-

depth response from BPS and teachers were achieved as advised by Gray (2004). In-depth 

information was gathered through interview by investigating BPS and teachers’ perceptions 

in relation to BPS feelings and multicultural education policy alongside by discussing issues 

such as multiculturalism, and following research questions (Denscombe, 2007). It was an 

inexpensive technique as the researcher used ordinary equipment such as recorders (ibid.). 

Alongside this, it was a trustworthy instrument as the researcher inspected information 

given at transcriptions immediately for correction and relevance when required (ibid.). Data 

was attained successfully as compared to observation and focus groups by applying this tool 

e.g. BPS and teachers seemed relax by sharing their thoughts without any interruption from 

anybody (ibid.). 
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A semi-structured interview schedule was selected for this research study to collect data. 

This tool allowed the researcher to follow topics of interest to her participants and clarify as 

claimed by Bryman (2012), Gray (2004), Denscombe (2007, 2010, 2014), Newby (2010, 

2014) and  Robson (2011) that it is a flexible tool in which researcher allowing the 

participants for developing and expressing concepts on the asked questions from a list of 

open-ended questions with topics to deal with. The researcher with this tool clarified 

respondents’ perceptions, explored their perspectives with follow up questions, determined 

information, unfolded accounts, and answered unforeseen queries (Newby, 2010, 2014; 

Robson, 2011; Bryman, 2012). The follow up questions provided more information to the 

researcher to comprehend the issues identified during one to one interview (Newby, 2010). 

 

The researcher adopted numerous interviewing skills as suggested by Gray (2004), 

Denscombe (2007, 2010, 2014), Savin-Baden and Major (2013), Cohen et al. (2011), and 

Robson (2011) during interviews e.g. she aimed to give a good impression to the 

respondents by trying to establish a neutral stance (i.e. supported both positive and 

negative responses from the participants); applied simple, clear and positive language 

during conversation; directed interview in the right ways; inquired accurate queries; applied 

positive comments on the respondents’ responses; preserved social manners, sympathy, 

and respect towards all respondents; remained positive towards participants by keeping 

away from indicating negative attitude and judgemental behaviour; directed respondents 

slightly into disclosing information; and analysed, summarized, and concluded the provided 

information from the participants to make sure all questions have been understood fully 

and correctly to gain precise data. 

 

Within the interview schedule,  open ended questions as highlighted by Cohen et al. (2007) 

provided appropriate information in relation to BPS experiences; enabled the researcher to 

probe multicultural education policy in detail; allowed the researcher to examine the limits 

of the participant’s information on experiences; increased cooperation among contributors 

by facilitating them; and supported to create friendly relationship participants and 

generated approachable environment to explore BPS experiences. All interviews were 
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recorded by the researcher on voice recorders as advised by Bryman (2012) to allow for 

transcription, which provided the most accurate record of the conversation. 

 

Ethnicity, race, and cultural norms were sensitive issues to collect data both from BPS and 

teachers in multi-ethnic schools and in relation to this, the researcher’s ethnicity was a both 

positive and negative thing as it was presumed that it can make students more engaging and 

teachers more defensive. Hence, the researcher tried to remain ethically and ethnically 

sensitive by applying respectful communication strategy with participants (Renzetti and Lee, 

1993; Cohen et al., 2011). She aimed to convey sympathy towards participants during 

interviews avoiding anything that could be perceived as judgemental behaviour or language 

(Renzentti and Lee, 1993). She also attempted to remain neutral and culturally sensitive (see 

section 3.8.2 – ibid.).  On reflection, the researcher felt that the BPS responded to the 

researcher’s questions due to her shared identity, culture, and religion and they were 

seemed very relaxed, excited and open to her during interviews. The initial pilot study 

ensured that potential issues related to ethnicity, race and cultural norms did not unduly 

impact on the data collection process. 

 

In the current research, to ensure the authenticity/trustworthiness in interviews, interview 

schedules were prepared on the basis of the researcher’s extensive study of literature 

around Islamic culture, terrorism and the media, the Prevent Agenda (HM Government, 

2011b) cultural identity and multiculturalism as well as inspired and directed by the 

literature reviewed. This instrument was designed by focusing on the research questions 

and was revised with the collaboration of the researcher’s supervisors. 
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3.4.2 Document analysis 
 

Documents produced for use in a setting can provide another opportunity to explore the 

policy and practices of that setting. Document analysis technique can be applied to different 

policy documents, different records and archives (Creswell, 2003; Gray, 2004; Robson, 2007; 

Denscombe, 2007, 2010, 2014; Arthur et al., 2012; Savin-Baden and Major, 2013). In this 

particular piece of research, the documents used were school policy documents that cover 

multiculturalism, as well as any general documents or statements covering the ethos of the 

school. For example, behaviour policy, anti-bullying policy, safeguarding, equality, diversity 

and social cohesion policy, the curriculum and so on (see table 6.2 in result chapter 6 for 

detail). The researcher went through each research school’s website online to search for 

these particular documents. First, the researcher targeted the relevant policy documents for 

collection and intensive reading around emergent and pre-identified themes. Following this, 

a quick overview of all policy documents available at websites was conducted to identify 

other potentially relevant documents (for example, see table 6.2 in the result chapter 6). 

Following this the researcher analysed the documents critically. Finally, key elements 

relevant to the data themes were used for triangulation purposes, compared against 

qualitative data from student and teacher interviews. 

 

The researcher analysed and identified that what policies schools have in relation to 

multiculturalism, how they deal with academic issues related to cultural diversity and 

ethnicity, how the policy is promoted in school, and how the school provides an inclusive 

cultural environment. For this, language and prominence given to sensitive issues in the 

documents e.g. racism, discrimination, and prejudice related to ethnically and culturally 

diverse students was analysed. This was then compared with practice, as described by 

teachers and students. 

 

There are numerous advantages and disadvantages for using documents as a method of 

data collection (Robson, 2007; Gray, 2004; Savin-Baden & Major, 2013; Creswell, 2003; 

Denscombe, 2007-2010-2014; Arthur et al., 2012). For example, this method is a source for 
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collecting rich but secondary data. McCulloch in Cohen et al. (2011) argued that there is a 

well-known distinction between primary and secondary sources, documents or data. 

Primary data is based on primary sources or evidence which are gathered directly from an 

incident or a method that incorporates a researcher and participant or a thing that is used 

to study something (ibid.). Secondary data is based on secondary sources or evidence which 

are gathered from primary sources or already analysed primary data (ibid.). In this research 

study, the data collected from school policy documents was secondary data which was 

analysed together with primary data collected from interviews with students and teachers. 

Martin in Cohen et al. (2017) claimed that an analysis of raw data is primary analysis 

whereas an investigation of the analysis of others is secondary analysis. Having said that, 

this difference sometimes becomes very complicated when several sources are considered 

both as primary and secondary data (McCulloch in Cohen et al. 2011). 

 

School policy documents played a very important role in this research study as they enabled 

the researcher to understand the research environment and context (e.g. multi-ethnic 

schools being explored) by providing valuable information (Savin-Baden and Major, 2013). 

Documents have a tendency to disclose research participants’ actions and principles (ibid.). 

However, they only disclosed specific information that was agreed to display after careful 

consideration (ibid.). Thus, this information could be uncertain, unreliable, and incomplete 

(Creswell, 2014). This highlights a limitation of my study. Despite this drawback, being easily 

accessible and manageable, alongside a lot of information through document: were 

accessed online anytime and without travel expense; were collected quickly and 

independently; were gathered without any permission; were examined without any possible 

ethical issues (Denscombe, 2007, 2010, 2014: Creswell, 2014). However, the privacy, secrecy 

and anonymity of participants was kept during the analysis of information collecting from 

documents (Gray, 2004). 
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3.5 Ethical issues and considerations 
 

“Research ethics refers to the moral principles guiding research from its inception through 

to completion and publication of results” (British Psychological Society, 2014, p.5). This 

study gained ethical approval from the ethics committee of the University of Bedfordshire 

(UOB) (Walliman, 2006), to ensure that the researcher conducts herself in an ethically 

appropriate manner throughout the research process. The researcher anticipated that 

ethical issues such as confidentiality, anonymity, privacy, secrecy, safety, safeguarding and 

disclosure of sensitive information may arise, and will need to be addressed during the 

research process (BERA, 2011, 2018) as the current research involves what is classified as a 

potentially vulnerable group (e.g. children under the age of 16) as one of the groups of 

research participants. Thus, careful consideration was given to students’ rights (SRA, 2003) 

and prior to data collection, the researcher acted in accordance with the UK child protection 

clearance process (e.g. DBS) (BERA, 2011, 2018). In line with the British Educational 

Research Association (BERA, 2011, 2018) guidelines, this research was conducted inside an 

ethic of respect for all participants. All participants were made to feel comfortable and 

aware of the research process, data collection, and the aim of the study (ibid.). Following 

advice from school gatekeepers the researcher dressed herself in a relatively neutral, 

professional manner, to try to avoid any undue influence during interviews particularly with 

students (Cohen et al., 2011) if she wore traditional clothes for a Pakistani female. It was 

believed that wearing traditional dress may have negatively influenced BPS to believe that 

the researcher was only interested in responses favouring Pakistani culture and identity, as 

opposed to being open to and welcoming of all students’ views, including those who 

identified themselves as British Pakistani. 

 

Prior to the interviews taking place, every participant was given an informed consent letter 

with an information sheet to gain consent from all participants and to let them know about 

the aims of the research (National Children's Bureau (NCB), 2011; Bryman, 2012), data 

collection process and protection of data as well (NCB, 2011; BERA, 2018). Participants were 

told that participation in the research is optional, and that they have the right to withdraw, 

if they so wish (Bryman, 2012; BERA, 2018)., Informed consent letters were sent out to 
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parents or guardians before the interviews were conducted with the students (ibid.). Thus, 

parental consent was gained by informing them in advance (Cohen et al., 2011) by avoiding 

that situation where a child agrees to take part before their parents’ agreement (NCB, 

2011). 

 

The researcher ensured that all participants understood the statements within the informed 

consent letter fully e.g. in relation to the data collection process and their rights to 

participate (SRA, 2003). Alongside this, it was anticipated that a copy of the information 

letter would need to be provided in Urdu and English for the ease of parents or guardians 

who might not have a good understanding of the English language (SRA, 2003). However, it 

was provided only in English after getting advice from the schools. Before undertaking this 

study, the researcher discussed all proposed actions, as well as the nature and purpose of 

this research with the school authority to get their permission (BERA, 2011, 2018). 

Permission also was gained for recording interviews, having given assurance of privacy to 

respondents. 

 

It was very important that no physical or emotional harm came to the participants as a 

result of taking part in the research (ESRC, 2010-12, 2015). Thus, great care was taken in the 

language used in the interviews, guided by the university and BERA ethics procedures, to 

ensure that questions were asked in an appropriate manner, to ensure that none of the 

issues which arose could lead to participants having negative experiences as a result of 

taking part in the research (ibid.) as the research  touched upon negative experiences (e.g. 

racism). The researcher tried to diminish any potential feelings of negativity and anxiety by 

providing participants with a safe/comfortable environment after discussing with school 

head teachers the appropriate ways including researcher’s formal dressing, building rapport 

with participants, interview setting, also by controlling body language, behaving respectfully 

to provide a comfortable environment to the students during the data collection process 

and by ceasing any sort of  undue harm (e.g. stress) that may arise from participation in the 

research (BERA, 2011, 2018; Bryman, 2012; Cohen et al. 2011). For example, the researcher 

gave significant care during the one to one interview by ensuring that the participants are 
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not hurt by the process. (Gray, 2004). Hence, according to BERA (2018) guidelines, all 

participants were treated impartially with sensitivity and dignity. The students were very 

confident and relaxed, and they seemed to enjoy the interview. 

 

The researcher ensured that participants’ confidentiality and anonymity is preserved 

throughout the research by keeping participants unidentified (BERA, 2011; Bryman, 2012). 

Ethical approval for this study took into account safeguarding issues and the need to report 

any instances of abuse reported by the students to the appropriate authorities (e.g. Child 

protection – NCB, 2011; Robson, 2011; Kay et al., 2015; BERA, 2018). For example, potential 

issues such as disclosure of sensitive information such as illegal activities or illegal 

behaviours, researcher and participants’ safety issues were anticipated and taken into 

consideration by the researcher before data collection (NCB, 2011; Kay et al., 2015; Robson, 

2011; BERA, 2018). This safeguarding action was also included in the parent and students’ 

informed consent letters which ensured that participants are informed regarding possible 

outcomes of disclosing sensitive information (Kay et al., 2015). Thankfully none of these 

potential issues actually arose during data collection. 

 

All data was collected, processed, kept, and disposal according to the university data 

protection policy and guidance e.g. it only was collected and utilized for the current 

research purpose (UOB, 2010). In addition to this, collected data was kept confidential 

(UOB, 2010; BERA, 2011, 2018). In relation to data protection, the researcher acted 

according to the legal obligation as stated in the Data Protection Act 1998 and General Data 

Protection Regulation (GDPR) 2018 (UOB, 2010; BERA, 2011, 2018). All data was stored 

securely in a locked cabinet within the university and was only accessed by the researcher 

and her supervisors (UOB, 2010; Bryman, 2012). Computer-based data (e.g. transcription 

electronic copy of interviews) was also locked through a password protected folder on the 

university personal computer (UOB, 2010; Walliman, 2006; BERA, 2018). The data will be 

discarded securely according to the retention schedule of the university after the 

completion of the degree (when it will not be required anymore – UOB, 2010). 
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Furthermore, for the advantage of educational experts and policymakers, the findings of this 

research will be published (BERA, 2011, 2018) but with all names and any potentially 

identifying data for the individuals and the schools (e.g. naming the specific geographical 

location, etc..) fully anonymised; thus ensured that the processes for collecting and data 

analysis protected the privacy and confidentiality of all involved participants. 

 

3.6 Pilot study 
 

A particular pre-testing of specific research instruments such as questionnaire and interview 

schedule is called pilot study (Teijlingen and Hundley, 2001). Piloting was the first stage of 

data collection in the current research to decrease the predictable problems of transferring 

the plan into action by uncovering potential issues during data collection (Robson, 2011; 

Cohen et al., 2011). It offered a planned opportunity for advised consideration on and 

modification of research plan, tools, costing, timeline, researcher’s safety, the possible 

impacts of study on participants and a range of problems regarding the research process in 

the current research (Bloor and Wood, 2006; Cohen et al., 2011). In particular, it was 

ensured that questions are relevant and correctly worded for the participants who took part 

in the current research (Cohen et al., 2011). 

 

The pilot study was carried out in a multi-ethnic secondary school with a large Asian 

population, in May/June 2016. Initially, a number of local secondary schools were contacted 

to seek permission to conduct the pilot research. These included ethnically diverse 

secondary schools, and a set of secondary schools with large Asian populations, within the 

county. At first, two main schools were targeted: a single sex girls’ school, and a single sex 

boys’ school. Unfortunately, only one of these two schools were able to facilitate the 

research. In addition to this, another school had initially agreed to take part – one ethnically 

diverse co-educational school: this school ended up as one of the schools used in the main 

study. Due to a number of circumstances, only one of the schools was able to facilitate data 

collection – the girl’s school. Although this was not a typical school for the purposes of the 

main study, it did give access to a sample of participants to pilot the instruments – student 
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questionnaire, student interviews, and teacher interviews. Forty-three student 

questionnaires were collected, in addition to five student interviews and two teacher 

interviews were conducted. 

 

After initial meetings with the assistant head teacher for discussing the process of data 

collection, the dates were organised for conducting interviews. Questionnaires were passed 

on to the school for distribution.  The researcher was also allowed access to staff and 

students during school hours to conduct interviews. The questionnaires were distributed by 

schoolteachers among the students of Year 9 during their PSHCE lesson for thirty minutes to 

fill in. They filled it in themselves and did not ask any questions or raise any significant 

problems about the contents of the questionnaire, which provided an interesting set of data 

for initial analysis. The researcher was on the site when the questionnaires were filled out. A 

high response rate (47.3%) was received from students. Following this, face to face 

interviews were conducted and recorded in a private meeting room. Firstly, the researcher 

conducted an interview with the PE teacher for fifty minutes (see table 3.3.) and with one of 

the students for forty minutes. A week later, the researcher conducted four more interviews 

with students lasting forty to forty-five minutes (see table 3.3.) and one interview with the 

school’s assistant head teacher for fifty-five minutes (see table 3.3.). The selection of 

assistant head teacher for interview was felt helpful for this pilot study as she has sixteen 

years teaching experience with BPS. All of the interviews were recorded with the permission 

of the participants. 

 

3.6.1 Challenges for this research study 

 

This study faced many challenges throughout its journey. Initially in the first year of 

research, the study was framed with mixed methodology with a research focus on Pakistani 

students and Pakistani origin students in England in relation to the ‘effectiveness of 

behaviour policies in both English and Pakistani schools’. It was intended to be an 

international comparative research; however, the international element was deemed 

unmanageable. Thus, the researcher narrowed the focus to England only. Then the focus 
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was placed on British Pakistani students’ experiences in multi-ethnic secondary schools in 

the urban areas of England. Thus, the research philosophical position, research title, 

research questions, sample, data collection methods also were modified according to the 

present research focus. The focus become a lot more specific in relation to the experiences 

of British Pakistani students. All research questions revolve around the central part of the 

research that is the experiences of British Pakistani students. The sample and data collection 

methods were revised to take place in one country, to make it more practical. In relation to 

the project modification, the current research was also intended to be a mixed methods 

study by giving equal importance to both types of data (i.e. quantitative and qualitative). 

 

Following this, a pilot study was conducted that again became a reason for further changes. 

Based on the experience of the pilot study, the researcher revised her research instruments 

(see appendix A, B, C, I, J, K), particularly the students’ interview schedule and 

questionnaires. For example, all ‘do you feel’ questions were replaced with ‘how do you 

feel’ questions to be more specific within the students’ interview schedule. Similar 

questions were placed together to keep the flow and to make it less time consuming. The 

language of the questions was simplified based on feedback and experience of the pilot 

study. Explanations for all questions were added for the ease of respondents. Similarly, 

several changes within the questionnaire were made e.g. the items and format of the 

questionnaire were revised. The format was varied across the sections and sections were 

made much shorter than they were in the pilot. Questionnaire items and interview 

questions were revised based on feedback from schools, and initial analysis of the pilot data. 

The researcher increased prominence of the Prevent Agenda (HM Government, 2011b, 

2015) and British values within both instruments and she selected specific models (e.g. 

elements, dimensions and approaches) from Banks’ (1989a, 1989b, 2008, 2019) work to use 

for analytical purposes. For example, items in relation to awareness and implementation of 

anti-radicalisation strategies (e.g. the Prevent Agenda) and British values (DfES 2007) were 

added within questionnaires and both students and teachers’ interview schedules 

respectively. Hence, there was not any data in relation to the Prevent Agenda (HM 

Government, 2011b) or Prevent Duty (DfE, 2015b) from school C to discuss in the result 

chapters (see appendix B, C, J and K). However, some of these topics naturally came up 
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during discussion with both staff and students in school C that was a pilot school. Alongside 

this, every single effort was made to make changes relevant. The researcher expected a 

broad overview of the range of experiences students have in schools through the 

questionnaire. She believed that this would be complemented by in depth interviews with 

students and teachers to get a more in-depth view of individual experiences. Thus, these 

changes gave a broader overview of their attitudes and perceptions, both within and 

beyond the school. 

 

The main study data collection was even more challenging due to issues related to getting 

access from schools. Potential case study schools were selected based on areas with large 

mixed populations in England which were in the large urban areas of England, with relatively 

substantial Pakistani populations (i.e. Greater London, Nottinghamshire, Birmingham, etc.). 

Seventy-seven school headteachers were contacted repeatedly through emails and by 

phone in different areas of England with notable Pakistani populations, both locally, in 

greater London, in the midlands, and in northern England. Where no reply was immediately 

forthcoming, these schools were followed up a week later over the phone. After an initial 

positive response many of these schools did not provide a clear response to the request for 

access, and (71 out of 77) were followed up repeatedly, via email, phone, and voicemail. 

This process, undertaken by the student, supported by her supervisor took more than a year 

from January 2017 to March 2018. However, the researcher expected primary data 

collection to take six to eight months. Some schools kept the researchers’ name and phone 

number but never contacted her back. A few schools seemed initially interested, but 

ultimately were not able to facilitate the research. 

 

It should be noted here that the pilot data was collected in 2016 whereas the main study 

data was collected in 2017 from two schools though the researcher continuously tried to get 

access from other schools, including one school which she was in contact with until March 

2018. The data was not collected from this school as despite the researcher giving the 

school all the research instruments in October 2017, they did not agree to take part until 

March 2018 which was too late to allow for the data collection and analysis to be done. This 
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process, and the length of time it took had an impact on the final design and sample size of 

this particular research as lack of access impacted on the study and led to further decisions 

to make changes in the study. For example, it was estimated that the total required 

population for this study would comprise twenty-five teachers with fifty BPS to be 

interviewed, approximately and five schools were desired to be case studies. Due to 

difficulties in getting access to schools, this number was modified down to three schools, 

and as such it became necessary to include the pilot study school. Due to the small number 

of participating schools, the study sample was also modified from twenty-five to fifteen 

teacher interviews and from fifty to fifteen BPS interviews altogether across the three 

schools. This modification also depended on the availability and willingness of both students 

and teachers to participate in this research study. 

There were also changes to the data collection approach. Initially both qualitative and 

quantitative pilot data was collected, but only the qualitative pilot data was included 

alongside the main study data. This is because apart from the Prevent material, the 

qualitative data was not hugely different and was interesting particularly responses around 

culture, identity, and multiculturalism from participants to include along with the main 

study data to analyse. Alongside this, the pilot school was the one school with a 

predominantly British Pakistani student population, and this was a key study criterion as 

well. The pilot study also comprised quantitative data, however, there were multiple 

reasons for disregarding the pilot quantitative data. First, there were the practical 

difficulties like demographic difference between the pilot study and main study schools. The 

pilot school was a single sex school whereas main study schools were mixed gender. At the 

pilot study stage, a similar single sex boys’ school, situated close to the girls’ school was also 

approached, and they were also initially interested in facilitating the researcher. This would 

have allowed the researcher to ensure fully comprehensive piloting with male and female 

students took place. Unfortunately, the boys’ school was not ultimately able to facilitate the 

researcher to collect data. The disparity in gender, and in the experiences of students in a 

single gender school, compared to the schools in the main study can be considered a 

weakness for this research. Having said that, the relative uniqueness of single sex schools, 

within a case study approach can also be considered a strength.  
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A questionnaire was part of the researcher’s original intention and research methodology 

and was employed in the pilot and main study data collection. However, the researcher did 

not report the questionnaire or quantitative data analysis in the thesis due to multiple 

reasons, including one mentioned in the previous paragraph. For example, forty-three 

student questionnaires were collected from the pilot school and nineteen from the other 

two schools but the researcher could not analyse the pilot questionnaire data with the main 

study questionnaire data due to disparity between the type of questions asked in the 

questionnaire and the number of questionnaires collected in the pilot and main studies. The 

pilot questionnaire was changed substantively for use in the main study. The changes to the 

questionnaire meant that this data could not be used and integrated into the main study, 

because of this only the pilot interview data was used in the final study. However, 

quantitative data was also ideal for this study to get a broader overview of BPS experiences 

through questionnaires and the researcher had a good response to the questionnaire from 

her pilot study. The issue of pupil consent in relation to the questionnaire data was another 

reason for not reporting questionnaire data at the end of the study. For the questionnaires 

collected from the two main study schools there was a lack of clarity about consent which 

had been given to use the questionnaire data. For example, all of the students gave their 

own verbal consent to participate, but the researcher received only six consent forms from 

school A and three from school B. This issue was shared with the school gatekeepers. Apart 

from this, the consent pertaining to the collection of the questionnaire data in most of the 

consent forms was not clear. For example, the researcher got parent consent, but it was not 

clear at all whose children’s parents they were as the parents have different surnames to 

the students’ surnames. The researcher also got some parent and students consent forms of 

those students who did not participate in the research study at all. The researcher did not 

receive any reply from these schools after following up the consent issues raised which led 

the researcher to take the decision not to use the questionnaire data at all which complies 

with British Educational Research Association (BERA, 2018) ethical guidelines. Thus, this 

decision impacted on the methodology of the study which changed it from a mixed-

methods into a qualitative (with interpretive paradigm) research study.  
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3.7 Research sampling and data collection  
 

The research was carried out in three very different multi-ethnic secondary schools in 2016 

and 2017 (see table 3.1) for British Pakistani students (BPS) of second and third generation 

in year 9. The researcher believed that these students would be more experienced being in 

the secondary school for long enough to be able to provide insight into the different types 

of experiences they might have had in school. Alongside this, year 9 students were selected 

on a convenience level as the researcher expected that this group will be easier to access 

through the school due to the fact that they do not have national exams at that stage. The 

research was carried out in 3 different multi-ethnic schools including pilot school with a 

total population of nine teachers and thirteen BPS were interviewed. Table 3.2 shows the 

details in relation to case study schools. 

Table 3.2: Information regarding case study schools 

 School A School B School C 
Number of BPS 
interviewed 

4 4 5 

Number of teachers 
interviewed 

3 4 2 

Number of BPS in 
Y9 

36 5 220 

Number of pupils in 
schools 

900- 1000 1000-1500 1000-1500 

Gender  Mixed Mixed  Girl 
Types of school Secondary  Secondary  Secondary  
Ethnic nature of the 
school 

Mixed ethnic 
students   

Mixed ethnicity with 
predominantly White 
students 

Mixed ethnicity with 
predominantly BPS  

School category  State  Academy  State  
Location of schools East of 

England  
East of England  East of England  

 

A convenience and targeted sampling strategy (Cohen et al. 2011) was selected following 

difficulties (outlined below) in obtaining the required sample schools. The researcher 

targeted British Pakistani students in multi-ethnic secondary schools in the East of England 

with the help of school gatekeepers who were able to access the ethnic records of all 

students. Sampling occurred within each school, to focus only on British Pakistani Students, 

but also occurred first in targeting specific schools. It was felt that a convenience and 

targeted sampling strategy was appropriate for the objectives of these multiple case 
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studies. The focus was on a diverse sample (e.g. year 9 BPS and their subject teachers) from 

the whole school population to explore cultural diversity, ethnicity and multiculturalism (i.e. 

giving respect to all cultures) in those schools. Alongside this, the researcher was able to 

access online national statistics based upon data about school census including numbers of 

school and pupils. Thus, the schools with British Pakistani populations in ethnically and 

culturally mixed population were identified through the following website 

(https://www.gov.uk/government/statistics/schools-pupils-and-their-characteristics-

january-2015). 

 

3.7.1 Data collection process  
 

The researcher planned to collect data by applying the triangulation method of data 

collection as highlighted earlier in section 3.3.1. Data collection in schools were done in one 

to two days per school, based on the availability of participants provided by the school and 

the amount of time it takes to conduct the interviews (see table 3.3). For the initial stage of 

data collection, schools were contacted to gain access. Then those schools who agreed to 

participate were sent details about the data collection process and the timings were 

discussed. It was anticipated that it would take two weeks from sending the ethics forms to 

the schools and getting consent from all participants as particularly getting parents’ consent 

required plenty of time. However, it took two months in school A and nearly two months in 

school B and C and this delay was not due to the delay in getting parent consent, but the 

schools were very busy in examinations, half-terms, and school trips. By the end of this 

stage, specific dates were organised to visit each school for data collection. All data was 

collected through a step by step process during school time and the researcher worked and 

managed time according to the school’s timetable to minimise disruption to the school day. 

For this purpose, the researcher had meetings and detailed phone/email conversations, 

while organising with schools, and these produced field notes. During these meetings, 

fieldwork organisation was discussed with school management in each school to ensure the 

smooth running of the research process before data collection. However, the recorded 

meetings with gatekeepers in the form of fieldnotes have not been used as direct data that 

is quoted in the results chapters, although the researcher believed that these fieldnotes 

https://www.gov.uk/government/statistics/schools-pupils-and-their-characteristics-january-2015
https://www.gov.uk/government/statistics/schools-pupils-and-their-characteristics-january-2015
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were helpful for informing her understanding of the case study schools as a whole. Table 3.3 

indicates the process of collecting data including date, starting time and overall time for 

each interview.  

 

Table 3.3: Data collection process for current research  

       

School A Date  21-03-2017 21-03-2017 21-03-2017 21-03-2017  

Students S1/girl S2/boy S3/girl S4/boy  

Starting Time  10:09 10:40 11:23 12:00  

Total time  30 minutes 40 minutes 35 minutes 30 minutes   

Teachers  T1/female T2/male T3/female   

Starting Time  1:30pm 2:20pm 3:10pm   

 Total time 45 minutes 40 minutes 35 minutes   

       

School B Date  17-07-2017 17-07-2017 17-07-2017 17-07-2017  

Students  S1/boy S2/girl S3/boy S4/girl  

Starting Time  9:10 9:50am 10:30am 3:30pm  

Total time 35 minutes 30 minutes  20 minutes 15 minutes   

Teachers  T1/male T2/male T3/male T4/female  

Starting Time  11:30am 1:25am 2:15pm 4:00pm  

 Total time 25 minutes 35 minutes 25 minutes 40 minutes  

       

School C Date  10-06-2016 20-06-2016 20-06-2016 20-06-2016 20-06-2016 

Students  S1/girl S2/girl S3/girl S4/girl S5/girl 

Starting Time 2:30pm 9:42am 10:31am 11:32am 12:33 

Total time 40 minutes 45 minutes 40 minutes 40 minutes 40 minutes 

Teachers  T1/female T2/female    

Starting Time  12:20pm 1:34pm    

 Total time 50 minutes 55 minutes    

 

 

 

Data was collected in two stages. The first stage of data collection was a pilot study in one 

girls’ school during spring to summer of 2016. The rest of the data was collected during 

spring to summer 2017 in second stage.  
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3.8 Data analysis 
 

3.8.1 Trustworthiness of qualitative data 

 

Trustworthiness in qualitative research is generating understanding (Golafshani, 2003). 

Authenticity of qualitative data analysis was ensured through transparency of the research 

rationale and justifications given for decisions (detailed statements about what the 

researcher did and why) throughout the research (Wilson, 2013; Robson, 2007). The 

researcher supported the trustworthiness of her qualitative research through transparency 

and rigor in the data collection process and data analysis through a transparent audit-trail (a 

strategy to achieve rigour and evaluate the trustworthiness of a qualitative research) of her 

choices made throughout the research process (Houghton et al., 2013; Carcary, 2009). This 

audit trail was achieved by using qualitative data analysis (QDA) software NVivo (see section 

3.8.3 and table 3.4) that stipulated a detailed audit trail of data analysis process under the 

careful supervision of her supervisor to minimize biases/preconceptions (Houghton et al., 

2013). Apart from this, the trustworthiness or quality of qualitative data analysis in the 

current research was ensured through interrogation or questioning of researcher bias under 

the title ‘Researcher Bias’ (see next section – Johnson and Christensen, 2008; Savin-Baden 

and Major, 2013; Creswell, 2014). To be noted here that bias and preconceptions are used, 

though there is a difference between these in terms of connotations. The term bias is 

negative, a bias can only be a negative thing whereas a preconception can be positive or 

negative. The researcher addressed her biases through negative case-sampling or analysis 

strategy in which she tried to choose cases or examples that refute her anticipations and 

generalizations in relation to her study or search for contradictory outcomes that appear 

during data analysis to provide more trustworthy findings (Johnson and Christensen, 2008; 

Savin-Baden and Major, 2013). Apart from this, she had produced an audit-trail of data 

analysis (see section 3.8.3) to enhance the trustworthiness of interview data.  
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3.8.2 The researcher’s biases/preconceptions   

 

The researcher considered her personal experiences and background to reveal the potential 

effects of her background and experiences on her research to deal with her biases in this 

section (Johnson and Christensen, 2008). The researcher’s biases being a possible threat to 

the quality of qualitative research was handled through reflexivity technique in which the 

researcher adopted critical self-reflection or self-awareness for her possible biases to 

provide a fair account of the findings (Johnson and Christensen, 2008; Creswell, 2014). 

There were some biases or preconceptions for the researcher to face during interviews 

related to language, religion, identity, ethnicity, and culture. Shared native language, 

religion, identity, ethnicity and culture with BPS and not shared native language, religion, 

identity, ethnicity and culture with British teachers was a challenge and increased 

biases/preconceptions for the researcher as discussed in following paragraphs. 

 

Shared native language and religion with BPS enabled the researcher easily to understand 

particular cultural and religious terms such as Arkan e Islam (Pillars of islam), Shalwar 

kameez (dress), Biryani (rice food), Samosas/Pakoras (culturally popular snacks at Iftar time 

for breaking a fast) as one girl highlighted Samosas and Pakoras as essential elements of 

Ramadan during interview. Similarly, not shared language/religion was problematic to 

understand particular British cultural/religious terms e.g. one male teacher used the terms 

‘Waco and Chris’ that were figured out after transcribing the interview data with the help of 

the researcher’s supervisor whereas some other terms were immediately asked for 

clarification to participant. 

 

The shared identity with BPS provided the researcher an insightful understanding of their 

perspectives (e.g. Ramadan, the hijab, beard, halal). Shared identity encouraged the 

participants to share their experiences more openly and comfortably. Shared identity gave a 

wrong impression to a few BPS that leads them to not share their experiences particularly in 

relation to native culture more comprehensively. In that situation, the researcher ensured 

those BPS that she is still interested in their experiences despite sharing a similar 
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background as her experiences are quite different to their experiences for being born and 

developed in completely different cultures (i.e. Pakistani culture and British culture). 

 

There was variance in experiences with BPS growing up in different cultural environment, 

societies or countries (also they have dual identity as compared to the researcher who has 

one single cultural identity i.e. Pakistani). The researcher felt a majority of students who 

claimed their identity as British Pakistani gave the impression that they are British Muslim 

rather than British Pakistani in their perception. These interviews influenced the perceptions 

of the researcher towards BPS as the researcher felt that she is conducting interview with 

British students rather than Pakistani students. However, influence of these 

biases/preconceptions was minimized throughout data analysis process. 

 

It was also believed that not having a shared identity with the teacher participants may lead 

to racial bias between the researcher and participants during data collection. For example, 

the participants may not provide actual information in relation to BPS (e.g.  they may show 

negative attitudes towards BPS) or the researcher may have more preference or sympathy 

towards BPS being minority ethnic or Muslim. To address this issue, the researcher despite 

her subjectivity made every effort to remain neutral towards all participants to collect 

unbiased/impartial data and to explore their realities, and was careful to adhere to neutral 

language within the interview schedule, and avoided perceptions that the interviewer was 

questioning the beliefs and practice of staff. Alongside this, the researcher tried her best to 

stay away from her ethnic or cultural prejudices as suggested by Guthrie (2010). 

 

Finally, the ethnic identity of the researcher can give a particular impression to the readers 

of this thesis and they might perceive this work as an account of biased results. On the other 

hand, they might perceive this work interesting due to key findings that explain different 

cultural and religious beliefs as well as a better understanding of BPS’ dual identity. 

However, this is really hard to claim that the results of the current research are bias free as 
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the researcher cannot be unbiased in interpretivism or qualitative research. Hence, every 

single effort was made to be unbiased throughout the research process. 

 

Heterogenous population allowed the researcher to reflect on the effect of her own status 

as an Asian or Pakistani Asian researcher. However, the researcher has both insider and 

outsider status e.g. shared identity with BPS stand for insider status whereas not shared 

identity with teachers stand for outsider status. However, there are some drawbacks of dual 

status as the insider status can increase favouritism towards insiders by considering them 

ethnic minority and discrimination towards outsiders who are believed unsympathetic 

towards ethnic minority being ethnic majority, different and the dominant (Mercer, 2007). 

The outsider status also may have impact on participant for not sharing their experiences 

due to a fear of being judged (Mercer, 2007). However, dual status proved constructive for 

the current research study as it was felt during data collection that the insider status of the 

researcher provided an opportunity that encouraged participants to share their experiences 

more openly and comfortably by developing trust as well as the outsider status provided a 

gap in experiences that also encouraged the participants to share their experiences. For the 

researcher they were as two different points or degrees of continuum (Mercer, 2007) or 

simply two subjects of her study throughout the research process to explore the realities 

that is a responsibility of a qualitative researcher being a researcher. It is worth nothing here 

that the researcher did not feel BPS as an ethnic minority in Britain during interviewing due 

to their strong feeling of Britishness among them. However, prior to collecting data, the 

researcher believed that they are ethnic minority in Britain like her. This feeling encouraged 

the researcher to see her position for BPS both semi outsider and insider as shared 

religion/ethnicity was the logic behind semi insider position. Thus, this perception also 

helped the researcher to see them as points or degrees of continuum (see figure 3.4) during 

the data collection and analysis (Mercer, 2007) due to the researcher’s fluctuation (i.e. 

insider and semi insider/outsider) relationship particularly with BPS (Mercer, 2007). Mercer 

(2007) and Surra and Ridley (1991) view the insider and outsider status of a researcher 

within a research study as a continuum of insider and outsider rather than as a dichotomy of 

insider and outsider (see figure 3.4). 
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Figure 3.4: Insider and outsider status of the researcher  

Developed from Surra and Ridley (1991); Mercer (2007).  

 

Mercer (2007) claimed that the continuum of insider and outsider status has multiple 

dimensions (e.g. multiple insiders/outsiders) for a researcher to change his/her insider and 

outsider status or position according to time, place, subject and respondents. Nowicka and 

Ryan (2015) claimed that the continuum is a re-defined concept of the dichotomy after 

broadly acknowledging that human beings can be viewed as multiple insiders and this 

multiple insider status depends on the intervention between a researcher and participants. 

Mercer (2007) clarified the difference between continuum and dichotomy by explaining that 

dichotomy of insider/outsider status of a researcher depends on sharing only one single 

inherent characteristic e.g. ethnicity or gender whereas continuum of insider/outsider 

status of a researcher depends on sharing several inherent and acquired characteristics with 

participants. Mercer (2007) and Surra and Ridley (1991) claimed that hence the relationship 

between the researcher and the participants changes beside continuum of degree of 

relationship from one instant, place, interaction and subject to the following. Thus, on the 

continuum, the researcher located her position or status as semi insider/outsider due to 

high (A) to average (C) degree of relationship with BPS during the interview as discussed 
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earlier. The researcher also made a conscious effort not to express her own views (Mercer, 

2007) and to patiently listen to the respondents when interviewing without being 

judgmental even for those views which she believed contradicted with her views. 

 

3.8.3 Data analysis process  

 

One analysis approach was used to analyse qualitative data. Thematic (e.g. typifying by 

themes) analysis was used being a straightforward general technique for this research 

setting (Robson, 2011). Thematic analysis is a strategy of recognizing, examining and 

reporting themes or patterns inside a set of arranged data (Miller, 2018; Castleberry and 

Nolen, 2018; Braun and Clarke, 2006, 2012). This is an independent method that can be 

applied with any paradigm (Miller, 2018). However, this is generally associated with 

qualitative research being a method of it (Miller, 2018). It was felt that it is simply a useful 

technique to deal with qualitative data (Robson, 2011); however, there are several other 

types of qualitative analysis described by Robson (2011) such as quasi-statistical (e.g. 

characterizing through content analysis), and narrative (e.g. writing in a story form).  Pre-

determined and emergent themes were used in this particular piece of research and the 

process of managing themes and data was decided by this approach (Bryman, 2012). Since, 

the analysis was based on the mixture of both inductive and deductive approaches as some 

emergent themes were influenced by literature or theoretical framework (deductive) 

whereas some themes were emerged from data (inductive) itself (Spencer et al., 2012; 

Braun and Clarke, 2006, 2012). Thus, these themes can be titled as influential themes and 

emergent themes. The framework of Banks’ (2008, 2019) philosophy/theory of 

multiculturalism and his model of multicultural education was used as starting point to 

frame the analysis of qualitative data. Initially, the researcher imported all interview files to 

NVivo as Mp3 files to transcribe. All files were fully transcribed by the researcher herself. 

During transcribing, the emerging themes were noted down separately on a notepad to use 

later. These transcription files were converted into word files later on to import to NVivo for 

data analysis. NVivo is a convenient and practical software to store, manage and analyze all 

data at one place. 
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In line with Robson (2011), the data was coded and categorised in the thematic analysis of 

qualitative data (ibid.). Emergent themes from data were determined inductively and 

deductively by reviewing the information in Bank’s theory/model or from research 

questions relevancy (ibid.). Then, the themes were used as a foundation for more 

understanding and further data analysis as well as the summaries of the themes were 

presented descriptively in the form of memos as discussed below (ibid.). The researcher 

followed this process to present descriptive summaries of the themes (see figure 3.4): 

 

 

 

Figure 3.5: Stages of data analysis 

Source: Newby (2014, p.464). 

 

As advised by Newby (2010, 2014), the researcher initially coded data which came from the 

interviews to identify units of meaning by using NVivo where all data was analyzed 

(Houghton et al., 2013). All data was organised, labelled, and entered into NVivo to make it 

clear “who said what” (Houghton et al., 2013). Table 3.4 indicates the all stages of data 

analysis at NVivo 11. 

 

 



127 
 

Table 3.4: Stages for data analysis at NVivo 11 

Stages  Stage name  Details  

1 Transcribing, 

examining and 

Familiarising  

Uploading audios, preparing and reading transcripts to familiarise 

with data and uploading transcripts for labelling and coding  

2 Predetermined 

themes 

Creating predetermined nodes (Banks’ model) 

3 Initial emergent 

themes 

Identifying and creating initial emergent nodes on first coding of 

data 

4 Coding  Initial coding of data to created nodes 

5 Reviewing coding  Review of node content and name 

6 Preparing subthemes  Creating child nodes for subthemes within larger themes (for 

example subthemes to the Prevent Agenda) 

7 Finalised emergent 

themes 

Reviewing and recoding data to subthemes 

8 Initial memos of 

themes  

Initial writing of memos to summarise themes 

9 Final memos of 

themes 

Revision of memos for use in results chapters 

10 Report writing  Arranging relevant memos together to write initial draft of results 

Source: The researcher’s audit-trail derived from Braun and Clarke (2006).  

 

The first stage of data analysis at NVivo was transcribing and examining data against the 

audios to make sure its accuracy and familiarize with it, and then uploading transcripts (as 

discussed earlier in this section) for labelling and coding. Predetermined themes were 

created based on Banks’ (2008, 2019) model of multicultural education at the second stage. 

Following this, initial emergent themes were identified to create initial emergent nodes on 

first coding of data at the third stage. In the process of creating initial coding, as many 

emergent themes as possible were identified which later reviewed and defined as a final 

theme to give it a particular name e.g. from transcript of one interview, initially “safety” was 

created as a code that was later on revised and changed into “focus on IT” then, “internet 

safety” and finally “online safety”. Similarly, the researcher at first label and coded text 

within transcript, then re-label when go through another transcript e.g. she labels “being 
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like in school” as initial code, then edited it down as “friendship”, then changed it into 

“positive comments about teachers/peers” and finally re-coded it as “positive atmosphere 

at school”. The next stage was initial coding of data to create nodes where all units coded to 

a particular theme were grouped together under nodes in navigation view (ibid.). 

 

The fifth stage was reviewing the content and name of initial nodes to make it clearer and 

more relevant with already generated themes. Within the sixth stage, all codes as nodes of 

the same label were arranged together through child nodes (i.e. a terminology used for sub-

nodes at NVivo) to generate a subtheme. These subthemes were derived from the types of 

questions being asked in the interviews, the themes that formed different sections of the 

interview schedules, and the themes derived from Banks’ (2008, 2019) theory/model. The 

seventh stage was finalising emergent themes where data was reviewed and recoded to 

subthemes (see appendix Q and R). At eight stage, the themes were arranged together in 

the form of memo, under sources in navigation view. The memos were the summaries of 

themes which were used for further analysis where important points were highlighted from 

these memos to use as key findings within result chapters. Memos were also created to 

clarify and structure ideas into a clear, coherent and detailed account of key themes to build 

a summary in the ninth stage. It is worth noting here that most of the themes were 

interrelated and were really hard to separate from each other and resulted in a repetition of 

ideas in various sections of result chapters particularly in the last result chapter 

“Multiculturalism”. 

 

Later on, these memos or memo summaries were arranged together to make different 

sections of a result chapter in the last stage. However, prior to this, initial drafts of reports 

and final drafts of reports were made; these final drafts of reports made different sections 

of result chapters in the last stage. Then relevant sections were grouped together to make 

different result chapters. All data was presented in 3 different result chapters and the 

analysis was organised broadly by research questions as described by Cohen et al. (2007, 

p.468); “This was a very useful way of organizing data, as it drew together all the relevant 

data for the exact issue of concern to the researcher, and preserved the coherence of 

material.” 
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Chapter 4: Results – Islam, the media and Prevent  
 

This study was undertaken in three different multi-ethnic secondary schools (see table 3.2 in 

methodology chapter) in England with a research focus on multiculturalism to explore the 

contemporary experiences of BPS in relation to multiculturalism’s expectation which is that 

different cultures are respected in school according to Banks’ (2008, 2019) model of 

multicultural education that was applied as a theoretical framework to explore what 

elements of this model fit in practice in the research schools to support minority ethnic and 

specifically BPS students. 

 

Analysis of the collected data has been structured into three results chapters. It is important 

to reiterate that the data was collected case by case but analysed thematically and findings 

are presented in all three result chapters thematically. Hence, there might be some overlaps 

between views that participants expressed. For example, for one theme what they talked 

about is also applies to another theme. Therefore, findings are not clear cut, these are 

overlapping and quite complex. 

 

This chapter which is concerned with ‘Islam, the media and Prevent’ provides an 

understanding of a difference between Islamic culture and extremism, highlighting the role 

of the media informing students and teachers’ attitudes with a focus on the Prevent Agenda 

(HM Government, 2011b), and The Prevent Duty (DfE, 2015b). This chapter has been 

divided into three sections comprising Islamic culture and extremism, impact of the media 

and the Prevent Agenda (HM Government, 2011b). 

 

4.1 Islamic culture and extremism   
 

In interviews, teachers (except from school C – see methodology for details) were asked 

how they differentiate between Islamic culture and extremism to see whether they feel a 

connection between these subjects. BPS (except from school C – see methodology for 

details) were asked about their understanding of the term extremism. They were also asked 

how their native culture informs their religion, Islam. It is worth noting here that students 
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from school C were also asked about their native culture and how it informs their religion. 

Hence, this chapter includes the perceptions of students across the three schools by 

applying data to literature and key texts. Key themes that emerged in these discussions 

focused on: the connection between Islamic culture and extremism, the difference between 

Islamic extremism and other types of extremism (e.g. The IRA), and role of the media in 

depicting a negative image of Islam. 

 

“Islam is not a terrorist religion. Terrorism is a different concept [to] Islam and it 

doesn’t involve Islam in [it because] if you are [a] terrorist that’s against my [Islamic] 

law, that’s against my Muslim [law], if you’re a Muslim, you can’t do that” (Student 2 

– School A). 

 

This implies that the student believes that there is no connection between Islam and 

terrorism as has also been noted by Elahi, (2016), Latif and Munir (2014). In line with this, 

five both male and female teachers from school A and school B claimed that there is no 

connection between Islam and extremism. One male teacher from school B claimed that 

teachers support Muslims including BPS by challenging the belief that there is a connection 

between Islam and terrorism as stated by him that “we certainly will challenge anybody that 

links Islam and extremism” (Teacher 3 – School B). A general point made by all teachers 

from school A and B was that they do differentiate between Islamic culture and extremism 

and do not consider Muslims as terrorists. This clashes with previous research which 

highlighted negative perceptions (e.g. Brown et al., 2015; Matindoost, 2015; Awan and 

Zempi, 2016). Teacher 2 from school B claimed that “I don’t see someone is a Muslim 

person or they are a terrorist. I differentiate them [Islam, culture and extremism] for the 

fact that they said they are separate”. One male teacher from school B differentiated 

between Islamic culture and religion by claiming that: 

 

“Well, Islam would be the religion, and how people practice their religion is the 

culture, sometimes to do with the religion but sometimes just to do with the way they 



131 
 

live their life and then extremism is where people take an idea, twist it and go off in 

different directions and that controlling their whole life [...] [Thus, we’re] trying to 

make a distinction between how the majority of Muslims who practice Islam and 

then how terrorists have twisted Islam” (Teacher 3, school B). 

 

This implies that terrorists remould religious beliefs to use specifically for deliberate actions 

such as the events of 9/11 and 7/7. To support this claim, two teachers from school A and B 

believed that religious extremism is based on specific religious beliefs that are remoulded; 

examples have been noted in the literature (Elahi, 2016; Latif and Munir, 2014; Arya, 2017). 

A similar point was highlighted by three teachers from school A and B, who claimed that 

religion is used as a justification for terrorism or extremism by certain misguided terrorists. 

For example, one of them highlighted that: 

 

“I think in some cases it [religion] has been used as an excuse in my opinion. If people 

were saying [that “we’ve] planted a bomb on a train platform, we’re a Christian 

group [and] doing this to promote Christian ideas”. I would say “well, you’re 

completely misguided and wrong”” (Teacher 3 – School A). 

 

This implies that this teacher believes that the religion should be exonerated from all 

allegations related to extremism or terrorism as association of religion with this is not right 

and is distressing for the true followers of the religion. It is worth noting here that teacher 3 

expressed her views in relation to Islamic culture and extremism in detail as compared with 

other teachers from school A, who generally discussed this issue and did not go into detail. 

Islamic religion appears to be associated with terrorism although teacher 2 from school B 

said: “personally, I don’t associate extremism directly with the Muslim culture as such”. 

Teacher 3 from school B stated that association of terrorism with any religion is wrong as 

terrorists have specific religious beliefs that are based on their own interpretation of that 

religion. 
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A similar point was highlighted by student 1 from school B, who stated that terrorists have 

no faith as “they’re not really Muslim anyway cos there is not whatever really says in the 

Quran to kill for no reason”. This aligns closely with Elahi’s (2016) claim that terrorism has 

no religion. One girl from school C claimed that Islamic extremists are neither a part of Islam 

nor do their actions represent the teachings of Islam as she believed that Islamic extremists 

are ‘Khawarij’ according to the teachings of the  Quran-o-Hadith arguing “It's quite a harsh 

term that's been used for them but such as “the dogs of hell”, that's been used to describe 

these extremists and these terrorists” (Student 2 – School C), which is similar to comments 

made in one of the Hadith by the Holy Prophet Hazarat Muhammad (PBUH) that “the 

Khawarij are the dogs of Hell (Sunan Ibn e Majah – Hadith 178)”. BPS (5) from school A, B 

and C believed that Islam is a peaceful and nonviolent religion, with one boy from school A 

stating, “It’s a religion of peace you can’t like fight, you need to be humble [and] respectful 

[...] we are here for peace not here for that [terrorism]”. This implies that BPS do not 

consider Muslims including British Pakistanis as equals to terrorists, though of course the 

7/7 bombers were British Pakistanis. Islam teaches humanity to live life peacefully as further 

claimed by him: 

 

“Islam also means to show respect to all human beings and respect their race, 

culture, [and religion], [even] if they’re Christians, [or] if they’re Hindus, respect all of 

them[and] even if they are not Muslims, treat them like brothers and sisters” 

(Student 2 – School A). 

 

It is worth noting here that student 2 has been quoted quite a lot in this section as he 

discussed broadly in relation to Islamic culture and extremism as compared to other 

students who discussed slightly different aspects in relation to Islam such as the media, 

morals and Ashura that have been included in further sections. Islam values all mankind, 

with one boy noting that an important aspect of their beliefs includes the need to “respect 

teachers as your second mum and dad” (Student 2 – School A). There is equality in Islam as 

it expects individuals to respect every religion as further stated by him: 

 



133 
 

“one of the beliefs in Islam is respect other religions firstly. Islam tells us not to hate 

any religion. Even if it’s a new religion, old religion, Hinduism, Sikhism, you should 

respect, you should respect every religion” (Student 2 – School A). 

 

An implication here is that Islamic extremists who might not follow Islam would be opposed 

to these beliefs. However, a general point made from both male and female teachers (7) 

from school A and B was that there are often a small number of people who drag down the 

reputation of all Muslims and similarly a small number of people are found in every culture 

and religion because terrorism is a part of every culture and every religion has its extremist 

offshoots. One male teacher from school B claimed that “extremism attached itself to our 

religion and our culture” (Teacher 2 – School B). 

 

Religions other than Islam are not associated with terrorism by the media as already noted 

in the literature review (Koehler, 2016; Peek, 2017; Iftikhar, 2017) and as highlighted by one 

male teacher from school B, who claimed that extremists like Right Wing fringe political 

groups (such as the British National Party - BNP) are also a part of British culture, and even 

though their extremism is not reported or depicted like Islamic extremism by the media 

“ultimately it is the same”. It is important to note that several comments by teachers and 

students across the three schools also reflected their concern at the lack of association (by 

the media and others) to the religion of Catholic and Protestant terrorists in Ireland and 

Northern Ireland, which contrasted with the negative portrayal of ‘Muslim’ terrorists. 

 

The media depicts a negative image of Islam by associating Islam with terrorism (as noted 

already in the literature review, for example Martin, 2013) as claimed by student 3 from 

school A that, “from Muslim [community] worst one the extreme [extremist] ones who do 

[terrorism] and they [the media] may think that all Muslims are like that”. She further 

claimed that negative perceptions of Islam and Muslims in the media resulted in racism and 

prejudice against Muslims, stating, “So, then they might think that why [are] you here, why 

you’re, where [is] your country and stuff like that?” (Student 3 – School A). A similar point 
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was highlighted by student 2 from school B, who believed that people react violently 

towards Muslims terrorist attacks and incidents without getting the exact information about 

these terrorists as she stated that “I just don’t understand sometimes why people they 

don’t educate themselves about what is actually going on and they just act recklessly”. The 

violent reactions of the public make BPS feel concerned about their family members around 

the country (see for example Brown et al., 2015) as she further stated, “Well, my sister does 

wear the hijab, and lives in London but I do get quite worried about her especially” (Student 

2 – School B). However, one boy from school B believed that they and their religion is not 

misjudged in school by their peers as a consequence of terrorism as their peers have a good 

understanding of them and their religion. Discussion around the impact of the media in the 

following section offers insight into whether or not media portrayals of issues like terrorism 

do have an impact on BPS or their peers and teachers towards them. 

 

4.2 Impact of the media   
 

In interviews, teachers (except from school C – see methodology chapter for details) were 

asked about the impact of the media portrayals (e.g. terrorism, migration) on their 

perceptions towards BPS. BPS (except from school C – see methodology chapter for details) 

were also asked whether they feel the impact of the media portrayals of particular ethnic 

groups when discussing issues like terrorism, migration, on others’ attitudes or behaviour 

towards them. However, to be noted here, perceptions of few students (2) from school C in 

relation to impact of the media naturally come up during conversation. Key themes that 

emerged in these discussions focused on: impact of the media on relationships between 

teachers and students, impact of the media on teachers’ perceptions, impact of the media 

on BPS and their peers’ perceptions towards them, impact of the media on society. 

 

There is certainty among all teachers in schools A and B that their perceptions of BPS are not 

impacted by the media portrayals (e.g. in relation to terrorism, migration) with one male 

teacher from school A claiming that “that [the media portrayals] don’t change my 

perceptions whatsoever” (Teacher 2 – School A). One female teacher from school A claimed 

that “I don’t think my perceptions are changed but I think other peoples’ might be” (Teacher 
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1 – School A). This suggests that the teachers in school A (that is very diverse) have had a 

good understanding of their Muslim students due to a regular interaction with them and 

this interaction could be a factor behind their claim that the media portrayals do not change 

their perceptions of this particular group. Teachers demonstrated different reasons for not 

being impacted by the media portrayals of this particular group (i.e. BPS) and this regular 

interaction is one of them. For example, one female teacher from school A claimed that she 

has a better understanding of this particular group rather than the portrayals in the media 

as she stated that “I rub shoulders more with Pakistani children, pupil in this school. I 

probably have a better idea of what is portrayed in the media” (Teacher 3 – School A). This 

indicates a positive recognition of BPS in school as two teachers from school B stated that 

the nature of the school is multicultural, where everybody has awareness of each other’s 

cultures, and BPS are not isolated because of the media portrayals. It implies that BPS are 

integrated and culturally included in school. Thus, these teachers are not influenced by the 

media as they are familiar with students from different ethnic backgrounds after interacting 

with those students regularly. This regular interaction may result in a strong bond between 

them that might be necessary for social cohesion. In line with this, teacher 3 from school A 

stated that the media portrayals may impact on teachers’ perceptions in White English 

schools as compared to multi-ethnic schools as cultural diversity is entirely understood 

within the multicultural environment of multi-ethnic schools. In contrast, in relation to the 

impact of the media, one male teacher from school B believed that people hopefully can see 

beyond old and outdated beliefs though these preconceptions probably still have some 

impact: “we have engrained perceptions that we are often not aware of, so I wouldn’t say 

that I’m sufficiently naïve to say it wasn’t, but I would hope not” (Teacher 1 – School B). 

 

Teachers (2) from school A and B believed that the media portrayals impact on teachers’ 

perceptions towards the media rather than BPS as stated by one female teacher from school 

A that “I don’t think the media influences what I think, perhaps what I see influences what I 

think of the media” (Teacher 3 – School A). It indicates that the media portrayals are not 

simply consumed by teachers but may be analysed in light of their own experiences. 

Similarly, one female teacher from school B claimed that her perceptions of BPS are 

impacted by the media positively rather than negatively because the media portrayals of 
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this particular group invoke her concerns towards the security of this group of students as 

“when I see the media when I see what’s going on, I’m more likely to be quite defensive of 

that group of students” (Teacher 4 – School B). In agreement, one girl from school B claimed 

that teachers remain concerned about BPS safety whenever they heard about any racist 

incident that occurred towards Pakistanis or Muslims due to these the media portrayals. She 

said that, “they would ask us [when] something did happen [to] a Pakistani like oh [are] you 

okay? We understand that this might have affected you” (Student 2 – School B). A support 

from teachers for Muslim students at schools can be perceived here. Another support could 

be, providing awareness to students in relation to terrorism as explained by teacher 2 from 

school B that the media portrayals of this particular group in relation to terrorism are 

discussed and debated between teachers and students in school to explore the 

misrepresentations within the media. However, student 2 from school B stated that 

teachers always try to keep students away from the media portrayals and if news 

discussions around terrorism or extremism arise naturally during conversations, then they 

provide information to students in relation to terrorism or extremism as well as about 

terrorists to protect students from the negative impact of these portrayals. A teacher from 

school A claimed that political issues particularly related to Muslims are generally discussed 

among staff and students within school A as “Muslims always remain in the headlines” 

(Teacher 2 – School A). For example, news related to the Muslims’ ban in the USA, 27 

January 2017 (BBC, 2017) were discussed between BPS and their peers in school. However, 

BPS’ peers reported having sympathy towards Muslims and raising their voices against 

Donald Trump’s (USA President) ban (see Yee, 2017, Penman and Cloud, 2018) as stated by 

one boy from school A: 

 

“So, they say “oh, that’s wrong, why they’ve done the Muslim ban”? Like it shouldn’t 

because there’s loads of innocent people like that should be allow [sic] to go there in 

the USA to get a better life, but they’re not allowed, they have done nothing wrong 

and Trump still ban[s] them” (Student 4 – School A). 
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Teachers from school A and B highlighted their concerns in relation to the negative media 

portrayals of Muslims. For example, one female from school A highlighted the concerns that 

they discussed during the Prevent training in school around students being drawn into 

terrorism through the media portrayals of British Pakistani girls, who left England for Syria 

to join ISIS as these types of stories might encourage other students to join ISIS: 

 

“I think it was last year, our head of year talked through some of [the] things. We 

were looking at various newspapers’ articles because when the three girls had gone 

to Syria, the three girls in London, I think it was, so, we were talking quite a lot about 

that case. One of the teachers was talking about a club that he was running sort of 

the Islamic group and there was of some concern about how that could be 

misinterpreted which was quite [an] interesting conversation” (Teacher 1 – School A). 

 

This implies that students can be easily influenced by headlines and other small pieces of 

information presented in the media. In line with this, a female teacher from school B 

claimed that “the young people because they don’t necessarily engage with the news, [so] 

they get that snapshot the bite, that sound bite the headline but don’t dig further” (Teacher 

4 – School B). Although teachers try to make sure that students look beyond headlines, this 

may not always work. This implies a negative impact of the media on students’ perceptions 

towards BPS. Nevertheless, these teachers reported addressing these issues and providing 

information to students to raise their awareness or enhance their understanding of 

Muslims. This shows that these teachers were very supportive towards BPS and their 

identity as Muslims. 

 

The same student further claimed that teachers enable students to understand that there is 

a specific group of Muslims who engage in terrorism in the name of Islam instead of all 

Muslims (as highlighted in previous section) that “the teachers tells [sic] students Oh, like 

look in the media like they lying about terrorism, they’re saying, oh, it’s all Muslims but not 

really [all Muslims] are doing terrorism” (Student 4 – School A). 
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There are various views from BPS (10) in relation to the impact of the media portrayals of 

issues like terrorism, migration on BPS or their fellow students towards them. For example, 

one girl from school A disclosed that the media portrayals in relation to Islamic terrorism 

had a negative impact on her as she stated that: 

 

“the news and the media show stuff about a Pakistani’s bombing [did] this and that 

and I just feel a bit upset about that. I just feel like a bit uncomfortable talking about 

stuff like bombing and I don’t want someone’s come to say to me, “get out of this 

country”” (Student 1 – School A). 

 

This shows uncertainty among BPS towards their British identity or their feelings of being 

British as these types of feelings may lead them to think about their status in Britain or 

perhaps whether other people see them as British or just see them as Pakistani or more 

likely simply as Muslims. She further claimed that she feels distressed when the media 

discusses issues like terrorism and migration as she said, “They do talk about like terrorism 

and migration stuff, but I feel offended” (Student 1 – School A). This aligns well with the 

findings of Awan and Zempi (2016). These feelings of distress were also shared by one boy 

from school B who said: “I just feel like really upset and I don’t really like seeing those 

attacks going on … or [when] extremism values are pin pointed into the Pakistani culture” 

(Student 3 – School B). This strongly implies that the media portrayals of Islamic terrorism 

have had a very negative impact on some BPS. 

 

While some BPS were upset by media portrayals of ‘Muslim’ as terrorists in contrast, 

student 1 from school A believed that sometimes the media depicts useful and informative 

news in relation to extremism/terrorism to provide an understanding about its negative 

effects. A slightly similar point was highlighted by one girl from school C, who claimed that 

the media has a positive impact on her as she learns a variety of cultures, religions and 

languages from television programmes. 
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When asked about the impact of media portrayals of Islamic terrorism on their non-Muslim 

peers, four BPS in Schools A and B believed that the media portrayals have no impact on 

their peers’ attitudes towards them. For example: 

 

“within school no one never talks about stuff like this; it’s more on the news and the 

media” (Student 2, F – School B).  

“it doesn’t do an impact [on] me [but] may be outside of the school, people may 

think, but in school I don’t ever get negative comments about the media [or] 

terrorism” (Student 3, F – School A). 

 

These students claimed that their fellow students understand that the media portrayals of 

Islamic terrorism do not imply that every Muslim is a terrorist and so they did not feel any 

nervousness about coming to school when the media portrayals of Islamic terrorism are in 

the news. However, this contrasted with one boy from school A who commented that BPS 

are questioned and mistrusted by a few of their fellow non-Muslim students in school. He 

said: 

 

“… some non-Muslim [peers] look at us [and say] “Oh you Muslim and you gonna 

bomb Britain?” They say, “why you Muslims bombing stuff? Why you look [like] 

bombing the stuff?” We [reply that we] “don’t know, we are not in charge of where 

they had [bombing], and we don’t know if they’re bombing stuff, we don’t know 

about it, so why [are] you asking us?” [Then] they ask [again] [and] we [reply that 

we] don’t know, [then] they [say] “you[re] lying you know everything [because] 

you’re a Muslim”” (Student 2 – School A). 

 

This implies that being a Muslim is enough for BPS to be called a terrorist by their peers. 
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Five BPS from schools A and B claimed that the media portrayals of Islamic terrorism do 

negatively impact on non-Muslims’ attitudes towards BPS (being Muslims) outside of the 

school in society (see for example Islamic Human Rights Commission, 2007). For example, 

student 2 from school B claimed that the media isolated them from the rest of society due 

to their different cultural practices whereas they are not isolated in school simply because 

of their Pakistani background. A negative impact of the media in society was also highlighted 

by one male teacher from school B, who claimed that the media can have a negative impact 

on people: 

 

“I think society can feel divided at times specially [at] times where you know [there] 

has been an incident of terror attack or whatever […] the media impact significantly 

with the way they portray those situations” (Teacher 2 – School B). 

 

Before moving on to the next section, it is worth noting that the data was collected at a 

certain point of time across the three schools which might impacted on student views in 

relation to the media. For example, there was no terrorism being talked about in the media 

when the data was collected from school C which might be the reason that students from 

this school were less likely to talk about these issues. Whereas, the data was collected from 

school A and B in 2017 which was a year of ongoing terrorism in and around the country 

(e.g. London and Manchester). The coinciding of the data collection with these high-profile 

terror incidents might have made the students from school A and B more attuned to talk 

about issues related to terrorism, and it might also have contributed to some students 

expressing anxieties that they felt.  

 

4.3 Prevent Agenda 
 

Teachers and students were asked different questions during interviews to explore whether 

or not there are different strategies in place to deal with the negative impact of the media 

on students through building their resilience as well as to safeguard students being drawn 

into terrorism by providing sufficient guidance and support in relation to online or internet 
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safety that is a key element of the Prevent Agenda (HM Government, 2011b). In addition, 

whether or not, British – FBV values are key values to build students’ resilience? Further 

discussions around the Prevent Agenda (HM Government, 2011b) sought to understand 

how teachers safeguard students in school from the negative impact of the media and 

extremist materials available online as well as how they deal with potential extremist views. 

In interviews, staff (except from school C – see methodology chapter for details) were asked 

about their views on, and training for, implementing the Prevent Duty (DfE, 2015b). 

Students (except from school C – see methodology chapter for detail) were also asked about 

their awareness of the Prevent Agenda (HM Government, 2011b, 2015) or Prevent Duty 

(DfE, 2015b). Key themes that emerged in these discussions focused on: Prevent training, 

safeguarding, online safety, British values to build resilience, and British values and Muslim 

identity. 

 

A general finding from teacher interviews was that they did not on the whole find the 

Prevent training particularly useful. This is in strong contrast with the findings of the Casey 

Report (Home Office, 2016). Staff, even within one school, seem to have accessed the 

Prevent training from a number of different places such as school meetings, training 

sessions, inside/outside of the school. This is surprising, as one would expect individual 

schools to have regular specific input in place in relation to this according to the 

government Prevent expectation for teachers (HM Government, 2015), and school policy 

which specified that the Prevent training was done on an annual basis. One female teacher 

(a part-time member of staff) from school A noted that she had not attended any specific 

training on this topic. One male teacher from school B mentioned doing online training on 

this topic, which was not particularly useful. Another male teacher from school B noted that 

this topic is only substantively addressed during induction for new teachers. In contrast to 

this, another teacher stated that she had attended two training sessions on the Prevent 

Agenda (HM Government, 2011b, 2015) within the last year in 2016 as this interview was 

conducted in July 2017. Given that there is a mandatory expectation that staff have training 

in this area (HM, 2015), this variety of experiences is quite surprising, and potentially sends 

very mixed messages about the importance of the Prevent Agenda (HM Government, 

2011b, 2015) or Prevent Duty (DfE, 2015b). However, the Prevent training is mandatory for 
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all staff according to school A’s Safeguarding policy document whereas school B’s 

safeguarding policy document makes the Prevent training an annual requirement and a log 

of this is centrally recorded. School C’s safeguarding policy document stated that 

safeguarding policy is implemented consistently by all staff as their principal duty with 

children. Explicitly, the Prevent Duty (DfE, 2015b) is a part of the safeguarding policy across 

the three schools. 

 

School C’s safeguarding policy document listed safeguarding strategies to promote child 

welfare by: initiating applicable work in courses set; providing knowledge of danger and 

vulnerabilities; performing early intervention; tackling concerns at initial stage; recognising 

and protecting children at risk or vulnerable by all staff; minimising possible dangers 

experienced by children being drawn into terrorism/radicalisation; recognising children’s 

individual requirements and planning projects to fulfil that; applying policies and strategies 

to protect children; and involving children/parents/organizations to protect children from 

risk of radicalisation or being drawn into terrorism. In contrast, when discussing the Prevent 

Agenda (HM Government, 2011b), strategies (informed by the case study teachers) to 

safeguard students (such as risk assessment like identification of early and progressive 

radicalisations, contacting school authorities, guidance on taking prevent actions, keeping 

an eye on students’ activities, reassurance of recording schedule report by the teachers and 

raising awareness of extremism/ radicalisation among students through the curriculum) 

were covered, some teachers (4 out of 7) stated that this is not something that they have 

felt they had to actively deal with themselves in relation to any particular students. This 

implies that the Prevent Agenda (HM Government, 2011b, 2015) or Prevent Duty (DfE, 

2015b) may be only understood as applying to those showing signs of radicalisation, rather 

than a more general pre-emptive set of strategies. Where safeguarding strategies were 

discussed, a distinction can be made between staff who focus on formal processes revolving 

around identifying concerns/risks and creating files, and those who focus on informal 

aspects. The former was discussed by two male and female teachers from school B, who 

listed the types of processes and paperwork they would engage with, to demonstrate 

compliance with the Prevent Agenda (HM Government, 2011b, 2015) or Prevent Duty (DfE, 

2015b). 
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According to safeguarding policy documents across the three schools, all staff and school 

are responsible to identify and report any concerns related to Prevent issues such as risk of 

radicalisation/terrorism to senior management/external agencies and Designated 

Safeguarding Lead/Prevent Lead/Single Point of Contact (SPOC i.e. headteacher) for the 

sake of children’s welfare. The headteacher as the key person in school C protects children 

at risk and ensures all staff are familiar with his role. School B’s safeguarding policy 

document highlighted that the Prevent Duty (DfE, 2015b) is described thoroughly within 

legal advice “Keeping Children Safe in Education” for schools and colleges. One male teacher 

from school A talked about how the Prevent Agenda (HM Government, 2011b) related to 

topics (such as essential life skills and critical thinking) which would be discussed openly in 

class during discussions around moral values. Interestingly, student (all from school A and B) 

views did not seem to recognise that they have been given guidance to identify and 

challenge potentially extremist views.  For example, student 3 from school B said that “we 

haven’t had much discussion about this [challenging extremist views] with teachers but 

personally, I would challenge this”; though another student from school B did claim that 

teachers have discussed extremism with them as has been highlighted earlier within the 

impact of media section that teachers and students’ have discussions around extremism to 

safeguard students from negative media representations. Despite these contrasting views, 

there was uncertainty among all students about this as students were not sure that teachers 

enable them to challenge extremist views as well as there was not a clear response about 

getting guidance to challenge extremist views. 

 

In relation to safeguarding duties, which are highlighted by the Prevent Agenda (HM 

Government, 2011b), one male teacher from school B expressed a certain level of 

discomfort with the Prevent Duty (DfE, 2015b) particularly to assess students being drawn 

into terrorism, saying: “Well, I’m a teacher not a police man or a spy” (Teacher 1 – School B). 

The language used also hints at a level of discomfort given how this aspect of the job might 

impact on the relationship between student and teacher. It strongly agrees with similar 

sentiments expressed in the literature (Richardson, 2015; NUT Conference, 2016, Bhopal, 

2018). However, all staff are generally responsible for this according to school policy 

documents in all three schools. In line with this, school B’s safeguarding policy document 
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stated that guidance in relation to safeguarding strategies is provided to all staff during their 

induction period to protect children particularly the disabled and those believed vulnerable 

from the risk of radicalisation. Furthermore, according to this policy (School B), there have 

been local attempts to radicalise vulnerable children by radical groups to keep radical views 

(School B policy). School B’s safeguarding policy specified that radical groups encourage 

vulnerable children to adopt a harsh belief against diversity that resulted in their everlasting 

vulnerability. Further to this, exploitation of vulnerable children in order to radicalise them 

and involve them in extremist activities is the contemporary threat to the UK from terrorist 

groups (School B’s safeguarding policy). However, teachers in general did not identify any 

instances of extremist views/ideas emanating from students, though this is qualified by a 

few (2) teachers from school A and B, and one of them noted that “kids like to test 

boundaries” (Teacher 4 – School B) whereas the other one believed that there is not any 

guarantee of students having extremist views as “they might just keep those views to 

themselves”. This potentially brings us back to the quote about teachers being spies: to 

what extent do we expect them to take a potentially intrusive interest in students’ views? 

 

School policy documents (i.e. E-safety and ICT acceptable use policy) in relation to online 

safety across the three schools support students to use technology securely, sensibly, 

respectfully and only for learning purposes. Students are educated about internet safety 

including social media and trained in the use of computing systems at each school. This type 

of education is provided as a part of the curriculum in school C where students are educated 

to identify and inform about risky material, subject, reference, and attitudes which could be 

interpreted as supporting terrorism. They are also enabled to safeguard their online identity 

and confidentiality as they are taught different ways to report concerns in school C. In line 

with this, staff (6 teachers except from school C – see methodology chapter for detail) 

disclosed that they equip students to stay safe online with the aspects of online safety 

through teaching as well as by providing them sufficient knowledge about internet safety in 

different lessons such as tutor time, ICT, PSHE, and SRE lessons. One female teacher from 

school A discussed this in some detail: 



145 
 

“that’s obviously addressed to those lessons, but it’s also addressed in tutor time as 

well. So, in registration, the students come, and you have sessions all about that, so 

we look at, so today with my tutor group we looked at bullying, and how that can 

take place online and we watched the video which is all about something that 

happen[ed] to [a] young man who was 17 and how he felt bullied online. So, just kind 

of talking about what had happened and what can be done and those kinds of things. 

So, something we do talk about on tutor time” (Teacher 1 – School A). 

 

This quote is illustrative of how the Prevent Agenda (HM Government, 2011b) issues can be 

included alongside other PSHE and/or tutorial topics, such as bullying, which clearly can 

overlap. The extent to which the Prevent Agenda (HM Government, 2011b) can overlap with 

more general safeguarding measures may explain to some extent students lack of 

awareness that they have engaged with prevent-related teaching. 

 

Staff (4) from school B highlighted how online access in schools monitors and restricts 

certain materials such as websites that contain terrorist or extremist material. In line with 

this, school C’s policy document stated that it is the ICT manger’s duty to block access from 

potential risky websites. Accordingly, an awareness in relation to online risks is provided 

through school assemblies where sometimes speakers are invited to give awareness to 

students in relation to this (School C – Policy document). One male teacher from school B 

does note that this is not always easy however – while teachers can highlight trustworthy 

websites, it is not always possible to keep up to date on everything – every social media 

platform, every website. Students (8 – except from school C – see methodology chapter for 

details) noted that they have been given this guidance. One girl noted: 

 

“I know like this we have an assembly about like how you obviously shouldn’t believe 

everything you read over the news or social media or people who come across as a 

person who may be young or old you can’t trust them because you don’t know if it is 

right or wrong” (Student 3 – School A). 
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In addition to providing guidance on about the reliability of internet sources, BPS (8) from 

school A and B claimed that staff also talk about the truthfulness of general media content. 

For example, “Teachers say that not everything on social media and different media is true” 

(Student 2 – School A). One boy from school A claimed that teachers draw attention to the 

negative image of the media by stating that people generally rely on print or broadcast 

media to get information; however, some BPS (5) claimed that teachers make them 

understand that the media might depict false news and mislead people e.g. “they [the 

media] might lie, they might say “O this happened, that happened”, but it didn’t really 

happen” (Student 2 – School A). Further to this, the same student claimed that teachers 

inform students that the media also depicts negative portrayals of religion that should not 

be believed. It is presumed that this good practice will also apply outside of the classroom. It 

is worth noting here that E-Safety commentary in policies across the three schools is very 

general and the main focus is on cyberbullying, which is not very strongly related to the 

Prevent Duty (DfE, 2015b) (though obviously relevant to bullying more generally).  

 

4.3.1 British Values to Build Resilience 

 

School B’s safeguarding policy document stated that the Prevent Duty (DfE, 2015b) to 

protect children from being drawn into terrorism must be perceived beside the school’s 

duty of promoting fundamental British values to build students’ resilience to radicalisation. 

School C’s safeguarding policy document specified that: 

 

“Essential to this school is fundamental British values of Democracy, Rule of Law, 

Equality of Opportunity, Freedom of Speech and the rights of all Women and Men to 

live free from persecution of any kind”. 

 

This policy further stated that both pupils and staff are given the right to express their views 

openly, though this must correspond with British values. They are prepared for 



147 
 

contemporary Britain by being told/educated to embed their lives into fundamental British 

values. Alongside this, they are provided opportunities for developing skills, ideas, attitudes 

and awareness to support their protection and welfare. However, interview data disclosed 

that discussions around British values were clearly a topic of contention for all interviewed 

staff from school A and B except one teacher from school C. To be noted here that the 

discussion around British values carried teachers’ perceptions from school C as well. It is 

clear that teachers (7) have varying interpretations of what “British values” means. They (7) 

do not simply repeat the ideas stated in part 2 of the Teachers Standards (DfE, 2012) as 

teacher 3 from school A stated that they were “not altogether sure what British values are 

to be honest. Do you have a list somewhere”? This echoes discussion around this concept 

that has emerged in the literature (e.g. Farrell and Lander, 2018, Janmaat, 2018, Maylor, 

2016). Students (5) from school A and B claimed that teachers never talked about British 

values and they perceived it to be a controversial topic. Teacher 1 from school B broadly 

criticized the agenda of British values by highlighting its very narrow anti-terrorism focus 

which does not capture the multi-faceted history and reality of life in Britain (see also Elton-

Chalcraft et al., 2017, for example). Teachers (except one from school C) do not think 

adopting British values can help BPS to integrate into British society. The teachers’ position 

rather seems to stem from a position whereby they should provide students freedom of 

choice to practice any culture in a positive way and do not try to change them into British 

people as stated by one female teacher from school A that: 

 

“it’s also important to recognise what we are as a school [a multi-ethnic school] and 

to recognise all of the different communities that we have in this, within the school 

and I think it’s also about appreciating the both aspects [British and Pakistani] of 

their cultures” (Teacher 1 – School A). 

 

BPS (4) from school A and B on the whole thought that teachers understand their dual 

identity as British Pakistani and accept their position in the middle of both cultures as “they 

know it’s hard for Pakistanis to change to fully British things” (Student 4, school A) and “they 

say you can be whatever you want to be” (Student 3, school B). This topic will be returned 
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to in a later section on culture (e.g. differences between culture). It could be concluded that 

students in this position, with strong ties to both Pakistani and British cultures do not need 

British values-based drives in school to build their resilience against extremism. 

 

Discussion around British values included a more nuanced discussion of what British values 

means to BPS (6 – except from school C – see methodology). There seems to be differences 

in students’ responses regarding adoption of British values to feel included across the both 

schools (A and B). Student 2 from school A stated that “living in Britain, we have to act like 

British”. He further claimed that if they will adopt the British culture or lifestyle then Britons 

will accept and trust them otherwise, “You are not gonna [be] accepted; … you gonna [be] 

abused a lot, abused by Britons”. Student 3 from school A stated, “You don’t have to follow 

the values of Britain to be a British, their values are, they are important obviously for them; 

you don’t have to do anything to be British”. It can be presumed here the tensions around 

the extent to which citizenship of a particular state has any statutory 

requirements/expectations; all you have to do to be British is to be born/live there. This is 

perhaps the strongest statement highlighting that there is no real clarity amongst BPS about 

what British values means. In addition, it is clear that students often interpreted British 

values as a synonym of British culture. 

 

There seems to be differences within and across the schools in relation to this topic. Many 

teachers seem to focus on practicing the idea of multiculturalism and moral values rather 

than British values to build resilience in a multi-ethnic school as they think British values do 

not provide a guarantee that students are not being radicalised.  
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4.3.2 British values and Muslim identity 

 

Within commentary around the relationship between British Values and individual identity, 

it is clear that ‘British values’ is a complicated term that is highly controversial with one male 

teacher from school B stating: 

 

“I have very strong issues with the term British values. I don’t think it’s an area we 

should be pursuing in policy and so I don’t think that whether or not someone is 

Muslim has any bearing on whether there are British values” (Teacher 1 – School B). 

 

Thus, British values are not perceived, at least by some, to be a barrier for any identity; one 

can be British regardless of religious denomination. Identity, it would seem, is not affected 

by British values as these values are quite similar with those values that every culture or 

religion holds. For example, teacher 2 from school C believed that British values matches 

with the teachings of Islam as there is already a strong belief that the Islamic belief is 

nonviolent with student 1 from school B, stating “they’re not really Muslim anyway cos 

there is not whatever really says in the Quran to kill for no reason”. However, teacher 2 

from school C further claimed that “we acknowledge everybody is free to live life according 

to their religious beliefs but if it impinges on British values then British values are the main 

things that we follow”. She further claimed that British values can promote equality and 

reduce the impact of cultural and religious difference in society. It seems that she is the only 

one (from all staff across the three schools) who supported British values. 

 

There was uncertainty among staff (8) across the school A and B, and one from school C 

about whether the identification of BPS as Muslims makes them different. Teachers (5 – 

across the school A and B) stated that BPS identification as Muslim does not exclude or lead 

to those students standing out from the rest of the students within school. However, one 

female teacher from school A claimed that BPS preference to use images related to 
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architecture during art lessons make them stand out from the rest of students in the 

classroom as BPS prefer to bring images related to Islamic architecture e.g. Taj Mahal. 

 

There was also some hesitation among teachers about the connection of BPS’ Muslim 

identity with British values as two female teachers from school A and B stated that they are 

not sure how BPS Muslim identity relates to British values. This uncertainty was 

underpinned by their confusion about the term ‘British values’ as one said, “British values is 

so tricky isn’t it? It’s like you know [the] buzz word at the moment and I’m not sure, I don’t, I 

don’t know how it does to be honest” (Teacher 4 – School B). 

 

Teacher uncertainty may also have accounted for three teachers from school A and B not 

answering this question, and one male teacher from school B claiming that being British, 

BPS are not supposed to be a target group of British values. It can be presumed that they 

might not be willing to engage with politically/personally sensitive topics e.g. either they 

may not reflect on and attempt to distinguish between students, based on 

ethnicity/religious affiliation or they may do either consciously or unconsciously have 

perceptions/biases that they do not want to talk about. 

 

In summary, this chapter provided an interesting insight into the extent to which students 

and teachers feel that their views on Islam, and British Pakistani students are impacted by 

the media. It demonstrated a clear awareness of the distinction between the Islamic faith 

and terrorism. It also served to highlight tensions in relation to the implementation of the 

Prevent Agenda (HM Government, 2011b), and the debate around fundamental British 

values.  
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Chapter 5: Results – Culture and Identity  
 

This chapter explores BPS’ dual identity and the two cultures that are presumed to inform 

their individual identity. BPS were asked about how the potentially dual nature of their 

identity as both British and Pakistani impacted on their experiences in school. Teachers 

were asked what BPS feel about their native culture and how they identify themselves as 

well as how they manage their dual identity. Teachers were also asked about what 

differences, if any, they noticed between British and Pakistani cultures to get some insight 

into how much they know about their students’ native culture. Key themes that emerged in 

these discussions focused on: cultural identity, Pakistani culture, cultural differences, and 

carrying two cultures. These key themes are discussed to indicate how the British and the 

Pakistani aspects of BPS’ identity impact them, and how they report that how others treat 

them. 

 

Before commencing it is important to state that the culture and identity teacher findings 

discussed in this chapter relate to school C only, as teachers in school A and B were not 

asked about BPS’ identity. This is because some questions from the pilot study interview 

schedules (answered by school C) were not included in main study interview schedules for 

reasons set out in the methodology chapter. Comments on this topic from other schools 

derive from when the topic came up in response to other questions, rather than responding 

direct questions on the issue. 

 

5.1 BPS cultural identity and sense of belonging  
 

BPS feel proud to identify themselves as British Pakistani; this view emanated from a 

majority (11) of students. Teachers’ views from school C seem to agree with this finding as 

both female teachers from school C (a girls’ school) believed that BPS identify themselves as 

British Pakistani, and that they feel proud being both British and Pakistani. This could be an 

example of dualism in action or maybe of sociocultural, civic and psychological integration 
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as argued by Merry (2013). However, a small number of BPS (2 – boy/girl) identified 

themselves as Pakistani and stated that their parents also identified them as Pakistani. This 

is clearly an example of voluntary separation as argued by Merry (2013, p.4) who claimed 

that there are many voluntary or involuntary causes of segregation (which can be labelled 

alternatively as pragmatic or responsive separation) behind individual preferences or 

choices: 

 

“most Sikhs, for example, actually prefer to live near other Sikhs (in Punjab or in the 

Diaspora) for the same reason that other groups do, even if and when segregation is 

one of the consequences”. 

 

Some interesting remarks related to identity were also found during analysis. For example, 

one girl from school C claimed that: 

 

“if I'm asked [and] my friends are there, I'll say I'm British Pakistani but when I’m at 

home, I'll say, I'm Pakistani because that's my parents [ethnic background], so, in 

general, I'm Pakistani” (Student 4 – School C). 

 

It indicates that this student practices a fluid identity (see Race, 2018) that enables her to 

change her position according to the situation between her two identities, and deal with her 

home and school culture; thus, reducing a potential clash between home and school. The 

same student further stated that studying in an English school and within the British culture 

does not mean that she needs to change her identity or that the school acts as a barrier to 

practicing her native culture, as she stated that, "I come to school [and it] is not like they tell 

us “oh, you can't follow Pakistani culture”, I’m still a Pakistani” (Student 4 – School C). 

Interestingly, the strong feeling of belonging with her native culture would seem to 

undermine the claim made by one female teacher from school C that a “majority of them 

are British because I think they are” (Teacher 2 – School C). She claimed that the younger 

generation of BPS as compared to older generations of BPS do not have an intense 

connection to Pakistan as they (BPS) feel great pride to be British. This aligns with the views 
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of Schwartz and Zamboanga (2008). However, BPS she taught 10 years ago in the same 

school considered themselves to be simply Pakistani. 

 

Another interesting remark related to identity was found in school A where one girl asked, 

“what has my religion got to do with you?” Then stated: “this is who I am. This is what my 

religion is” (Student 3 – School A). This comment reflects a strong bond in this student 

towards her native culture. 

 

A majority of BPS (8 – who were born in England) believed that their identity means they 

belong to two different countries, Britain and Pakistan and they have both cultural aspects 

in their identity. One boy from school B who was born in Pakistan and came England in his 

childhood stating that: 

 

“I was born in Pakistan. So, firstly I personally I would identify as a Pakistani but 

sometimes I could say, as a British Pakistani, cos I can get into their values 

sometimes. It means I’m like proud to be from a different culture and looking at life 

from a different perspective” (Student 3 – School B). 

 

This implies that BPS do not feel pressure by carrying a dual identity or culture. This idea will 

be explored in detail in section 5.3.2. 

 

Some BPS seemed uncertain about the impact of their identity on their behaviour. A few 

students (3 –girls/boy) from school A and B stated that their identity has influenced their 

behaviour since they feel themselves to be different compared to other British people and 

behave differently. This highlights the complexities in identity that Tajfel and Turner (1979) 

explored. One girl from school B said that, “I’m not as normal as normal British people, it’s 

different to me” (Student 2 – School B). Some (5 – boys/girls) other students from school A 

and B stated that their identity has no impact on their behaviour as “it doesn’t make a 

difference” (Student 4 – School A) whatever identity they have and “I don’t think it impacts 

in any way. I [don’t] behave in a negative way” (Student 4 – School B). This may imply that 

those students who have integrated well their native culture into British culture may have 

less complications to deal with as compared to those who found it difficult as integration of 
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one culture into another culture may reduce the differences with the passage of time. 

Another interpretation of course is that they are not aware that as British Pakistanis they 

may have a different outlook to white British students. 

 

BPS (seven – both boys/girls) from school A and B claimed that a sense of Britishness or 

belonging to Britain, being born in Britain and having British food, technology, dressing or 

behaving like Britons and following British laws are the British aspects in their identity. One 

boy from school A said, “In Britain, you didn’t follow Pakistani rules; you follow British law. 

Pakistani things will belong in Pakistan but in Britain you wouldn’t, I can’t think about 

anything” (Student 4 – School A). Another boy from school A claimed that: 

 

“I was born up here, so I know how the environment is here. So, if I went to Pakistan, 

live there, I wouldn’t really know what I am. I’ll be lost because I don’t really know 

what to do because I wasn’t born there. I wasn’t born up there, I was born up here” 

(Student 2 – School A). 

 

This student explicitly perceives Britain as his home country instead of Pakistan and the idea 

that he would feel out of place if he was to move to Pakistan is particularly striking. This 

view was shared by another student who said: “no one can say to me go back to your own 

country cos this [Britain] is my country. I was born here” (Student 3 – School A). This claim 

strongly highlighted the idea that despite having very strong connections with their native 

culture BPS consider Britain as their home. 

 

BPS in school A do not feel isolated in their school which has an average number of minority 

ethnic students as discussed in the methodology chapter. One girl from school A stated that 

“I feel like confident in the school cos it’s not just me whose learning as British Pakistani it’s 

other British Pakistanis too” (Student1 – School A). Similar views were also found from 

students in school C which is predominantly BPS. Having a BPS community within schools to 

support BPS cultural identity within schools would seem to be important as BPS (7 – 

boys/girls) from school A and B who were born in Britain and one boy who was born in 

Pakistan claimed that they do not feel miserable and isolated in school as they feel a part of 
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Britain and British society and have a strong sense of belonging to Britain. However, further 

discussion with BPS and their teachers around Pakistani culture indicates also a strong sense 

of belonging to Pakistan among some BPS.  

 

5.2 Pakistani culture 
 

All BPS (who were born in Britain except one who was born in Pakistan) from all three 

schools have a strong sense of belonging with their native (Pakistani) or home culture as 

revealed by one boy from school A that “[Pakistani culture] is in me because I wear the 

Pakistani clothes, eat Pakistani foods. I have, I still have that culture or background that is 

Pakistani” (Student 2 – School A). This implies that despite being born in Britain, culturally, 

they also view themselves as Pakistani. This may be due to the parental influence over their 

personalities. However, a majority of students (8) from all three schools visited Pakistan in 

their childhood which strongly implies that their understanding of their native culture has 

been informed by their parents and relatives.  One girl from school C stated that “I don't 

know how anyone lives there [Pakistan] but we do phone them. So, then we get information 

[about Pakistani culture] by phone and everything” (Student 5 – School C). Teacher 1 from 

school C seems to support this by claiming that Pakistani culture is quite deeply embedded 

in BPS through their families and friends and they have firm beliefs linked to their native 

culture (see Government of Pakistan and Ministry of Information, Broadcasting and National 

Heritage, 2013). However, teacher 2 from school C claimed that some BPS might not like 

being Pakistani as they (BPS) frequently use the derogatory word ‘Paki’; however, the rest of 

them feel proud of their Pakistani culture. The reason behind their use of word ‘Paki’ will be 

explored further in the prejudice reduction section within the multiculturalism chapter. 

 

Pakistani cultural beliefs according to BPS (11 – both boys/girls) across the three schools 

inform how to be a good human being and how one should live life according to Islam (see 

Atique, 2012). It can be felt that there is a simple connection between their religion and 

Pakistani heritage as for them, being Pakistani is equal to being Muslim. BPS (11) from all 

three schools believed that Pakistani culture teaches to give respect to everyone regardless 
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of differences. One boy from school B claimed that “Islam brings a lot of humanity” (Student 

3 – School B). 

BPS (10 – both boys/girls) from all three schools demonstrate a good awareness of their 

native (Pakistani) culture. For example, they stated that Pakistani culture involves history 

(historical backgrounds, family backgrounds, family terms, traditions, beliefs, rules and 

regulations), etiquette (honesty, humanity, values, kindness, giving charity, helping 

neighbours and good behaviour towards all human beings), and culture (festivals, foods, 

dresses, sports, languages) as quoted below: 

 

“It involves like respecting people, respecting other religions not being rude and 

disrespecting them. It also teaches you like manners and how to be a good person. It 

teaches me to follow my religion and to help people like give money to each charity” 

(Student 3 – School C). 

“I think [Pakistani culture] involves just being grateful, respecting and being generally 

kind, nice to other people around” (Student 1 – School B). 

 

Two female teachers from school C also claimed to have a good level of awareness of 

Pakistani culture as according to them the school has a very high percentage of BPS students 

that enable them to have a better understanding of their native culture. However, they still 

try to know more about their culture as claimed by teacher 1 from school C that “there is 

always room for improvement for understanding”. Teacher 2 from school C claimed that 

teachers make every effort to understand their (BPS) culture whereas teacher 1 from school 

C claimed that not only Pakistani culture but also different cultures are explored and 

supported in school. Teacher 2 from school C, who is Indian, believed that she shares a 

cultural background with BPS. She noted that she can speak their native language which 

enables BPS and their parents to communicate easily and discuss their matters with her 

comfortably. On the other hand, teacher 1 from school C has knowledge of the do’s and 

don’ts in Pakistani culture as she has shared experience of their cultural or religious 

boundaries during her PE lessons e.g. limited interaction between genders as she said that “I 

think it [Pakistani culture] is what they're allowed to do and what they're not allowed to do. 

So, especially with PE or mixing with boys and stuff like that”. Teachers in general make sure 
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that BPS culture is supported and embraced within school according to teacher 2 from 

school C. 

 

Two girls in particular from school B and C, who were born in Britain believed that Pakistani 

culture neither influenced their lifestyle, attitudes or behaviour nor directed their actions 

with one girl from school B stating that: 

 

“I don’t think necessarily Pakistani culture and my Islamic background mixed 

together but they do affect each other and especially in Pakistani culture it does; they 

[Pakistani culture and religion] don’t really affect each thing in my life. They[’re] kind 

of separate things but they kind of affect each other” (Student 2 – School B). 

 

A similar point was highlighted by student 4 from school C that culture does not have a big 

impact on her attitude as she mostly focusses on her parent’s beliefs rather than Pakistani 

culture as she said that “I just follow like what my mum does”. This implies that this student 

is strongly influenced by Pakistani culture that is practiced by her parents. It can be 

presumed that some students might not be aware that they are indirectly following their 

native culture that is based on the religion Islam. Alongside this, it can be argued that the 

mosque plays an important role in BPS’ life as student 5 from school C claimed that she 

follows what her mosque teacher teaches her, and she listens the most to her mosque 

teacher after her parents. The mosque teacher teaches her the importance of parents in her 

life and hereafter by guiding and providing information as she stated that “she tells you that 

you have to respect your parents because in the next life you will not have any parents. So, 

we have to be clear that we have [to respect] them right now”. 

 

5.3 Cultural differences  
 

Three girls from school A and C and staff (8) from all three schools believed that Pakistani 

and British cultures are different. One female teacher noted that: 

 

“a lot of Pakistani traditions have [included], some of them never become part of 
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British culture. It depends how you defined British culture what actually means to me 

a mix of different cultures, but I suppose cultural differences [are]dress, food, 

[cultural] ceremonies, and religious ceremonies” (Teacher 1 – School A). 

 

This teacher highlights the perceived incompatibility of Pakistani culture with British culture 

which supports views highlighted for example, by the Pew Research Center (2011) to some 

extent, and consistent with this, one boy from school A claimed that: 

 

“you have different [cultures] and you [Pakistani] can’t do this, Briton can’t do this. 

They are not the same but the similar [...] both [of cultures] have lots of [both] 

Pakistani [and Britons], we have lots of Pakistani here [in British culture], we have 

lots of Britons in Islam [or Islamic culture]” (Student 2 – School A). 

 

This student highlighted the Islamic culture for Pakistani culture, and also diversity in British 

culture/Britain. British culture means a mixture of different cultures as nowadays British 

culture incorporates a lot of diverse cultures. To support this claim, teacher 2 from school A 

stated that British culture is quite diverse and has greater diversity compared to Pakistani 

culture. Interestingly, the diversity identified in British culture by this male teacher is 

contrary to British values as British values do not recognise the fact that Britain is culturally 

diverse. Moreover, in relation to the differences between British and Pakistani cultures, one 

female teacher from school C claimed that defining the differences between British and 

Pakistani culture is quite difficult as “there are different groups within the cultures” 

(Teacher 1 – School C). Clearly, this teacher identifies that Pakistan is home to diverse 

subgroups (e.g. Punjabi, Baloch, Sindhi, Pashtun, Kashmiri, Brahui, Saraiki, Muhajir and some 

other ethnic minority groups such as Hazara and Burusho). 

 

According to all teachers except one, there are cultural (food, dress, festivals, background, 

parental involvement, family genealogy, family structure or system, educational and 

differences related to perspectives) and religious differences (religious ceremonies, religious 

observances and religious beliefs) between British and Pakistani culture. If they can easily 

list off these differences, they must be really very different. This is positive as teachers (8) 

from across the three schools have a good awareness of both Pakistani and British culture 
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and the differences between these cultures which implies that BPS’ cultural and religious 

differences are acknowledged and understood by their teachers according to the definition 

of multiculturalism provided by Banks (2008, 2019). 

 

BPS (3) from school A and C also highlighted a list (the further discussion is the explanation 

of this list) of differences such as security, educational, lifestyle, cultural values, laws, foods 

and dresses, buildings, and environments. One girl from school C claimed that certain village 

areas of Pakistan have very bad conditions such as electricity shortages, inadequate 

schooling, lack of basic facilities or infrastructure and education. She claimed that “it doesn't 

matter if you like didn't go to school there” (Student 4 – School C) which suggests that not 

living in Pakistan is not an excuse for BPS not to understand living and education conditions 

there. One girl from school A stated that there is not much security in Pakistan as compared 

to England, “it can’t be here dangerous, so, you know how the security, you have here 

[England] that but there’s [Pakistan] [is] not like that” (Student 3 – School A); though she has 

never visited Pakistan which implies that her understanding has been informed by her 

parents’ experiences or knowledge. Similarly, one boy from school A highlighted the 

difference of law between these countries by stating that “if you are 14 or 15, you can drive 

a car but here [Britain] you have to be over sixteen to drive a car in your licence” (Student 2 

– School A). This implies that this student focused on issues that are most relevant to him. 

BPS (6 – boys/girls) across the three schools claimed that language is the main difference 

between both cultures, in agreement with others highlighting the key role of language (for 

example BBC, Online, 2016). One girl from school C highlighted a consequence of a group of 

students taking advantage of their mother tongue; she disclosed that Urdu was banned in 

her previous primary school due to the misuse of this language by students as she claimed, 

“Pupils used to swear in Urdu, they take it [as] an opportunity to swear” (Student 2 – School 

C). 

 

One key area of cultural differences between Pakistani and British culture highlighted by 

teachers and BPS was education. Interestingly, this related to Pakistani parents’ educational 

expectations for their children, particularly daughters. One teacher from school C stated 

that some BPS are not motivated by their parents towards getting a good education and 

that this resulted in them lacking motivation claiming: “I'm gonna be a house wife, I don't 
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really need English lessons, so I don't need a very good education” (School C – Teacher 1). 

However, this contrasted with parents who prefer their daughters to go onto higher 

education and this was reflected in those BPS who “want themselves to go [for] higher 

education and be doctors and lawyers” (Teacher 1 – School A). These differing expectations 

indicates that some BPS parents carry their Pakistani cultural beliefs with them which may in 

part be informed by their own educational experiences with some BPS students coming 

from illiterate families who do not value education and are unable to support their 

daughters’ education, and some being more conscious about their daughters getting an 

education. A teacher in School C stated: 

 

“A lot of our girls don't get that support because their parents themselves might not 

have been to school, might not feel very confident about schooling, and therefore I 

really, I am proud of the girls who do well because most of them are doing well 

without [getting] support from [their] home. [It’s through] their own, hard work and 

what support we give them” (Teacher 2 – School C). 

 

The accuracy of BPS girls not receiving educational support from home is questionable as 

teacher 2 contradicted herself as she also argued that BPS receive educational support 

through their extended family system, and this was support which was considered to be 

“very different from the British nuclear family system” (Teacher 2 – School C). 

 

One difference from a cultural point of view was highlighted by teacher 1 and student 2 

from school C, who believed that there are restrictions in Pakistani culture in terms of 

freedom of lifestyle. For example, according to them, BPS are more restricted by their 

parents than WBS (White British Students). Teacher 1 from school C claimed that BPS are 

not given freedom to hang out or play with their friends particularly BP girls, who are strictly 

restricted to participate in night-time outdoor sports. She believed that these kinds of 

restrictions may have a negative impact on them and keep them away from integration into 

British society. It can be argued that this is controversial as children sometimes need 

boundaries which are important for their protection especially in their teenage years and 

integration into British culture does not mean that they should forget their own values 

particularly religious values that also have some boundaries for them. It can be presumed 
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that every culture and society has more and less boundaries to follow. However, student 2 

from school C claimed that her parents are not like other children’s parents who do not 

understand their children and restrict them and particularly put restrictions over a girl like 

“no you can't do this because you're like a girl or you shouldn't be doing this”. She perceived 

these restrictions or boundaries from a different perspective as she claimed that there are 

differences in raising a child in both Pakistani and British culture as Pakistani parents raise 

their children according to Pakistani values which are different to values in Britain. She 

stated that: 

 

“sometimes how parents might raise their kids might be a low bit different to 

western values and then they have Pakistani values e.g. I wouldn't be allowed 

personally to be out at 7 O'clock, 8 O'clock at night just cos my mum and dad will say 

you know it's not quite right, but a lot of my friends have. [They will be like] O' it's 

goanna come to my house, that's all at 8 O'clock and I'll be like NO, you don't know 

my mum? So, it is stuff like that I think she [mum] looks at the things differently” 

(Student 2 – School C). 

 

One can presume that hanging out with friends at night might be normal in British culture. 

However, she prefers to stay at home according to her parents’ desire as she thinks that 

they are more experienced than her as she said that “I understand where they’re coming 

from because they've seen stuff that I haven’t seen, and I don't mind” (Student 2 – School 

C). Being a Muslim, the researcher believes that these restrictions (e.g. not hanging out at 

night as discussed above) are actually boundaries in Islamic culture that may perceived 

restrictions by some non-Muslims e.g. wearing the hijab is perceived oppression of women 

whereas it is a religious boundary that is pretty normal to follow in Islamic culture. Thus, the 

one odd thing in one culture could be appropriate in another culture (see Boles, 2006) and 

this is the understanding that Banks (2008, 2019) argued for in his philosophy and model. 

 

5.3.1 Faith and Identity  

 

From a religious point of view, faith and identity are synonymous in Pakistani culture rather 
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than British culture (see Atique, 2012) as stated by one female from school A that: 

 

“I think that is part of their identity, isn’t it? It’s your faith and your identity are 

almost the same thing whereas in Britain you can be born here and raised here but 

sort of not have a faith” (Teacher 3 – School). 

 

Britain is predominantly a Christian country, with the culture informed by that religious 

ethos and traditions. One can presume that religion is central in Pakistani culture and 

Pakistani culture revolves around that religion. However, one student seems not to support 

this claim as she claimed that Islam is not really a main thing in Pakistani culture as Pakistan 

was made in the name of Islam, though Pakistani’s do not strongly follow the Islamic faith. 

She broadly criticized the practice of Pakistani culture, stating that Pakistani culture has 

changed as its looks like a mixture of both western and eastern culture. She further claimed, 

based on her experience that people in Pakistan look like people in Britain as: 

 

“everyone's like so chill and like just in sleeveless shirts and I went to the beach and 

everyone’s you know there's not like [purdah thing and I was like] WOW because the 

way my mum is describing I thought there is quite you know uptight with its sort of 

views on may be western clothing or styles and I went [thought] NO, these peoples 

are same modern” (Student 2 – School C). 

 

She claimed that modesty is not found in Pakistani culture anymore as it is westernized 

now. She further claimed that “western media is dominating Pakistan more and more and 

people are really interested [in] that sort of road” as people in Pakistan are following the 

culture or fashion demonstrated by Hollywood. It may be that this is the case of certain 

urban areas in Pakistan. The views from this particular student are very interesting and have 

been used more than other students in this and other sections as actually this student 

talked more about these issues as compared to other students. 

 

British and other cultural values including Pakistani cultural values have been merged by 

interacting with each other despite the differences between them (see for example Celik, 

2012) as claimed by one female teacher from school C that “I've lived more and more in this 
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country so that my values and the British cultural values sort of merge and then there are 

changes over time” (Teacher 2 – School C). This is positive as it shows integration into British 

culture and society. Following, discussions around ‘carrying two cultures’ with BPS and staff 

disclosed that BPS follow both cultures together and dualism is their preferred way of 

acculturation. This point has been discussed in chapter 2 and will be more explored in 

discussion chapter. 

 

5.3.2 Carrying two cultures 

 

This section will further explore the cultural differences in terms of being in two cultures 

and the way how BPS practice two cultures (i.e. home/Pakistani and school/British) 

together. There is certainty among teachers (8) from all three schools towards practicing 

both home and school culture by BPS as all of them except one female teacher from school 

B (as this teacher stated they only follow school culture), stated that BPS follow both 

cultures together e.g. they practice school culture at school and maintain their own 

traditions at home. This is compatible with the views expressed by Kunst and Sam (2013). 

One male teacher from school B claimed that “I think like the vast majority of students, they 

practice or follow school culture largely within school and then that diverges to a greater 

extent outside of school” (Teacher 1 – School B). This implies an awareness that a majority 

of individual and BPS families will have culture and practices which are separate from 

school. 

 

Teacher 2 (male) from school B claimed that second and third generation of BPS are more 

British than Pakistani (see for example Hopkins, 2011) within the school environment and 

despite having very strong connections with their Pakistani background, they still follow the 

British culture. This implies, particularly given the emphasis that the speaker placed on the 

term “British” when speaking, that the British aspect of their identity (e.g. speaking English, 

and having understanding of British culture) had true primacy over Pakistani aspects. It also 

can be presumed from this teacher’s perspective that BPS give importance to the British 

culture over their native culture. A slightly similar view was found in school C where teacher 

2 argued that BPS’ perceptions towards their native culture has changed since 1999. It also 

implies that 1999 was a pre-9/11 period as 9/11 period might have influenced BPS’ attitudes 
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towards their native culture. The change she felt is in use of language and lifestyle as 

according to her BPS speak English frequently with each other by considering English as 

their first language and rarely use their native language in school; and adopting British 

lifestyle. Explicitly, this teacher is comparing her perceptions of BPS today with those she 

taught in 1999. A contradictory view was found in school A, where one male teacher argued 

that there is not perceived any difference in BPS’ attitudes towards both cultures from last 

15 years as he stated that “In the last 10, 15 years, I’ve never really felt that there is 

anything different going on” (Teacher 2 – school A). 

 

In relation to carrying both cultures, a general point made by all teachers (2) from school C 

is that BPS understand the difference between both cultures and are “better at combining 

[both] the eastern and the western cultural influences” (Teacher 2 – School C), engaging in 

the sort of dualism described by Hopkins (2011). However, teacher 1 from school C claimed 

that students are getting confused over which values and behaviours from both cultures 

they should follow and demonstrate respectively; though overall, BPS follow the school 

culture after recognising the difference between both cultures. However, the view of this 

teacher does not seem to link with the views of any of the students. She further believed 

that the time which BPS have spent in both countries (i.e. Britain and Pakistan) has 

contributed to generating this confusion; though according to interview data, some BPS only 

familiar with Britain as many BPS (8) visited Pakistan only once in their childhood. 

 

There is certainty within BPS perceptions towards following both cultures together as only 3 

students from school B stated that they sometimes feel pressure by carrying both cultures 

together as both cultures are different and function differently (this is probably due to the 

fact that they are in minority at school); although the rest of the students (10) across the 

three schools claimed that they follow both cultures and do not feel any pressure by 

carrying both cultures as they do not feel any difference between both home and school 

culture.  They speak English both at home and school and everything they do at home, they 

do at school. Alongside this, these BPS preferred to speak English rather than Urdu both at 

home and school. For example, one girl from school C claimed that she likes to keep both 

cultures together by mixing and cooperating with both as she thinks, “It's western and 

Pakistani and it's hard to explaining but it's in cooperating to those things together and it's 
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to create like a mix [mixture]” (Student 2 – School C). She further argued that carrying two 

cultures together ends with one culture having more influence over the personality as 

usually people who carry two cultures give priority to one culture over the other. She 

argued: 

 

“it's just the matter of choice at the end of the day because you might be more 

western than you're Pakistani, or you might be more Pakistani than you're western 

and it's just what people choose to do” (Student 2 – School C). 

 

Thus, interaction of different cultures resulted in a change within cultures according to 

acculturation theory (Berry, 2005). Apart from this, the change in perceptions/beliefs could 

reduce the cognitive dissonance (Festinger, 1957). Further to this discussion, student 4 from 

school C claimed that “I don't keep them [both cultures] together, I know what I have to 

believe at home and what I have to believe at school”. One can perceive a potential 

cognitive dissonance (also identified by Din, 2006) in this claim which may cause her to keep 

separate her contradictory beliefs related to home and school environment to reduce her 

mental discomfort.  

 

BPS (3) who sometimes feel pressure revealed that it is difficult for them to integrate fully 

into the British culture as they always have to remind themselves about their (Pakistani) 

background before following the British culture. This supports claims made by Moosavi 

(2012) in relation to pressures experienced by this group. For example, student 1 from 

school B that: 

 

“I’m not saying pressured but known as pressured, but I’m not just feel like it’s quite 

easy to have both cos you can do British things [but] still thinking what you should be 

doing, just [because] I’m a bit Pakistani [...] I probably keep both cultures but if I’m 

doing something with my friends and or something, I probably just keep in the back 

[of] my head that one my parents taught me” (Student 1 – School B)”. 

 

This type of behaviour among BPS was also highlighted by one female teacher who claimed 

that “it’s a tendency of young people to behave in a certain way when they’re around [their 
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native] people” (Teacher 1 – School A). In line with this, student 4 from school A claimed 

that he feels uncomfortable in British areas such as parks due to the tensions around which 

language to speak in public, and a distinction between parents by stating that “my mum was 

from Pakistan, she taught me Pakistani culture and my dad’s born here [UK] but is [still] 

Pakistani, he would teach me British culture like in school”. Similarly, one girl claimed that: 

 

“my mum and Dad don’t let me go too far [into] British culture and they [prefer] to 

find the Pakistani culture, they have teach [taught me] about Pakistani culture so, it’s 

always fresh in my brain” (Student 2 – School B). 

 

Two in particular from school B highlighted quite different kinds of pressure of carrying both 

cultures such as student 3 from school B stated that one pressure that I carry most of the 

time is discussion around parenting like how parenting can be different in different cultures. 

Further, student 2 from school B claimed that “I don’t really feel pressure but it’s like 

sometimes when I’m fasting or things like that I am in school and I’ll have to do work and I 

feel really tired”. It can be presumed that to some extent, dealing with both cultures 

together could be exhausting for BPS (see for example Berry, 2005). One girl from school C 

stated that she felt pressure in her younger age as she explained that: 

 

“when I was younger, I used to be [feel pressure] because I used to go [to] a primary 

school, there wasn't allowed a lot of British Pakistanis as there were white people [all 

around], and [therefore] you felt a bit pressure. My mum on non-uniform day [said], 

why don't you wear a kurta with jeans cos you look nice and then I think I wear a tea-

shirt instead, because you feel like people judge you but as you have grown older 

[you] realize that it’s fine. I mean it doesn't matter what other people think [about 

you], and you can do what you want [to do] because at the end of the day it's your 

culture” (Student 2 – School C). 

 

She further stated that now she does not feel any kind of pressure as she enjoys the aspects 

of both cultures such as food, dress, and environment of both countries. She further stated 

that she does not feel pressure from her parents to follow her native culture as her parents 

provide her freedom of choice. This view contradicts views expressed earlier by two 
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students from school B. She further explained that there is an understanding between them 

as her parents understand and accept that there will be differences between their 

personalities as their children raised in Britain and they were raised in Pakistan. Thus, she is 

free to follow any culture. Freedom of following any culture was also highlighted by student 

3 from school A, “Both [parents] said to me that it’s your choice, who you want to be you 

can be”. 

 

The discussion with BPS around which culture they prefer to follow, revealed that BPS (6 – 

boys/girls) from school B and C give preference to their native culture over the British 

culture. BPS (5) from school C claimed that they do not follow blindly the British culture and 

try to stop following those aspects of British culture that conflict with their religious beliefs. 

They only follow what they feel is appropriate according to their cultural and religious 

beliefs (It seems acculturation occurs through integration and sometimes separation). For 

example, student 3 from school C claimed that: 

 

“I mainly stick to my own culture, I'd rather listen to my own culture rather than 

British culture. I listen to both but I'd rather [follow my native culture and] if I give [or 

feel] pressure or something, I'd preferred my own” (Student 3 – School C). 

 

Student 1 from school C claimed that “I follow mostly Pakistani culture like Eid and scarf”. It 

is quite surprising that clothing such as the hijab has not been emphasised much by BPS 

during discussion around following two cultures. The reason for not discussing wearing the 

hijab could be because these students felt they did not need to as all girls except 2 from 

school B appeared in the hijab during fieldwork. Another reason  can be presumed that they 

might be facilitated enough in terms of following religious precepts (such as wearing the 

hijab or offering the Namaz (i.e. prayer)) at school as claimed by student 1 from school C 

that “at home and school quite the same because at home I pray [Namaz and] I pray all the 

Namaz at school’s mosque [as well]”. However, further she stated that she feels proud to 

wear the hijab as wearing the hijab is her own choice. In line with this, all BPS from school C 

claimed that their parents do not pressurize them to wear the hijab, with student 2 from 

school C stating that “I feel proud to wear it, it's part of my identity”. However, when she 

started to wear the hijab “pupils were like, “who forced you to wear it”? And I was like “No 
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I'm wanna to wear it” (Student 2 – School C). School C has predominantly Muslim girls who 

were noticed wearing the hijab during fieldwork by the researcher and led her to ask 

whether is it their own choice to explore whether or not they are pressurised for this? This 

was important to know as the hijab is perceived by some non-Muslims as an oppression of 

women. In relation to preferring native culture over British culture, a similar view was found 

in school B where one girl claimed that “I usually tend to carry my Pakistani culture most of 

the time” (Student 4 – School B). She further explained the reason of preferring her own 

culture over British culture by stating that “their culture is mostly based on Christianity and 

a lot of [that we] see at home [is] our [Pakistani] culture [that is] fully based on being a 

Muslim and stuff like that” (Student 4 – School B). A contradictory view from above 

mentioned discussion was found in school C, where one girl claimed that BPS being British 

Pakistani do not need to follow all native cultural or religious beliefs or precepts as: 

 

“if you're just a Pakistani, then maybe you want to follow all the rules, so, read Quran 

and read Namaz and everything, but may be if you are a British Pakistani, you don't 

really care that much. So, if you are just a Pakistani then you might be more like 

precise what you wanna eat but if you're British Pakistani you just go to shop every 

cup or everything and then you have it” (Student 5 – School C). 

 

In summary, this chapter highlighted the prominence of Islamic faith in Pakistani cultures, 

and the issues that arise for British Pakistani students, in relation to their complex British 

and Pakistani identities. 
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Chapter 6: Results – Multiculturalism  
 

Multiculturalism is seen by the theorist Banks (2008, 2019) as a complex concept, which can 

be interpreted as an idea, a process, and as an educational reform movement. This chapter 

will be analysed by focusing on these three elements of his theory including five dimensions 

of multicultural education in order to best capture the themes that arose in the data. This 

was done because there were important aspects arising in the data that could not readily be 

mapped onto the dimensions. In relation to these elements, all teachers (except one) from 

school A, B and C believed that multiculturalism is recognition (an idea), integration (a 

process), and inclusion (an educational reform movement) of cultural diversity. 

Multiculturalism as an idea, process and reform movement is indicated by the teachers’ 

comments below in table 6.1.  

Table 6.1: Teachers’ perceptions in relation to multiculturalism  

 School A  School B  School C 

Multiculturalism 
as an idea 

Multiculturalism is 
recognition of cultural 
diversity by blending 
different cultures 
together (Teacher 1). 

Multiculturalism is a way 
where different cultures 
survive together under the 
same kind of environment 
whilst each culture is 
individually valued and 
supported (Teacher 3). 

Multiculturalism is 
living in a 
multicultural society 
where people from a 
diverse range of 
cultures and beliefs 
live together without 
impacting on each 
other’s lifestyles 
(Teacher 1). 

Multiculturalism 
as a process  

Multiculturalism is 
teaching and 
encouraging individuals 
from a diverse range of 
backgrounds, 
ethnicities, and 
religions to integrate 
and blend as much as 
possible (Teacher 3). 

Multiculturalism is a blend 
of different cultures where 
individuals from diverse 
ethnic backgrounds bring 
different experiences, 
knowledge and skills with 
them to understand and 
support cultural diversity 
(Teacher 2). 

Multiculturalism is a 
survival of people 
from a diverse range 
of cultures and beliefs 
to survive together 
without conflicting 
with each other 
(Teacher 2). 

Multiculturalism 
as a reform 
movement  

 Multiculturalism is a social 
and political movement to 
create an inclusive cultural 
environment by integrating 
and celebrating cultural 
diversity (Teacher 1). 

 

Multiculturalism is creating 
and advocating a society 
that relies on a range of 



170 
 

different cultures (Teacher 
4).  

 

The use of the term “blending” by staff from school A and B is interesting, particularly for 

school B, which has the smallest ethnically diverse population of the three schools. 

Teachers’ comments around multiculturalism as an idea imply that multiculturalism might 

be necessary for multi-ethnic societies to grow and develop (see for example Abendroth, 

2015) in a peaceful environment by recognising each other. The comments around 

multiculturalism as a process imply that multiculturalism is a process of integration and 

comments around multiculturalism as a reform movement highlighted the importance of 

creating an inclusive cultural environment within a multicultural society (in line with the 

work of Banks, 2008). 

 

In contrast, teacher 2 from school A criticized the concept of multiculturalism as he stated 

that he does not understand that what the term multiculturalism means. He did not like the 

concept of multiculturalism, as he feels that it may serve to highlight differences that may 

lead to prejudicial attitudes, more than engage with and celebrate commonalities. This can 

be linked to views expressed by politicians such as David Cameron (see chapter 1). This view 

implies that multiculturalism is opposed to the unity of a society and breaks it up into 

different communities by underlining differences between them. This echoes to some 

extent the findings of Huh et al. (2015). However, this is not necessarily true as 

multiculturalism emphasises the need for understanding, acknowledging and recognising of 

differences rather than such differences providing a basis for conflict (see for example 

Aydin, 2014). It implies that teacher 2 is likely to have faith in the concept of Britishness and 

assimilation as he stated that “yes you have many cultures but those many cultures create a 

single culture” (this will be discussed in discussion chapter). Importantly, teacher 2 in School 

A also stated that he would prefer to discuss the common culture and ethos that BPS 

students have as members of that school, rather than dwell on other aspects of their 

identity, which suggests that he viewed the school community as having greater significance 

than individual student and/or multicultural identities. 
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This chapter has been organised in six sections focusing on elements and dimension 

specified by Banks (1989b, 2008, 2019). The first section explains to what extent the 

concept of multiculturalism is practiced in schools in terms of policies. The next set of 

sections focus on elements identified by Banks (2008, 2019) – Multiculturalism as an idea, as 

a process, and as an educational reform movement.  In the fifth section onwards, data 

coded to Banks’ (2008, 2019) dimensions of multicultural education are focused on. All 

these sections will provide an understanding that to what extent Banks’ (2008, 2019) theory 

of multiculturalism and model of multicultural education have a place in schools, and to 

what extent it is still required to support minority ethnic students such as BPS in schools. 

Sixth section is a brief summary of this chapter. This chapter would also highlight the gaps in 

Banks’ model by focusing on Banks’ (2008, 2019) elements first, then dimensions. 

 

 

6.1 Multicultural Education Policy 
 

School policy documents did not specifically include individual policies devoted to 

multicultural education. However, by analysing the  detail in all three schools’ policy 

documents, it can be argued that multicultural education policy, multiculturalism or 

multicultural material is partially embedded or covered in several policies such as 

Safeguarding, Behaviour policy/Behaviour management, Anti-Bullying, Equality, Diversity 

and Social cohesion policy, and Sex and Relationship Education policy including different 

areas within the curriculum such as the curriculum statements, media studies, religious 

education, sex education, history, SMSC/PSHE, PDC (Personal Development Curriculum), ELS 

(Essential Life Skills), art and design, uniform code, and school ethos. School policy 

documents across the three schools are available online on school websites. Table 6.2 

indicates the specific named policies these schools have. The 3 schools varied in terms of 

what areas received their own specific document, and what was covered in more general 

policies. For example, both School A and School B had general curriculum documents, 

accompanied by documents on specific subjects, whereas School C did not have a general 

curriculum policy document.  
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Table 6.2: The case study school Policies  

School Policies  School 

A 

School 

B 

School 

C 

Safeguarding Code of Conduct Yes No No 

Safeguarding Policy  Yes Yes Yes 

Child Protection Policy No No Yes 

Anti-Discrimination Policy  No No No 

Anti-Bullying Policy  Yes No No 

Behaviour Policy or Behaviour Management Policy  Yes Yes Yes 

Equality Policy or Equality and Diversity Policy or Equality, 

Diversity and Social Cohesion Policy  

Yes Yes Yes 

Sex and Relationship Policy/Sex and Relationship Education 

Policy  

No Yes Yes 

Curriculum  Yes Yes No 

Sex Education  No Yes No 

Media Studies Yes No No 

History  No Yes Yes 

Religious Studies/Religion, Philosophy and Ethics/Religious 

Education  

Yes Yes Yes 

Food No No No 

Uniform Code Yes Yes Yes 

SMSC Yes No Yes 

PSHE Yes Yes Yes 

Art and Design  Yes Yes Yes 

School Ethos Yes Yes Yes 

 

 

Table 6.2 shows that the case study schools do not have any policy which sets out in detail 

mechanisms to ensure discrimination does not occur, though it is to some extent covered in 

safeguarding and equality policies as the Equalities Act (Home Office, 2010) superseded all 

previous anti-discrimination policies in the UK hence why schools have an equality policy. It 

is also interesting to note how one relatively generic section on safeguarding is used to 

address a range of characteristics (e.g. gender, race, religion and so on) rather than there 
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being separate specific consideration given to each, especially given the government 

emphasis on Muslim students. Similarly, several aspects related to anti-bullying are covered 

in safeguarding and E-Safety policies in these schools. All teachers across the three schools 

(except one from school C) by and large agreed that the multicultural education policy is 

embedded in their wider school policies. However, the meaning and direction of 

multicultural education can be modified depending on the policy it is linked to e.g. 

multicultural education as part of an anti-bullying policy is quite different from 

multiculturalism within the curriculum policy. In contrast, only five out of nine BPS from 

school A and C believed that the multicultural education policy is implemented in school to 

enable students to respect cultural diversity; though BPS from school B were uncertain 

about this.  

 

6.2 Multiculturalism as an idea – Recognising cultural diversity  
 

Cultural and religious diversities (such as a variety of races, religions and cultures) are 

recognised across the three schools according to their school policy documents (see Table 

6.2). A majority of staff (7) and students (8) across the three schools agreed that cultural 

diversity is recognised, acknowledged, and respected in schools due to the multi-ethnic 

nature of the schools with a range of different ethnicities represented in the teacher and 

student populations. This is in line with Banks (2008). For example: 

 

“it’s [cultural diversity] almost so embedded within the culture of the school that it’s 

something that’s promoted because we have so many students from different 

backgrounds who speak different languages” (Teacher 4 – School B). 

 

A boy from school A stated that being a multicultural school, teachers ensure that all 

students behave well irrespective of their cultural and religious differences. Student 1 from 

school A claimed that teachers encourage togetherness among students from different 

ethnic backgrounds to make them feel comfortable in a multicultural school. Representation 

of students and teachers of different ethnicities also highlights the practice of Banks’ (2008, 
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2019) fifth dimension ‘an empowering school culture’. Student 4 (a male) from school A 

claimed that students are recognised through their cultural or religious artefacts such as the 

hijab worn by Muslim girls or the Kara (iron bracelet) worn by Sikh students. However, 

Christian students are recognised through their white skin colour according to student 4 

from school A: “mostly people who [have] Christianity have white skin so, [if] she’s white 

skin [colour], [then] she has Christianity” (Student 4 – School A). Skin colour cannot be 

associated with religion or ethnicity as white people are found in different ethnicities and 

religions other than Christianity as well e.g. Afghan, Chinese, Japanese, Jews and so on; 

including those who have converted to another religion. Thus, the perception of student 4 

from school A raises an important question, that is how does a student distinguish between 

different religions in school and how does the school and the student’s home educate about 

religious diversity? 

 

Teachers (3) believed that they provide awareness in relation to cultural diversity to 

students. In line with this, one female teacher from school A claimed that students have a 

good awareness of cultural diversity as she said that “some of the white British students 

here are very aware of some of the Pakistani traditions and other traditions. We are lucky 

enough to have a such broad range of cultures” (Teacher 1 – School A). (It is worth noting 

that according to an Ofsted report, there is an above average proportion of minority ethnic 

students in school A.) In the case study schools, diversity is recognised as a positive. This 

more generally aligns with Banks (2008, 2019) and the purpose of multiculturalism 

advocated by him. Awareness of different cultures in the schools is provided to students 

through pedagogy (this indicates a process of Banks’ (2008, 2019) first dimension content 

integration that will be discussed further in section 6.5) where teachers enable students to 

have a positive attitude towards cultural diversity with one female teacher from school C 

stating that “every subject we make a concerted effort to bring in to get them to look at 

positively at their culture but also look positively at somebody else's culture” (Teacher 2 – 

School C). Remarkably, the same teacher believed that cultural diversity is naturally 

recognisable through different accents and dresses that students put on, thus they do not 

need to recognise it within the classrooms due to the reason that in the classroom, students 

are given tasks according to their specific needs rather than ethnicity. She believed that 
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there are some other important issues such as SEN and EAL (English as Additional Language) 

in school to focus on rather than focusing on different ethnicities as “every child matters, it 

doesn't matter what culture they come from, what religion they belong to” (Teacher 2 – 

School C). This point will be discussed further in the discussion chapter.  

 

6.2.1 BPS as a distinct group of students and distinguish between ethnicities  

 

There is uncertainty among teachers (7) towards distinctness of BPS in school as four (1 

female/3 male) teachers from school A and B stated that BPS are not identified as a distinct 

group of students whereas three (2 female/1 male) teachers from school A and B stated 

that BPS are identified as a distinct group of students.  (It is worth noting here that this 

theme does not carry views of teachers from school C and students from school A and B due 

to different interview schedules – see methodology chapter for details). 

 

Teachers (3) who claimed that BPS are identified as a distinct group of students highlighted 

different reasons for their identification. For example, one female teacher from school A 

highlighted their low performance in education, or underachievement as a factor behind 

their identification as a distinct group of students in school whereas one male teacher from 

school B stated that their distinctness is simply recorded in school records to identify 

students ethnic background as “it’s not something that we share with teachers in a great 

amount of depth” (Teacher 3 – School B). However, one female teacher from school B 

stated that BPS are only culturally identified as a distinct group of students with the purpose 

of recognising different ethnic students to fulfil their needs, though it was not clear what 

these needs were; however, academically, they are not identified as a distinct group of 

students. 

 

Teachers (4) who claimed that BPS are not identified as a distinct group of students 

highlighted their equal inclusion in school as a reason behind this claim. For example, one 

male teacher from school B stated that BPS are “quite integrated in terms of groups within 

the school” (Teacher 2 – School B). A process of acculturation claimed by Berry (2005) could 
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be occurring here. One female teacher from school A stated that BPS are perceived as a part 

of the school and it is difficult to identify them as a distinct group of students as “there’s a 

big mix in this school” (Teacher 3 – School A). This implies that a variety of cultures may not 

be recognised in school, though they are included. However, this contradicts further analysis 

in the following section. All BPS from school C believed that BPS are not perceived 

differently from their peers due to there being a wide range of BPS in school. They also do 

not feel themselves different from their fellow students as mostly students are from similar 

ethnic backgrounds. This is positive. It is to be noted that there is no student interviews data 

from school A and B in relation to this as they were not asked this question (see chapter 3). 

 

In relation to distinguishing between different ethnicities (this theme/distinguish between 

ethnicities is based on teacher interview schedules only and carries the views of teachers 

across the three schools), teachers (8 – male/female –) claimed that BPS are distinguished 

through paperwork (school ethnicity records, being in a list of EAL students, being in receipt 

of pupil premium funding and free school meals), appearance (ethnicity, appearance, 

background, religion), behaviour (attitudes, religious beliefs, cultural and religious 

observances/precepts), and skills (learning ability, educational achievement and progress). 

This is positive as it shows that cultural diversity is recognised in school. An interesting 

example of a distinction based on appearance was given by teacher 4 from school B that, 

the presence of the hijab in classes can serve as a reminder that students are from a specific 

background, that may require some further consideration if potentially sensitive subjects 

arise. 

 

In contrast, three teachers across the three schools broadly criticised the idea of recognising 

cultural diversity. For example, one male teacher from school B in particular believed that 

the ability of BPS to speak English fluently like White British students means that he saw 

them as the same and not distinct from White British students. It can be argued that lack of 

recognition of diversity is contrary to Banks’ (1989b, 2008, 2019) conception of 

multiculturalism. One can also argue that there are many BPS who are fluent English 

speakers, yet still they have obvious cultural and religious differences that cannot be 
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avoided, and this is particularly important for BPS, where one should not assume what their 

mother tongue might be. Another male teacher from school A claimed that he is against the 

idea of recognition of differences as “everybody is pretty much the same” and distinguishing 

between students may lead to prejudiced attitudes among them. This can be linked to the 

findings of Tip et al. (2012) for example. One female teacher claimed that “we make no 

effort to make them identified, we believe in diversity” (Teacher 2 – School C). This is vague 

as at one end she supports diversity and at the other she does not make any effort to 

recognise this diversity. It would be worth considering that how can one believe in diversity 

without recognizing the diverse ethnicities or identities that exist in schools?  

 

6.3 Multiculturalism as a process – Supporting cultural diversity  
 

‘Supporting cultural diversity’ is about celebrating both similarities and differences of 

students from diverse ethnicities according to one female teacher from school A. There is 

certainty among all staff and students that cultural diversity or multiculturalism is supported 

and promoted in schools. Teachers (9) believed that cultural diversity is supported by 

providing halal food, allowing students to carry out religious practices, and making 

allowances in terms of the school uniform (e.g. allowing Muslim girls to wear the hijab). 

Interestingly, interview data revealed that teachers claim to be respectful but multiple 

students explicitly raised issues, as there are both positive and negative evidence from 

students’ perspectives in further sections. BPS (13) from all three schools agreed that 

cultural diversity is supported in school by respecting different religions and religious 

observances with one girl stating that “they don’t say to you [that] you have to take it off, 

they respect that you’re wearing [the hijab], eating halal food and having Ramadan” 

(Student 3 – School A). This section revealed that in many areas such as allowing for wearing 

the hijab, supporting fasting and providing halal food, there are general statements from 

staff and students about respect, inclusion, and support but in a few instances, when the 

discussion became more detailed, problems and issues arose. These are discussed below.  
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6.3.1 Dress-code  
 

In relation to supporting the uniform dress-code (see table 6.2), school A’s Uniform policy 

document uses specific terminology such as Shalwar Kameez and Jilbab/hijab, compared to 

school B and C who use the term headscarf in their school policy documents. One would 

expect the use of this terminology from school C as it is having a predominantly BPS school 

population, its’ absence is notable. Interview data from teachers’ (3 – male/female) 

perspectives from school B and C identified that these schools make allowances in terms of 

the uniform such as wearing long sleeved tops underneath the school shirt or a tunic with 

trousers and the hijab during PE lessons. For example, one male teacher from school B 

stated that “we make allowances in terms of [the] uniform for example, Muslim girls can 

wear [the] hijab as long as it [is] within school colours” (Teacher 3 – School B). In contrast, 

teacher 2 from school C argued that recognition of cultural diversity is not the focus of the 

school as it (recognition of cultural diversity) is unfair as: 

 

“when you introduce shalwar kameez [in uniform], the variation is there, and I don't 

think that's fair with the whole part of [equality], everybody has to understand that 

we are part of the same society. It doesn't matter what our religious beliefs are, it 

doesn't matter what our culture is, when we come to school, we are all the same” 

(Teacher 2 – School C). 

 

It is worth considering here that school C is predominantly Muslim, although the teacher in 

question was Indian, which suggests that she may have been concerned at such allowances 

in the school uniform excluding other cultures. This quote will be discussed further in the 

discussion chapter. It is also worth acknowledging here that allowances in terms of school 

uniform is a recommendation by the Department for Education (DfE, 2013) that allows 

schools to make allowances for changing the school uniform according to parents’ and 

pupils’ desire. Teacher 1 from school C claimed that other schools in the same area do not 

allow their pupils to wear the hijab during PE lessons and one girl from school C in line with 

this stated that “there are certain schools in the UK that don't allow [students] to wear a 
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head scarf or trousers underneath their skirts because that’s not the uniform” (Student 2 – 

School C). 

 

One girl from school A stated that BPS do not receive negative comments in relation to their 

religious or cultural practices such as wearing the hijab as students respect their BPS peers. 

This closely links with Banks’ (2008, 2019) fourth dimension on prejudice reduction. Respect 

is a very important cultural expectation that BPS expect from their schools with one girl 

from school C stating that “my expectations are that I'm respected, and I don’t want 

prejudice against me because I'm wearing this head scarf” (Student 2 – School C). This is a 

surprising statement given the student population in school C. This implies that this student 

may have a feeling of insecurity very deep inside that her practice of wearing the hijab can 

put her in trouble and arguably, this kind of feeling is an impact of the media coverage of 

Muslims alongside terrorist attacks carried out by Muslims terrorists as discussed in earlier 

chapters. In contrast, student 1 from school A claimed that she takes off her hijab during PE 

lessons as teachers ask students to remove all religious symbols or ornaments to make them 

feel more comfortable as she said that: 

 

“I don’t like really say things like this but they [teachers say] “if you’re wearing 

bracelets or necklace, take off religious stuff”. They just say “take [it] off please 

because we don’t need anything” (Student 1 – School A). 

 

One can presume that some students feel very clearly that they do not feel discriminated 

against or asked to act against their religious and cultural practices, whereas others do. One 

can argue that how the hijab could be a barrier for doing PE activities. This might be a biased 

opinion that removing religious symbols/clothing (such as hijab) make students feel more 

comfortable; though in fact, students who used to take the hijab might not feel 

comfortable. The issue around PE implies that the hijab is required in some situations but 

not others, which can undermine the idea of the purdah being a basic tenet of faith that 

applies in all public areas. It is a complex issue as this may raise doubts among BPS towards 
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their faith or religious commitment of wearing the hijab and how can one sacrifice her faith 

to please others or simply for a little comfort which in fact might be a discomfort for girls 

who used to wear the hijab.  

 

6.3.2 Halal food 
 

There is no clear policy across the three schools in relation to providing halal food in 

schools; however, menus on school B’s website indicate that there are international foods 

such as Chinese, Indian, Italian, but no halal meal is explicitly offered at the school. From 

teachers’ perspectives, teacher 1 from school C stated that they do not have any problems 

in being able to access halal food as the school does not have any meat in the canteen. 

Another female teacher from the same school stated that “initially, we used to serve halal 

meat but now because of certain issues we can't serve halal food and therefore, we are only 

serving vegetarian food” (Teacher 2 – School C). One girl from the same school explained 

the issues which led vegetarian food to be served rather than halal meat as she stated that: 

 

“it [school] used to have halal meat. They recently took it down because my uncle 

came to the school and he said [what] the school sells isn't halal, the place [from 

where] you’re getting it [isn’t halal]. So, they substituted it [with vegetarian], 

therefore school hate me, but they [have to] substitute it because the majority of the 

people [Muslim students] can't [eat] that certain [haram] meat. They substituted it 

and that's just the way of respecting the other cultures and religions” (Student 2 – 

School C). 

 

One can argue that if the issue was not raised by the student in question, then probably 

Haram (banned by Islamic law) meat would have been continuously served with a halal 

certification to Muslim students, and it is a clear positive to see the school in question trying 

to meet the needs of students. However, presumably, the school was serving these lunches 

in good faith i.e. because they were certified as halal by the supplier. For food suppliers, 

schools normally consult with the local authority and the local authority may have a set 
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supplier which schools use. Thus, it is not likely this was a decision solely made by the 

school. It can be presumed there would also have been some consultation by the local 

authority and/or school with community leaders on something as important as the provision 

of halal food. However, surprisingly school C despite having a majority of Muslim students, 

and with a school policy claiming to be inclusive it still had many problems in providing halal 

meals. Also, it can be presumed that the halal issue in school C increased doubts among BPS 

students towards the accuracy of the lunches provided. For example, one girl (student 4) 

from school C claimed that students bring packed lunches from home instead of getting 

lunch from school as they are not sure whether is it halal. However, she believes that 

teachers had not served them Haram (banned by Islamic law) food as there was a halal 

certification over the food. In contrast, two girls from school C believed the school provides 

a variety of food according to the needs of ethnically diverse students including vegetarian, 

which showed that their cultural and religious precepts or differences are accepted and 

respected in school. However, one can argue that a lack of awareness among BPS in relation 

to halal food and assumptions that vegetarian is an alternative to halal may have 

contributed to make this perception among these BPS that their cultural/religious 

differences particularly in relation to halal food are respected in school. 

 

A general claim made by the researcher being a Muslim is that vegetarian food is not a 

complete alternative to Halal food as vegetarian food does not include any meat. Apart 

from this, some vegetarian foods have Haram (not permissible by Islamic law) ingredients in 

it e.g. ethyl alcohol in vanilla extracts. Alcohol is prohibited to consume in Islam even in little 

amounts and is not considered halal. However, the researcher being a Muslim believed that 

alcohol free vegetarian food is perceived simply an option in the absence of halal meal 

among Muslims; though vegetarian food does not fulfil the food requirements of Muslims. 

 

One particular girl from school A disclosed an incident related to halal food that she has 

experienced where she experienced racist remarks upon not eating pork from a Christian 

individual as she stated that: 
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“I met a person that was Christian and then they [s/he] said to me, “O, why don’t you 

eat pork or something”. I wouldn’t because I’m Muslim and I can’t eat that kind of 

food and they did say racist [remarks] to me. I marked it offensive, but I tell them, 

[we] have a religious policy [which determine] what we can and can’t eat” (Student 1 

– School A). 

 

However, it was not clear from the student comment whether this student experienced this 

negative attitude at school or outside of the school.  

 

6.3.3 Fasting  

 

All teachers (9) across the three schools demonstrated a good level of knowledge about this 

aspect of Muslim religious practices, in line with the work of Race (2011, 2015). Teacher 2 

from school C stated that students have to wake up early in the morning to make fast, 

therefore they cannot get a proper sleep and “it's [Ramadan is] not a very restful period for 

even [those] people who are not fasting”. Nearly all teachers believed that fasting does 

impact on BPS’ learning performance as it can leave them tired and dehydrated during the 

day. In relation to concerns about dehydration, one male teacher claimed: 

 

“We are concerned by the extent to which this kind of religious observance is being 

applied. So, being concerned about hydration in particular it’s quite noticeable” 

(Teacher 2 – School A). 

 

A specific concern mentioned by all staff was that fasting overlaps with examination periods 

in the school year. However, responses from students did not raise any specific concern in 

relation to fasting across the three schools except student 4 from school C, who wanted to 

interrupt PE during the whole month of Ramadan. Teachers (9) think students’ 

concentration level drops during fasting which might have influenced their summer 

examinations particularly GCSE examinations with one male teacher stating that: 

 



183 
 

“Generally [fasting] has a negative impact particularly on [the] youngest students, all 

the students when it’s fasting [during] exams, there’s a quantifiable impact. The 

congruent loss of marks in exams and the things” (Teacher 1 – School B). 

 

In contrast, teacher 1 from school C claimed that fasting is not a concern for BPS as they still 

perform very well during fasting and never complain about it as they have firm beliefs about 

it. This is an interesting contrast from the views of other staff, and does highlight the tension 

inherent to most discussions around inclusion about the extent to which different 

arrangements can or should be made for different groups. In relation to this, teacher 2 from 

school C noted specifically that the option to remove or excuse students from lessons during 

the fasting period was not an option. Only one student, interestingly also from school C, 

mentioned this as something they would like – in relation to PE: “I don't wanna do PE, but 

they still make us do that" (Student 4 – School C). 

 

The main way that teachers (9) seemed to support fasting students focuses on limiting 

workload and expectations on students during this period. This seems to apply particularly 

within PE lessons where teachers were concerned about the impact of fasting on students’ 

health. As one male teacher stated: 

 

“if we’re running a fifteen-hundred-meter lesson in athletics and they’re fasting and 

they [are] not even drinking water and it’s been a real kind of strict fasting then that 

would put them in danger potentially” (Teacher 2 – School B). 

 

Therefore, teachers reported offering support in a number of ways, such as providing shady 

cool places to reduce the impact of dehydration, involving them in more leadership, 

teaching, and coaching roles instead of running or exercising roles within the lesson, making 

lessons more static or inactive, and having little expectations of school work towards them. 

BPS (13) all highlighted ways in which they were supported during fasting periods, including:  
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 providing shady places to make them feel calm and hydrated;  

 placing them away from the sight of the food;  

 giving them breaks during PE lessons;  

 organising lighter physical activities in PE; 

 putting little pressure of work over them; 

 making lessons less hard for them.  

 providing a specific place for ablution (Wudu) 

 providing a separate room for offering prayer (Salat) 

 

One girl claimed that teachers understand their situation during Ramadan as “they are bit 

more lenient when we’re fasting because they know that it is quite difficult” (Student 2 – 

School B). 

 

An interesting practice was highlighted in school A, which has greater ethnic diversity than 

school B, but fewer BPS and Muslim population compared with school C. With respect to 

support for fasting, teachers organise an event for Iftar (i.e. breaking a fast with an evening 

meal upon the call of Maghrib that is evening prayer at sunset) in school A with the help of 

Muslim teachers. One boy from school A stated that an Iftar event is organised for both 

Muslims and non-Muslims during Ramadan to recognise diversity as well as spreading 

understanding of Ramadan in school (this certainly supports students to understand other 

cultures, as argued by Boles, 2006) with one boy stating that: 

 

“one day all the [non-Muslim] teachers got choice to fast and some of them fasting 

and at night they had an event in the hall, [a] massive hall they booked, and even if 

they are Muslim or non-Muslim, can come to eat for free. So, that showed [that] 

everyone [is included/recognised]” (Student 2 – School A). 

 

Organising events like this at school, implies that BPS are culturally included in school and 

school culture is reformed according to the third element of Banks’ (2008, 2019) definition 

‘multiculturalism as an educational reform movement’.  
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6.4 Multiculturalism as an educational reform movement – Positive inclusive cultural 

environment  
 

Equality, Diversity and Social cohesion policy document in school A specified that school A 

has several fundamental values such as empathy, motivation, friendship, strength of mind, 

delight and achievement in supporting strong responsibility for inclusion, equal 

opportunities, and acknowledgement of diversity. The safeguarding policy document in 

school A stated that the aim of the school is to provide a positive, protective, inclusive 

environment for all students irrespective of their differences in order to promote mutual 

respect in school and enable students to feel respected and supported. In contrast, school 

B’s Equality and Diversity policy document is teacher focused and a specific part on inclusion 

within this policy focuses only on support for learners with EAL. However, the Sex and 

Relationship Policy (SRE) document in school B specified that by considering the Equalities 

Act 2010 (Home Office, 2010), the school makes sure that their support towards students 

does not single out any particular group of students. This policy document further stated 

that students are supported to develop positive beliefs to increase mutual respect including 

respect towards different perspectives, backgrounds, and cultures in school. In relation to 

an inclusive environment, school C’s Equality policy document provides an inclusive, 

determined, and diverse environment to ensure everyone feels included and welcomed 

alongside developing mutual respect among them towards diversity. 

 

All teachers (9) and BPS (13) believed that there is generally, a positive integrated and 

inclusive cultural environment in schools to make students from diverse ethnic backgrounds 

feel included. This demonstrates well the type of empowering school culture called for in 

Banks (1998, 2008) fifth dimension. Two teachers from school B stated that the school 

welcomes all ethnicities and that providing an inclusive cultural environment “comes back 

to the school’s ethos [which] is all about being inclusive, and certainly we try to do that” 

(Teacher 2 – School B). Alongside this, a range of teachers (9) believed that BPS both tend to 

congregate together and mix with other groups of students. Their mixing up with other 

different ethnic students highlight the elements of inclusion, integration and mutual respect 

among them and their out-group belongingness as well (see social identity theory by Tajfel 
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and Turner, 1979). However, their congregation with students from similar ethnic 

backgrounds highlights their in-group belongingness, in line with Tajfel and Turner (1979). 

This could be because of the dual nature of their identity (see Berry, 2005) which has been 

discussed in the previous culture and identity chapter. 

 

There is certainty among all teachers (9) across the three schools that they provide equal 

education opportunities, encourage equal participation of all cultural groups, and promote 

equity in school. It is worth noting here that promoting equity in education for all cultural 

groups in school required integration of multicultural content in The National curriculum 

which may not support multicultural teaching that is practiced by one female teacher, who 

claimed that “I encourage them [students] to bring in something about your culture” 

(Teacher 3 – School A). This implies that teachers can disapply the curriculum which 

presumably is what teacher 3 is referring to and what Banks’ (2008, 2019) model specified in 

relation to multiculturalism. In line with this, whatever they organise to teach, teachers in 

the study tried to make it relevant and interesting for students from different ethnic 

backgrounds with one female teacher stated that “we offer a wide range of trips within the 

English department, so, we go to the theatre, enable anybody [or everybody] to be able to 

experience” (Teacher 1 – School A).This teacher also gave examples of taking BPS students 

to the theatre to British Pakistani authors and poets as highlighted in the heroes section 

6.5.1.3. This closely links with Banks’ (1989a, 2006) contribution approach.  

 

All BPS (13) agreed that they get equal education opportunities and equal participation in 

classroom, school and outdoor activities regardless of their different ethnic and religious 

backgrounds by their teachers, in line with Banks’ (2019) work. For example, one girl 

(student 3) from school A stated that teachers provide equal assistance in their teaching to 

each student, though if students require additional help in their learning then they provide 

this during lunch break or after school. A similar view was highlighted by one girl from 

school B, who stated that “all around the school, we get picked equally in classes, we are all 

given equal opportunities” (Student 2- School B). BPS (9) from all three schools also agreed 

that teachers are very supportive, do help when required and make them feel included with 
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one girl from school B stating that “they do not like make us feel different ever and always 

[and] they do support them [students from different ethnic backgrounds]” (Student 2 – 

School B). 

 

In relation to positive attitudes, all teachers (9) across the three schools believed that there 

are positive and unbiased attitudes among students in relation to different ethnicities and 

cultures as students demonstrate positive attitudes towards each other. This aligns well 

with Nieto’s (1996) view of multicultural education. One male teacher (teacher 2) from 

school B believed that there is not any issue related to racism or discrimination between 

different cultures in school. Six teachers across the three schools highlighted the idea of 

behaving positively and equally towards students from diverse ethnic backgrounds. Again, 

this can be seen as a success in terms of multicultural education as a reform movement 

(Huh et al., 2015), if this means that there is a real reduction in issues of this type arising in 

schools. One female teacher claimed that their judgement towards these students’ negative 

attitudes or behaviour is not based on their ethnic/cultural background as she stated that “I 

strongly believe it's nothing to do with what culture they come from or what religion they 

belong to” (Teacher 2 – School C). 

 

BPS (13) agreed that they neither receive negative (racist and prejudiced) attitudes from 

their peers and teachers in relation to their ethnicity or culture nor are they ignored, 

overlooked, discriminated against by their peers and teachers in school. This is what Banks 

(2019) advocated for in his fourth-dimension on prejudice reduction. They further (13) 

believed that there are not any prejudicial attitudes among students in schools and seven of 

them believed that teachers behave equally towards students from different ethnicities. 

Table 6.3 highlights some examples of positive attitudes which indicate a positive 

atmosphere at school.  
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Table 6.3: Staff and students’ perceptions in relation to positive experiences  

 Teachers’ perceptions  Students’ perceptions  

School 

A  

“I think that phenomenally 

positive here” (Teacher 

2/male) 

“like a new person I just feel a bit nervous that some 

might say negative stuff about me [and my] wearing 

scarf. I’m just like scared the stuff [that was] in [my] 

mind but it has hasn’t happened” (Student 1/girl). 

School 

B 

“it will be really interesting to 

see what students’ responses 

are here” (Teacher 4/female). 

“They [teachers/peers] don’t like single you out” 

(Student 1/boy)  

“there’s no racial language at all” (Student 2/girl).  

“I don’t get any racism [from peers/teachers]” (Student 

4/girl).  

School 

C 

“I'm confident nobody makes 

a judgement of what they 

are” (Teacher 2/female). 

 “they don't look at my head scarf and go O' it's another 

one” (Student 2/girl).  

no one is racist, or no one judges you” (Student 3/girl).  

 

 

In contrast, five teachers across the three schools claimed that there is a small group of 

students, who demonstrate negative attitudes that teachers deal with. This links to Banks 

(2008, 2019), and continued issues with prejudice reduction. Initially 7 BPS students (across 

the 3 schools) when first interviewed said they did not experience negative attitudes from 

their peers but later as their interview progressed, they highlighted some negative 

experiences that they have experienced from their peers in schools. Table 6.4 indicates 

individual in-depth views of some of those BPS, who do feel sometimes that they are picked 

on, and it also includes teachers’ perceptions.  
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Table 6.4: Staff and students’ perceptions in relation to negative experiences  

 Teachers’ views  BPS views 

School 

A 

“I’m not saying that they’re perfect 

students. I imagine there are some 

negative attitudes sometimes” 

(Teacher 3/female).  

“Some students might be racist and discriminate 

us because we are from different background” 

(Student 2/boy). 

School 

B 

“there is a small constituency who 

will behave negatively” (Teacher 

1/male).  

“Especially with me like some people have used 

the word ‘Paki’ before and obviously I never 

understood why?” (Student 2/girl). 

School 

C 

“they [BPS] think it’s a fun to call 

each other Paki [...] [and] it [is] not 

because of culture, [or] religion, it's 

because they are kids and they're 

just behaving like kids” (Teacher 2).  

“once a teacher did [say] to me that “O’ you used 

to behave bad with your scarf on”, cos I used to 

wear scarf and then I took it off. So, he was 

lecturing me, and I felt like offended because he 

pointed it out for the whole class, and I was so 

embarrassed” (Student 3/girl). 

“they [peers] discriminate and say you can't speak 

Paki English” (Student 1/girl) 

 

 

Surprisingly, school C that has predominantly British Pakistani students, BPS use the term 

‘Paki’ for each other. This name calling indicates a sense of disrespect among BPS towards 

their native culture. This also implies that they might feel themselves more British and 

different to Pakistani students born in Pakistan. Certainly 13-14 years old children can be 

immature about certain things, though they have the capacity to understand racism very 

well as they learn about more complicated terms in their different textbooks as compared 

to racism and their intention to use the word ‘Paki’ explicitly indicates that they are very 

well familiar with the association and connotation behind this term. The third-dimension, 

prejudice reduction argued by Banks (2008, 2019) closely links with this. 
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6.5 Banks’ dimensions of multicultural education 
 

Throughout the data analysis in relation to multiculturalism, it was felt that multiculturalism 

is practiced in schools through teaching and learning though teachers and students are not 

aware that they are practicing multiculturalism or some dimensions of Banks’ (2008, 2019) 

model of multicultural education particularly content integration and prejudice reduction as 

discussed below. These two dimensions are practiced automatically due to the nature of the 

school that is multi-ethnic it seems. The fact is this, the case study schools do not have a 

multicultural education policy to implement Banks’ (2008, 2019) model of multicultural 

education. They are not familiar with Banks’ (2008, 2019) model; though respondents’ 

perceptions and school policy analysis indicate that some aspects of Bank’s (2008, 2019) 

theory/model are relevant with their practices. Hence, teachers (9) believed that 

multiculturalism is supported and promoted in school through the curriculum, and by 

celebrating different cultural events and ethnicities e.g. providing holidays for religious 

celebrations (e.g. Eid). This links perhaps most closely with the work of Zirkel (2008), in 

relation to how multicultural education operates in these schools. BPS (13) agreed that 

multiculturalism is supported by teaching about diversity. This practice suggests that there 

should be a multicultural education policy to implement Banks’ (2008, 2019) model fully to 

achieve multicultural inclusiveness in the case study schools. This is discussed further in the 

study recommendations. 

 

6.5.1 Multicultural pedagogy  

 

The curriculum according to school A’s curriculum policy document is the means for 

supporting development of cultural understanding. For example, students are provided 

opportunities for suitable competition and provision for them in order to extend their 

societal and cultural potentials and to make them independent to live in a diverse society. 

The policy further stated that media studies has an important role for developing cultural 

understanding of the society where students reside in. School A’s policy document stated 

that they provide a valuable and diverse curriculum and topics related to PSHE are covered 

in ELS programmes. Diversity in the curriculum was also highlighted by school B’s policy 
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document which stated that history lessons encompass several ‘attention-grabbing’ 

historical themes such as “the Norman Conquest, the English Civil War, the Impact of 

Empire, the Slave Trade, World War 1 and World War 2” for students in order to obtain 

information and awareness of important incidents, transformations and progress in British, 

European and World History. Policy in school B also emphasised that neutral and impartial 

resources in relation to any religious/political perspective should be chosen. 

 

All teachers (8) across the three schools except one from school B stated that they have 

multicultural or multi-ethnic content, material, literature, and examples in their teaching 

and teaching methods, the curriculum and textbooks to recognize students from diverse 

ethnic backgrounds. This indicates the examples of content integration by Banks (2008, 

2019). All teachers across the three schools claimed that they provide culturally diverse 

teaching through Geography, PSHE, RE, English, Mathematics, Art, Religious Education, 

Physical Education, Languages, Food Technology, Design Technology, Textile technology, 

Resistant material, Art/Crafts, Photography, PDC, and history lessons. This implies an 

additive approach is taken (see for example Banks, 1989a, 2006). This also implies that 

teachers practice the first dimension “content integration” of Banks’ (2008, 2019) model of 

multicultural education across the three schools. Three teachers from school A, B and C 

presented interesting examples of integration of multicultural or multi-ethnic content into 

their curriculum and pedagogy. For examples, teacher 3 from school A stated that during art 

lessons, students investigate a theme from different perspectives and bring art work or 

portraits that are relevant to their ethnic background e.g. BPS bring Islamic architectures 

and patterns. Teacher 2 from school C stated that lessons involve recipes, designs, arts, and 

pictures from a variety of cultures, in line with additive approach by Banks (2008, 2019). 

Teacher 1 from school C claimed that when a science teacher talks about animal testing in 

science, they use examples from different cultures to encourage debate about whether 

animal testing is morally acceptable in diverse cultures. 

 

Apart from this, one male teacher from school B claimed that multicultural content is 

included in teaching through the curriculum as: 
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“through the curriculum, there will be different kinds of backgrounds like in history, 

you see different backgrounds, cultures. Art is a fantastic one [subject] where they 

look at art traditions of various cultures” (Teacher 3 – School B). 

 

This closely links with the contribution approach by Banks (1989a, 2006). This teacher 

further stated that teachers in Art, Language, and Religious Education lessons use literature 

or examples from a variety of cultures and religions e.g. use of Islamic architecture during 

art lessons, learning about different religions in religious education, and discussion about 

French speaking people around the world in language classes. He noted: 

 

“In my subject, I’ve given the example within languages that we don’t just look at 

France, but the whole French speaking world. So, we’ve got examples in textbooks 

sort of people from West Africa and North Africa and we talked about the way France 

is developed over the years and the way France is now a multi-ethnic country” 

(Teacher 3 – School B). 

 

In line with this, one female teacher from school B explained that when an English teacher 

teaches about poetry, she includes poems from different ethnic or cultural backgrounds 

(see Banks, 1989a) as: 

 

“I teach English and it’s a subject that does lend itself to including texts from different 

cultures and backgrounds in fact [...] [and the] whole sense of cultural diversity [is] 

looking at novels, short stories [from a variety of cultures]; poems are little bit easier 

to access [from diverse cultures]. Certainly, that’s a great way of exploring cultural 

diversity” (Teacher 4 – School B). 
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A majority of teachers (8) claimed that they ensure that the pedagogy they teach is relevant 

to all students and accessible to different cultures, in line with fourth-dimension equity 

pedagogy by Banks (2008, 2019). In line with this, one female teacher from school A stated 

that “it [school] is very culturally diverse and the staff we’ve very culturally diverse, I think 

the teaching stuff is very diverse as well” (Teacher 3 – school A). Similarly, one male teacher 

from school B stated, “Yes, we certainly have plenty in textbooks, in teaching materials and 

various pictures, examples, names [from a variety of cultures]. So yeah, it’s not all white” 

(Teacher 3 – School B). In contrast, two teachers from school B highlighted the changes in 

the National curriculum that leads to the practice of simply a White curriculum. For 

example, one female teacher from school B claimed that due to the changes in the National 

Curriculum that is more focused on facts and exams, she had to remove content from her 

teaching as she claimed that “the government has sent us back very much to white old stuff 

basically” (Teacher 4 – School B). To support her views, a male teacher from school B 

claimed that teachers do not have multicultural content in their pedagogy, textbooks, and 

the curriculum to recognize students from diverse ethnic backgrounds due to the recent 

changes in the National Curriculum; this point will be discussed in the discussion chapter to 

explore which curriculum changes the teachers referred to. In relation to perceptions of a 

White school curriculum, a similar finding was highlighted by one girl from school C, who 

claimed that they do not find sufficient content to relate with their ethnicities in their 

textbooks or the curriculum as: 

 

“it's just a white person all of the time because they use the same things that all 

schools do and most of [the curriculum] related [to] a white community and England 

is basically, like mostly white people and I think, we are not such a minority anymore 

but in this sense we are, and it's a little bit harder to relate [with] things” (Student 2 – 

School C). 

 

This echoes the findings of Hefflin and Barksdale-Ladd (2001). All BPS (5) from school C 

claimed that they do not find any content in their textbooks. This implies that these 

students have a desire to see themselves in their curriculum to feel culturally included in 
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school. One girl from school C stated that through different languages such as Spanish and 

French in language classes, students not only learn about Spain and France but also talk 

about existing cultures there. BPS (4) from school A highlighted History, ELS and RS 

(Religious Studies) lessons where they find content to relate with their culture/ethnicity. 

BPS (3) from school B claimed that topics related to different cultures/ethnicities (e.g. 

drought and famine in both India and Pakistan) are discussed in History, Geography, Science 

and RE lessons. One boy gave a very interesting example in relation to integration of 

multicultural content into teaching by stating that teachers teach about controversies 

related to vaccines in different cultures, stating that “we talk about like vaccines and stuff, 

we talk about like basically like treatments and stuff that some ethnicities can’t have like an 

injection [that has] a bit of like pig or something in it” (Student 1 – School B). However, 

there is commentary from teacher 2 from school B saying that genetics is the only place 

anything around different races/cultures is explored in science rather than discussing 

aspects from different cultures. Banks (2016) reported a similar finding. For example, in the 

context of biological sciences, he (teacher 2/school B) notes that rather than discuss 

different cultures, what is distinguished is different races, and their genetic characteristics 

(e.g. skin colour, eye colour, etc.). This implies that multiculturalism is of superficial 

relevance in the science subject and multicultural material or perspectives are more 

relevant to some curriculum areas than others.  

 

6.5.1.1 SMSC and PSHE  

 

Multiculturalism is practiced in the case study schools through SMSC and PSHE development 

programmes as well. These programmes are expected (by school policy documents in 

relation to the curriculum) to be practiced or taught in schools formally on a regular basis as 

a subject in specific PSHE or equivalent lessons across the curriculum whereas both staff and 

students’ interview data disclosed that the concepts around SMSC and PSHE are practiced 

informally in all three schools across the curriculum. There is also not much detail about the 

practice of these subjects in school B and C policy documents; though school A’s policy 

document goes into detail in relation to this. There seems to be great variety in how this 

subject area is covered in the case study schools, with the number of lessons, and the idea 



195 
 

that it is covered informally in at least one school implying that this is not seen really as a 

priority. Schools have their own specific programmes where these are covered such as ELS 

in school A and PDC in school C. BPS from school C claimed to discuss many different topics 

in PDC such as bullying, sex education, the practice of FGM (female genital mutilation) with 

its effects, alcohol and drugs education, dealing with peer pressure, career education, and 

multicultural education. However, all BPS from school A and B believed that their SMSC 

development is supported by addressing issues related to cultural diversity, racism, and 

negative attitudes. 

 

6.5.1.2 Religious Education  

 

All three schools according to their curriculum policy documents in relation to Religious 

Studies provide a broader understanding of different religious beliefs and values. These 

policy documents further highlighted that that teachers across the three schools teach 

about different religious views including several themes in religious education such as 

relationships and families, the existence of God and revelation, life after death, living 

ethically, and religion with – life, peace, conflict, crime, punishment, human rights, and 

social justice. Further to this, policy documents across the three schools specified that 

schools are respectful of beliefs, but challenge what these religions say about how we live 

our lives. School B’s policy document stated that RPE (Religion, Philosophy and Ethics) 

highlights broader issues of philosophy and ethical practice, which presumably cuts across 

all religions and students are enabled to gain knowledge from different faiths, cultures and 

practices. School C’s policy document stated that a range of belief systems are introduced 

e.g. a variety of Muslim viewpoints including Shia and Sunni Islam are discussed during 

religious education. There are also Muslim teachers with other teaching staff to teach 

religious education according to school A’s policy document. 

 

There is certainty among teachers (4 – three female/one male) across the three schools that 

students are provided knowledge about different religions in a comparative way in religious 

education. They (4) further believed that religious education is more than a celebration of 
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religious observances as it develops mutual respect and tolerance, mutual understanding of 

different cultural and religious beliefs, and positive attitudes towards differences among 

students. It should be noted that this theme carries only four teachers’ responses across the 

three schools that emerged during the interviews. 

 

Schools welcome all religions and there is certainty among all BPS (13) that students learn 

about different cultures, ethnicities and religions such as Buddhism, Hinduism, Christianity, 

Judaism, and Islam through Religious Education. They (13) further agreed that in RE they 

learn about Islam which enable them to relate the content to their ethnicity and feel 

culturally included with one boy from school B stating “if they’re talking about Islam or 

Allah, I feel like [included by knowing] a bit more [about Islam] than the other people. So, 

you can just [actively] talk about it” (Student 1 – School B). Religious Education covers a lot 

of different religions and cultures on a broader level that can be related with diverse 

ethnicities as noted by one girl from school C: 

 

“Atheist don’t believe in GOD, but Christians, Hindus, Muslims, Buddhism and 

Sikhism, all these religions believe in God and I think it’s [RE] one of those lessons 

[that] especially everyone can relate to” (Student 2 – School C). 

 

BPS (7) also highlighted the advantages of learning Religious Education. For example, one 

boy from school B believed that Religious Education enables students to understand all the 

facets of one religion with its pros and cons as “in RE subjects, we sometimes see aspects 

around the Islamic [practices like], fasting, halal and we tell our friends [that] what we can 

do and what we can’t do [according to religion]” (Student 3 – School B). He further stated 

that Religious education enables them to be well informed about how different cultural 

practices that derived from different religions are followed differently around the world. In 

line with this, student 4 from school A revealed that teachers use visual aids like videos 

alongside textbooks not only to make them fully understand different cultural or religious 

practices but also to show them different cultures or religions around the world in order to 
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provide them knowledge about cultural or religious differences, in line with the work of 

Banks (2008, 2019). 

 

6.5.1.3 Heroes  

 

There is certainty among teachers (5) that multiculturalism is practiced through the 

recognition and teaching of heroes from a variety of cultures in their teaching, in line with 

contribution approach by Banks (1989a, 2006). For example, one female teacher claimed 

that she chooses novels written by famous multi-ethnic novelists during English lessons as 

she said that, “a novel written by Hanif Kureishi for example, I might look at something like 

that” (Teacher 1 – School A). This closely links with the first level of integrating multicultural 

content in the curriculum suggested by Banks (1989a, 2006). Teacher 3 from school A 

claimed that she chooses artwork from multi-ethnic artists e.g. art work of a British Muslim 

artist Nadeem who combines both eastern and western concepts in his art work. Similarly, 

teacher 4 from school B stated that she used to teach the poems from famous multi-ethnic 

poets such as Imtiaz Dharker and Sujata Bhatt who frequently talk about cultural identity 

through their poems. One teacher from school C stated that teachers also use examples of 

scientists and heroes from a diverse range of cultures or ethnic backgrounds during science 

and history lessons respectively. 

 

Interestingly, discussion in the previous section highlights that multicultural content is 

covered very little in science. However, some teachers teach about both eastern and 

western scientists and mathematicians, alongside Muslim thinkers from the Arab world 

during their teaching with one female teacher stating that: 

 

“we have made a big effort to get them [know] to appreciate that scientists from 

eastern culture and mathematicians have actually contributed much before the 

western civilization” (Teacher 2 – School C). 
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In contrast, two girls from similar school (C) stated that teachers do not use examples of 

scientists from eastern cultures in their teaching and information about Muslim scientists is 

not provided through the curriculum or pedagogy as one of them claimed: 

 

“A lot of the time, scientists could be from Russia, Germany, England [and] even 

America but I would like to see a lot more scientists from Asia or Africa because we 

don't actually study a lot of those. Muslim scientists were quite the head of the ages, 

so I like to see some of them, [but] we haven't actually ever covered that in school” 

(Student 2 – School C). 

 

This implies that minority ethnic students like BPS have desires to be admired or 

acknowledged by exploring and including heroes, scientists and mathematicians from their 

ethnic backgrounds within the curriculum so that they could relate themselves with these 

personalities and feel valued or included. However, other BPS (4) from school B and C stated 

that teachers talk about scientists including Muslim scientists from diverse ethnic/cultural 

backgrounds and showing videos of those scientists during the teaching of science subjects. 

Some Muslim scientists, theorists, mathematicians and philosophers are Al-Fazari, Jabir ibn-

Hayyan, Harun al-Rashid, Al-Kindi, Al-Mamun, Al-Khwarizmi, Hunayn ibn-Ishaq, Ishaq ibn-

Hunayn, Al-Jahiz, Al-Farghani, Al-Farabi, Ibn-Firnas, Al-Battani, Al-Razi, Al-Zahrawi, Al-Biruni, 

Al-Masudi, Ibn-Sina, Ibn al-Haitham, Omar Khayyam, Al-Ghazali, and so on (Masood, 2009). 

One girl from school B stated that scientists from a variety of cultures are taught but not 

identified culturally or ethnically as she claimed: 

 

“Well, in science we do have a big talk about some of the scientists around the world 

[...] [but] our teachers don’t really label them, they just [say] they were scientists, 

they don’t label them as Muslim, Pakistani, or British (Student 2 – School B). 

 

In addition, BPS (5) across the three schools agreed that teachers use examples of 

mathematicians from different ethnic/cultural backgrounds during teaching. One boy noted: 
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“The teacher of maths says, “O, we’re learning algebra [and] algebra came from 

Islam. The founder of algebra was a Muslim Arabian”. They might tell us about the 

facts behind algebra [before] carrying on. So, if it is a different subject, they might tell 

us, “O this is Polish, from a different background” (Student 2 – School A). 

 

6.5.1.4 Holidays (Festivals/Events) 

 

There is certainty among teachers (8 – male/female) across the three schools except one 

from school B, that cultural and religious festivals/events are celebrated/recognised in 

schools and that their schools have awareness of these festivals/events from a variety of 

cultures such as Christmas, Black History Month, Chinese New Year, Diwali, Ramadan, and 

Eid. This is consistent with the contribution approach, set out for example by Banks (1989a, 

2006). In relation to Eid, one male teacher from school A claimed that the school ensures 

that diverse cultural events are recognised in school as he stated that “Eid or Ramadan, 

these are important occasions for the students and schools as a whole” (Teacher 2 – School 

A). Quite similar findings were identified in school B, where two teachers also highlighted 

the recognition of Eid at school by allowing a day off for Eid and having discussions with 

students about it within their classrooms. One of them noted that: 

 

“we allow for the religious holidays. So, a lot of our Muslim students will have the day 

off [for] Eid [celebrations]. So, that would [show] how we would [recognise diversity]” 

(Teacher 3 – School B). 

 

Teachers (2) from school C stated that information and announcements in relation to 

different cultural events are regularly displayed during that period on the school wall 

projector along with wishes such as Happy Ramadan, Happy Diwali, Eid Mubarak, and so on. 

Teacher 1 from school C further stated that celebration of different cultural events provides 

students a kind of excitement as they make cards related to those festivals and exchange 
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presents with each other or with their family members to show their appreciation for those 

festivals. To support the claims made by teachers from school C, student 1 from school C 

stated that “they [teachers] display in the foyer, so, today is Happy Ramadan and they track 

there [on the foyer] Eid Mubarak and stuff”. She further stated that students celebrate 

different cultural events related to their cultural background in school by making baskets, 

cakes and cards such as EID cards, Christmas cards, Diwali cards, and so on. Students make 

cards in their traditional styles e.g. Eid cards in Spanish. This aligns with the first level of 

curriculum reform approaches i.e. contribution approach by Banks (1989a, 2006). 

 

Teachers (6 – male/female) across the three schools also highlighted different ways of 

celebrating different international events at schools e.g. organising; international days, 

enrichment and no-uniform days, food days, international evenings, art exhibition events, 

cultural festivals, and a football pride world cup, where performances and foods are 

presented from a variety of cultures and students come in their traditional dresses to reflect 

and represent their native cultures and ethnicities. These practices highlight some aspects 

of additive approach in Banks’ (1989a, 2008, 2019) model of multicultural education for 

content integration. 

 

BPS (10 – boys/girls) across the three schools agreed that cultural and religious events are 

celebrated in schools, and teachers and students have discussions about different cultural 

or religious events/festivals or its’ aspects during lessons, assemblies or at the beginning of 

events. One can argue that there is a big difference between ‘providing knowledge’ and 

‘celebrating’ festivals from a variety of cultures. However, this kind of understanding 

arguably, may provide them awareness that they do not necessarily have to be a part of 

other cultures/religions to recognise or appreciate those cultures/religions. BPS (12) 

believed that Eid is recognised in schools as Muslim students including BPS get a day off 

from school to celebrate Eid. Other students from different ethnic backgrounds are also 

provided holidays to celebrate festivals related to their culture or religion. Thus, both staff 

and students have good awareness of events or festivals from a variety of cultures. This 

closely links with Banks’ (1989a) contribution approach.  
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In contrast, BPS (4 – boys/girls) across the three schools claimed that cultural and religious 

events or festivals from a variety of cultures are not actually celebrated like English cultural 

events such as Christmas in school. For example: 

 

“we have a Christmas dinner, we have a little party in our classrooms, and we design 

cards about it, but they don’t do with Diwali and Eid stuff” (Student 1 – School A). 

- ‘Eid come, they do say “this is a holiday”, but they don’t really celebrate it” (Student 

2 – School A). 

 

A similar finding was identified in school C, where one girl claimed that her school provides 

several holidays for Christmas and only one day off for Eid (i.e. Eid-ul-Adha – the second 

most important religious festival of Muslims) whereas Eid-ul-Adha is celebrated for at least 3 

days. She considered this “really lame because during Christmas, there is a massive Hoo-ha 

that we have” (Student 2 – School C). A comparison between Christmas and Eid implies that 

BPS are very sensitive towards the celebration of their religious event Eid and have a desire 

for it to be celebrated like Christmas. However, the fact is that Christianity is the dominant 

in British culture, and in turn this informs the major school holiday periods. It should also be 

acknowledged that the same practice is evident in Islamic countries where Eid is celebrated 

like Christmas in the UK whereas Christmas is recognised like Eid. Teacher 3 from school B 

claimed that celebration of events from all ethnicities is not possible as “if we tried to 

celebrate events for all ethnicities, we [will] be having a yearlong celebration within the 

school” (Teacher 3 – School B). This quote will be discussed in the discussion chapter. 

However, recognition rather than celebration is positive as all the above discussion indicates 

that event or festivals from a variety of cultures are recognised and this is the motive of 

multicultural education as defined by Banks (2008, 2019) who advocates for recognition and 

inclusion of multicultural education rather than simply celebrating. 
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6.5.2 Prejudice reduction  

 

School policy document in relation to Equality, Diversity and Social cohesion specified that 

school A is committed to preventing all types of bigotry, intimidation and discrimination, 

and is ready to act towards unintentional and institutionalised prejudice. This policy 

document in school A further specified that the whole school including an ‘Equalities 

governor’ will be identified by the school to maintain a prejudice free environment. School 

A’s Behaviour management policy document suggests a positive behaviour strategy (i.e. 

collaborative approach) is necessary to manage negative behaviours/attitudes including 

prejudicial and discriminatory. School B is very committed to challenging any kind of 

prejudiced comments including racist remarks according to its Behaviour management 

policy. This policy document suggests a behaviour management process from verbal 

warning to a course of actions including different types of sanctions at school B. School C’s 

Equality policy document tries to prevent all types of discrimination or prejudice by 

following the recommendations of the Equality Act 2010 (Home Office, 2010). School C’s 

Behaviour policy suggests that positive behaviour/skills are essential to deal with negative 

behaviours including prejudicial attitudes. The safeguarding policy document stated that 

school C will not tolerate or avoid any kind of peer on peer abuse including teasing or 

mocking by considering it as a part of students’ development or growth. However, this is 

contradictory with the statement of teacher 2 from school C in table 6.4 who consider the 

use of term Paki (peer on peer abuse) between BPS as the immature behaviour of children. 

 

Behaviour management policy documents across the three schools highlighted that schools 

have very low tolerance for racism/prejudice and positive behaviour is reinforced in schools 

through rewards and negative behaviour is addressed through sanctions. There is certainty 

among teachers (5 – 1 male/4 female) towards dealing with prejudicial attitudes among 

students. This links clearly to Banks’ (1993, 2008, 2019) third dimension prejudice reduction. 

Several teachers (4 out of 5) across the three schools also highlighted the use of certain 

techniques such as counselling, warning, detention and internal/external exclusions to 

modify students’ negative attitudes and behaviour. For example, teachers try to make them 

(BPS) understand that “if they don't respect [their] our own culture then [they] can't expect 
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[it from] others” (Teacher 2 – School C). One female teacher from school C stated that 

internal exclusion lasts for a day whilst external exclusion depends on the severity of issue 

and takes one to five days. A slightly different response from BPS (3) from school C was 

found as they claimed that internal exclusion last from 1 to 3 days and external exclusions 

last from 2 to 3 days. Teacher 2 from school C further explained that the school sometimes 

applies permanent exclusion for very serious matters or move students to other schools to 

give them a fresh start as they might have some circumstances in this school to behave like 

this. There was no data from other schools to show the time period for internal and external 

exclusions. 

 

BPS (13 – boys/girls) agreed that teachers apply various strategies (i.e. discussion or lecture 

method, advising, guiding, counselling, and applying behaviour management systems 

including rewards and punishments) to deal with behaviours such as bullying, racial 

favouritism, racism, and discrimination among students. Student 2 from school B stated that 

teachers keep online records of students’ negative attitudes or behaviours and parents are 

informed when needed. BPS (5) across the three schools claimed that different topics 

related to prejudicial attitudes (e.g. racism, violent behaviour and anti-bullying), all kinds of 

abuse and all kinds of bullying (e.g. cyber, and online) are discussed in school assemblies, 

counselling and tutor time to provide awareness to students as well as for behaviour 

management and prejudice reduction. Six girls from all three schools believed that guidance 

in relation to prejudice reduction is provided to students and there is also a guideline for 

them to prevent discrimination and racism, in line with third dimension prejudice reduction 

by Banks (2008, 2019). Student 2 from school B claimed that teachers enable students to 

understand the racial differences to prevent prejudicial attitudes by discussing these issues 

with them. This clearly indicates the process of prejudice reduction advocated by Banks 

(2008, 2019). One girl form school A explained that teachers deal with racism by providing 

them awareness of respecting cultural diversity through visual aids e.g. by showing videos 

related to negative attitudes to manage prejudicial attitudes among them. 
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BPS (13) across the three schools also agreed that teachers deal with minor negative issues 

by giving them a warning, and permanent exclusion depends on the severity of issues. A 

majority of BPS (8) across the three schools claimed that teachers immediately take actions 

and deal with negative racial attitudes strictly to prevent these if they notice any or if the 

situation is concerning a student. If students indicate racist attitudes towards other 

students’ religion/beliefs, then teachers take it very seriously and apply detentions or 

sanctions such as internal exclusion and suspension (permanent exclusion) with student 4 

from school C stating that “if someone is racist towards your religion, you get like seriously 

in trouble”. One boy from school A stated that “if you say it really deliberately on purpose, 

then they will tell head of year, head teacher, [and] parents” (Student 4 – School A). In 

contrast, another boy at school A identified an irresponsible behaviour in certain teachers 

towards the prevention of prejudicial attitudes among students by stating that: 

 

“some teachers are a bit lazy in this school, they might not do anything, you might 

say [or complain] four, five times then they might be say[ing] something [whereas] 

some teachers straight away [take actions]” (Student 2 – School A). 

 

In relation to very serious issues, one girl stated: 

 

“There was a girl who was protesting [about] Palestine [a] couple of years ago in 

year 11 and got kicked out of the school and didn't get accepted into the colleges 

either because the headteacher said that political matters, [students] shouldn't bring 

into school and I think just because everyone has different opinions, so you might be 

offending another person” (Student 2 – School C). 

 

This example shows how schools address potential issues of radicalisation differently. 

Arguably, the Prevent Agenda (HM Government 2011b, 2015) and fears of students being 

drawn into terrorism were used by school C to permanently remove the student referred to 

by student 2 above from the school. Kicking students out of the school is not a solution to 
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the problem. This also does not mean the student should be able to do what she wants to 

do at school. Another implication here is that this could be a last action that the school has 

to engage with that implies that school authorities have surrendered in front of a child and 

all education/polices failed to save students from the risk of being drawn into terrorism. If 

this is the case, then question raised that what is the role or place of the Prevent Agenda 

(HM Government, 2011b, 2015) or Prevent Duty (DfE, 2015b) at school? This implies that 

there should be more options to deal with this type of behaviour before students are 

permanently excluded. There also needs to be greater consideration given to as to how 

exclusion can work as an alternative to the Prevent Duty (DfE, 2015b), and ensure that 

students are not drawn into terrorism. A good example to deal with these types of attitudes 

was identified in school A where one female teacher disclosed an incident of negative 

attitudes among Muslim students in the past during discussion on architectures in assembly 

where she asked students to present some examples of famous architecture and: 

 

“some of them said the twin towers and certainly the way they said it and one of the 

teachers at the end, she must have known them and she felt that they were saying 

that because they wanted to highlight not in the good way, the fact that it was a 

terrorist attack and I think she spoke to them afterwards and said, she was not happy 

with the way they’ve raised the facts. Yes, that it is in twin towers and yes it was 

awful that so many people died in that attack so” (Teacher 3 – School A). 

 

Twin towers refer to the 9/11 terrorist incident in the US that was conducted by an Islamic 

terrorist organisation Al-Qaida. A discomfort among teachers to discuss this with students 

highlights that 9/11 is a sensitive topic to discuss at school. A dismissive attitude among 

students in relation to the twin towers implies a genuine reason to implement the Prevent 

Agenda (HM Government, 2011b) to provide information about the twin towers tragedy. 

Teachers need to teach students about 9/11, 7/7 and other subjects relevant to these to 

provide them with awareness in relation to terrorism and lessen negative attitudes among 

them. Also, they can explain Islamophobia by relating it to these incidents. These two 

examples imply how school A and C are different in dealing with issues related to prejudice 
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or extremism. One provides guidance and the other excludes students permanently. This 

permanent exclusion arguably shows a lack of tolerance. In contrast to the above presented 

analysis in relation to a girl who was protesting about Palestine, student 2 from school C 

further believed that permanent exclusion is a correct way to prevent extremism among 

students as: 

 

“if you go out in the real world and be racist then people wouldn't tolerate it and that 

would be like a big issue and eventually, you can get arrested. So, in school as well, 

there can be really bad consequences” (Student 2 – School C). 

 

Arguably, perceptions of a child in relation to extremism/terrorism might be easier to 

change as compared to an adult who has been strong in his/her radical views as a plant can 

easily be turned in any direction rather than a tree. The quote above will be discussed in the 

discussion chapter. 

 

6.6 Conclusions  
 

In summary, it is deemed by the teachers and students that schools are successful in 

supporting multiculturalism. Findings indicate that the elements of policy can also be linked 

to multiculturalism. Similarly, a range of themes can be linked to elements, and dimensions: 

though not all dimensions. The need to use elements implies that the dimensions alone 

would not be enough to engage with multiculturalism and particularly address cultural and 

religious requirements or issues in relation to this particular group and context. Linked to 

this, the ability of general inclusive policies to address these types of issues was not 

unproblematic.  
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Chapter 7: Discussion 
 

The purpose of this chapter is to review the key findings of the results chapter into five main 

sections (i.e. Islam, the Media and Prevent, Culture and Identity, and Multiculturalism, 

followed by discussion of inclusion policy compared with multiculturalism, and a detailed 

discussion of the implications of this research for Banks’ model) link these with previous 

findings of diverse research presented by numerous researchers. This will be followed by a 

conclusion, recognising the limitations of the current research. The thesis had the aim of 

exploring the experiences of British Pakistani students in order to understand through the 

lens of Banks’ (1989b, 2008, 2019) theory of multiculturalism, model of multicultural 

education, and multicultural education policy in multi-ethnic secondary schools in England.  

 

7.1 Islam, the Media and Prevent 
 

This section highlights a list of key findings in relation to Islam, the media and Prevent 

gathered from the three diverse case study schools by correlating with key research 

objectives in table 7.1.  
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Table 7.1: Key findings from the case studies 

Islam, the Media and Prevent  

Objectives  Key Findings 

Impact of the media on attitudes?  Teachers implied that for those who regularly 

interact with British Pakistani Students, the impact of 

media on attitudes is not a major issue. 

Students and teachers both felt that the media may 

influence the views of students however, particularly 

in the immediate aftermath of terrorist attacks. 

Islam and extremism/terrorism? There is no perceived connection between Islam and 

terrorism. This view was strongly stated by a number 

of participants  

Awareness of the Prevent 

Agenda/Duty? 

Formally, it is enacted, and is identified within school 

policy documents. Staff and student views highlight 

some of the issues about this, and “Fundamental 

British Values”. 

Importance of British values to 

integrate into British society? 

This is a complex subject as teachers do not 

necessarily know/agree what Fundamental British 

Values are. 

 

 

7.1.1 Islam and the media with impact  
 

The literature review indicated that Islam became a very prominent subject after the 9/11 

and 7/7 terrorist attacks which invoked a vast discussion in relation to Islam and Muslims 

within western print and broadcast media (Knapp, 2003; Yalonis et al., 2005; Hussain and 

Bagguley, 2012; Khan and Ecklund, 2012; Brown et al., 2015). Since these attacks Muslims 

have remained in the news headlines and negative media coverage of Islam and Muslims 

has dramatically increased (Allen, 2012; Matindoost, 2015; Sultan, 2016; Awan and Zempi, 

2016; Bayoumi, 2017; Hussain, 2018). The case study findings support the view that Islam is 

negatively portrayed in the media and it simply highlights Muslims as ‘terrorists’; however, 

opposite views were also stated, so it is not all pervasive. Findings from students’ 

perspectives revealed that the violent reactions of the society towards Muslims after any 

terrorist’ attacks, have a negative impact on BPS, increasing a feeling of insecurity among 

them towards their family members around the country. This finding also supports the 

views of Matindoost (2015), Brown et al. (2015), Sultan (2016), and Awan and Zempi (2016), 
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who claimed that bigoted thoughts and actions against Islam, including negative images of 

Islam and Muslims, have had a very negative impact on Muslim students. 

 

Investigations by Allen’s (2012), Awan and Zempi’s (2016), and Abu-Ras et al. (2018) 

recognised that the negative image of Islam and Muslims as extremists around the world 

including Britain has had a substantial impact. It not only has triggered feelings of isolation 

and insecurity among Muslims (including British Pakistanis) but also has contributed to a 

backlash including islamophobia and discrimination towards them. This in turn has impacted 

on their attitudes/well-being/mental health and decreased their confidence, sense of 

belonging, and enthusiasm for integration. The current research disclosed a variation 

between respondents’ views in relation to the impact of negative media portrayals of issues 

like terrorism on BPS and their fellow students’ attitudes towards them. Several BPS (who 

claimed that the media portrayals of Islamic terrorism have no impact on their fellow 

students’ attitudes towards them) experiences do not match the findings of Allen’s (2012), 

Matindoost’s (2015), Awan and Zempi’s (2016), Sultan’s (2016) and Abu-Ras et al. (2018). A 

majority of students’ commentary around this topic is positive, yet some clearly do still 

experience discrimination/prejudice in school. One striking example of this is peers’ 

suspicious attitudes towards BPS and investigating them about being Muslim terrorists at 

school. In addition to this, feelings of insecurity, anxiety, and depression among BPS due to 

negative media portrayals were three more striking but not universal examples from the 

findings. On the other hand, there was certainty among all teachers that their perceptions 

of BPS are not impacted by the media portrayals (e.g. in relation to terrorism, migration) 

and indicates a convergence with the majority of BPS’ commentary. Instead, their 

perceptions of the media are impacted by negative media portrayals of Islam and Muslims 

that leads them to think that the media portrayal of Islam is nothing more than a grotesque 

parody of the truth. The case study findings recognised several different reasons among 

teachers for not being impacted by the media portrayals of Muslims (including the BP 

community) i.e. better understanding of BPS due to regular interaction with them, 

awareness of their culture, and understanding of cultural diversity. A few teachers 

highlighted the impact of the media on non-BPS students (to be suspicious/judgemental of 

BPS), who they perceive to be easily influenced by headlines and one most noticeable 
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example is the concern among teachers towards female students who might be drawn into 

terrorism due to the media portrayals of a group of British Pakistani girls, who left England 

for Syria to join ISIS. This implies that these types of stories not only provide awareness in 

relation to terrorism, but are also likely to encourage other students to join terrorist 

organisations like ISIS. However, findings identified that largely in terms of Prevent they did 

not seem to think this issue a priority. 

 

While most of the research focused on experiences in school, there was some commentary 

from students in relation to feelings of isolation from society more generally due to media 

portrayals. An experience of isolation due to different religious/cultural beliefs was also 

identified by a piece of research conducted by Pew Research Center (2011) which claimed 

that it is not feasible for Muslims to integrate to western lifestyle, society and culture due to 

their diverse religious precepts such as wearing the hijab that will be discussed in the 

multiculturalism section. Nearly a third of Germans and Spanish people suppose that 

Muslims do not espouse western cultural norms (Pew Research Center, 2011). However, the 

very existence of the idea of “British Pakistanis” implies that this is not the case. The overall 

indications from the case study schools was that despite there being issues, these students 

were at ease within a “western lifestyle”; indeed at least one student said that they would 

feel out of place in Pakistan were they to move back there. This discussion will be followed 

up in the multiculturalism section. 

 

It can be concluded that few BPS were definitely impacted by the negative media portrayals 

of Islam and Muslims and the major impact that they experienced is having feelings of 

insecurity among them. However, feelings of inclusion among them are also evident. This 

implies that they feel themselves included yet still remain acutely conscious that they are 

not secure enough in their country particularly when any episode of extremism/terror 

attack occurs and results in breaking news stories of that incident with a running 

commentary around that terror attack reported by the media, which highlights simply 

Muslim fundamentalists/terrorists. However, a strong point revealed by the finding is that 
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these portrayals do not change their teachers and peers’ perceptions towards them. Indeed, 

this remains positive.  

 

7.1.2 Islam and terrorism/extremism   
 

Literature indicated that Islam is usually associated with terrorism by the western media 

and societies/westerner (e.g. Donald Trump) as compared to other terrorist organisations 

who also demonstrate terrorist acts (Armstrong, 2005; Martin, 2013; Koehler, 2016; Peek, 

2017; Iftikhar, 2017; Ali, 2017). Participants in the present research exposed that every 

religion has its extremist offshoots and terrorism is a part of every culture as every culture 

has terrorists or extremists such as The IRA and Right-Wing fringe political groups (such as 

the BNP). However, the researchers (Matindoost, 2015; Bayoumi, 2017) highlighted that 

misrepresentation of the media that do not associate the terrorists from other religious 

beliefs to that religion. 

 

The literature recognised that all Muslim and non-Muslim terrorists have more or less 

similar motives, ideologies, and agendas behind terrorism (Laffiteau, 2019; Dearden, 2016). 

As was discussed in the literature, the case study findings support the view from teachers’ 

perception that religion is used as a justification for terrorism/extremism by certain 

misguided terrorists and religion appears to be associated with terrorism that is wrong. BPS’ 

perceptions also support the view that terrorists have no faith and their actions do not 

represent their religion. 

 

A survey estimated in literature that 91% of Israeli, 91% of French, 87% of Spanish, 59% of 

Germans, 54% of Americans, 52% of British, and 39% of Russian respondents believe that 

Islam is the most violent religion compared to other religions (Pew Research Center, 2011). 

However, there is a strong argument based on both staff and students’ perception that is 

inconsistent with this survey. For example, the case study findings highlighted that BPS 

viewed their religion as a peaceful/nonviolent one that teaches humanity and values all 
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mankind. An investigation by OSCE (2002) Elahi (2016), Brown et al. (2015) support this 

finding by claiming that Islam is a religion of peace that values all human beings and there is 

no conception of terrorism/tyranny in Islam. The present research found a quite similar 

statement from teachers’ responses that there is no connection between Islam and 

extremism. Teachers believe that terrorism is not in line with how the majority of Muslims, 

including the BPS in their school perceive their faith, and that terrorism is not unique to any 

one religion. Findings highlighted that there are often small minorities of people who drag 

down the reputation of all Muslims and similar minorities are found in every culture and 

religion. These small minorities organise such religious extremism that leads to a 

backlash/prejudice against the majority of innocent Muslims. One teacher in particular 

claimed that an entire community should not have to suffer because of the actions of a 

single person e.g. all Muslims should not be blamed for terrorism perpetrated by a relatively 

small group of individuals.  A number of research studies (Matindoost, 2015; Brown et al., 

2015; Everett et al., 2015; Awan and Zempi, 2016; Sommerlad, 2018) also highlighted the 

consequences of such religious extremism in the form of a bigotry against Muslims that led 

to hate crimes against them. However, nothing like a “hate crime” was uncovered during 

this research, though students did detail negative experiences as a result of their 

culture/religion. The discussion around negative prejudice attitudes will be followed up in 

the multiculturalism section of this chapter.  

 

7.1.3 The Prevent Agenda/Duty and British Values  
 

 A key aspect of the Prevent Duty (DfE, 2015b) is that teachers will be trained to identify and 

address extremist student views. It also expects from all educational professionals to engage 

in regular prevent training in relation to risk assessment, internet safety, building students’ 

resilience to extremism, practicing British values and safeguarding (DfE, 2015b). In response 

to this statutory guidance, the case study research found that teachers seemed a bit 

dismissive of Prevent training. There was a variation among teachers’ responses in relation 

to training at the case study schools, which may give an indication of where this particular 

agenda sits within schools’ priorities. Only one example of the positivity of prevent training 

was found within interview data, and that was in relation to protection for children and 



213 
 

contribution of teachers in educational decisions for taking actions by this training. Findings 

further disclosed that surprisingly, training is offered at several different places/times even 

within one school. A few staff claimed that they had not attended any specific training on 

this topic. This is very much out of line with the guidance on the Prevent Agenda (HM 

Government, 2011b). There is not any strong evidence that the prevent training has 

informed practice. A general finding from teacher interviews was that they did not on the 

whole find prevent training particularly useful. In contrast to this finding, the Casey report 

(Home Office, 2016) in literature highlighted that teachers have positive perceptions 

towards the prevent training, indeed many of them noted issues around teacher training to 

implement the Prevent Agenda (HM Government, 2011b). 

 

With respect to the implementation of the Prevent Agenda (HM Government, 2011b), 

literature argued (Awan, 2012; O’Toole et al. 2016; Rights Watch (UK), 2016) that the 

Prevent Agenda (HM Government, 2011b) or Prevent Duty (DfE, 2015b) has rendered 

Muslims a “suspect community” and impacted on them negatively. The study of Richardson 

(2015) also highlighted the impact of the Prevent on classroom environment where now 

teachers are afraid about discussion of conflicting views during classroom discussion due to 

this duty. One striking example from findings support this issue where a teacher claimed 

that “I’m a teacher not a policeman or a spy”. However, in general, findings exposed that 

the Prevent is not impacting on teachers who were interviewed. It appeared that it has an 

impact either way: it neither makes them more suspicious, nor does it seem to motivate 

them to be specifically watchful. However, the Prevent impacts potentially on safeguarding 

that could be concerning as teachers have issues with their role in relation to this seeing 

that teachers do not feel themselves to be the right person to do the investigation or deal 

with the Prevent related issues due to their honest relationship with their students. They did 

see themselves as the police monitoring BPS behaviour. To support this finding, a guidance 

document from the NUT stated that teachers are experts in teaching rather than 

investigating their students as this is not their role (NUT Conference, 2016, p.1; Bhopal, 

2018). In line with this, Farrell and Lander (2018) argued that the implementation of the 

Prevent Duty (DfE, 2015b) on schools would potentially isolate students and stand teachers 

as “government watchdogs”. However, identification of radical/extremist students has been 
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expected from teachers by Department for Education (DfE, 2015b). If staff are not engaging 

with training, then they may not successfully be identifying potential radicalisation (e.g. 

failing in their duty to safeguard students against this issue). However, some formal and 

informal strategies are in practice to protect students from being drawn into terrorism e.g. 

audit and paper trail, and informal conversations with students in relation to this. 

Interestingly, student views did not seem to recognise that they have been given guidance 

to identify and challenge potentially extremist views. It is not always clear however to what 

extent this happens, or that students are aware that this happens. However, teachers in 

general did not identify any episodes of extremist perspectives coming from students. 

 

Literature indicated that staff was also expected to build resilience in students to 

radicalisation through practicing Fundamental British values (FBV) by Department for 

Education (DfE, 2015b). Fundamental British values were associated with the Counter-

Terrorism and Security Act (Home Office, 2015) to all educational institutions to prevent 

pupils from the risk of being drawn into terrorism (Richardson, 2015). It is expected that 

these values will be covered within SMSC development (DfE, 2015b). In response to the set 

standards by Department for Education (DfE, 2015b), the case study findings revealed that 

school policy documents prioritise FBV to build resilience in students so that students can 

live a life free of oppression. However, interview data around British values and resilience 

revealed that British values is clearly a topic of contention for staff and caused a variety of 

responses. Staff responses indicated lack of clarity about what British Values are as 

interestingly teachers are not sure that what British values means. These values were also 

criticized in literature by teachers during the NUT conference (Espinoza, 2016) and within 

different research studies conducted by Jerome and Clemitshaw (2009), Richardson (2015) 

Maylor (2016), Elton-Chalcraft et al. (2017), Bhopal (2018), Farrell and Lander (2018), and 

Janmaat (2018). One example from the findings disclosed that teachers are not hugely 

engaged with British values. Given that it was expected from teachers not to undermine 

British values within initial and revised Teacher standards (within the section about personal 

and professional conduct) by Department for Education (DfE, 2011, 2012), this is an 

interesting finding. 
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Additionally, one example from findings is about what it means to be British, and what, if a 

person needs British values to be “British”. This is perhaps the strongest statement 

highlighting that there is no real clarity among BPS about what British values means and it is 

clear that students interpreted British values as a synonym of British culture. Maylor (2016) 

explained the concept of Britishness by highlighting a distinction between Britishness and 

British values. She specified that Britishness is having a British identity that formed by 

shared values/cultures, characteristics, nationality and born in Britain (ibid.). In the light of 

Maylor’s definition of Britishness, it can be concluded that BPS also hold a status of 

Britishness which implies that with strong ties to both Pakistani and British cultures, they do 

not need British values-based drives in school to build their resilience against extremism and 

must be treated equally in terms of practicing the British values/Prevent Agenda (HM 

Government, 2011b) if these still need to be practiced. They also do not need British values-

based motivations to build their resilience against extremism as these values can trigger 

covert racism and divide nations according to Christopher Denson during an NUT 

conference (Espinoza, 2016; Bhopal, 2018). Two teachers also in the study of Jerome and 

Clemitshaw (2009) argued, “To expect everyone that lives in Britain to have the same values 

is a way to suppress generations of history, that offends everyone while trying to please 

everyone” (p.10). 

 

In addition to this, BPS do not need British values particularly to integrate into British society 

as they are already a part of Britain. Additionally, a suspicious investigation in relation to the 

Prevent is the job of the police rather than teachers who are there to build their 

personalities not to destroy by particularly focusing on their freedom of expression and 

giving them a feeling of being in a prison. The environment of the school should be actually 

different to a prison. Obviously, mostly incidents of terror attacks highlight simply Muslims 

which in the presence of the Prevent Agenda (HM Government, 2011b) or Prevent Duty 

(DfE, 2015b) at school may alert everybody to become suspicious of existing Muslim 

students including BPS. Indeed, this is not the case that the present research has found as 

Prevent has no impact on staff and students’ perceptions towards BPS. However, these 

findings cannot be generalised. Further research is required to explore the impact of 

Prevent on attitudes.  
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7.2 Culture and identity  
 

This section highlights a list of key findings in relation to culture and identity gathered from 

the three diverse case study schools by correlating with research key objectives in table 7.2. 

 

Table 7.2: Key findings from the case study schools  

Culture and Identity  

Objectives  Key findings  

BPS identity? British Pakistani - by and large hold dual identity 
and identify aspects of both cultures 

BPS’ cultural preference? Dualism/Integration   

Awareness of native/Pakistani culture? BPS are dominated by Islamic culture as for them, 
Islam is their native culture. 

Pressure of dualism or BPS feel pressure 
by carrying two cultures? 

BPS generally do not feel pressure by carrying two 
cultures as they feel able to “behave British” at 
school. 

How culture impacts on BPS? They seem able to be “more British” according to 
them in these sorts of settings. 

How culture impacts on BPS’ attitudes 
and behaviour in schools as a focus on 
home/school cultural environment?  

Judging from the data school and home seem quite 
separate. 

BPS as a distinct group of students?  Not really as all students are roughly seen and 
treated the same. 

 

 

7.2.1 Identity and sense of belonging  
 

Literature indicated that Social identity theory explores an individual’s belongingness with a 

particular social group and a person can identify him/herself as belonging to a variety of 

groups that generates an in-group (people similar to us) and out-group (people dissimilar to 

us) categories (Tajfel and Turner, 1979; Ashforth and Mael, 1989; Billig, 1991; Hogg et al., 

1995; Hogg and Terry, 2000; Hogg, 2006; Rodriguez, 2015). These categories are used not 

only to identify the identity of individuals but also to structure beliefs and direct 

behaviours/social interactions (Ashforth and Mael, 1989; Cuhadar and Dayton, 2011). Based 
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on social identity theory, findings recognised that, where students made clear statements 

about their identity, a majority of BPS categorized/identified themselves with both in/out 

group being belonging with Britain/Pakistan and having dual cultural aspects in their 

identity. They do not see any contradictions or polarities here. Despite this, it is really 

complicated to determine which grouping has more influence over their personalities; 

though their beliefs and activities highlighted that their religious group has more impact on 

them. This indicates that being Pakistani is synonymous with being Muslim for them which 

highlights how they feel about their identity as Muslims, and how this may impact how they 

are perceived/treated. For example, they are British, and they are Muslims. This is 

unfortunately however not often how others see them, as “other”, as “non-British”. 

However, the general inclusive environment in the schools does seem to broadly support 

BPS to be British, and to be Muslim, without any major issues in relation to identity 

(accepting of course the issues raised in another section about food, fasting, clothing) as 

students on the whole believed that teachers understand their dual identity as British 

Pakistani/Muslim and accept their position in the middle of both British and 

Pakistani/Islamic cultures. 

 

One example from the case study finding highlighted tensions between the two aspects of 

BPS’ culture. The British aspect in their identity according to the study finding is being born 

in Britain and integrating into British society, following school culture without any difficulty 

(which might be felt by foreign students in Britain). In addition, the idea, stated by a 

student, that they would feel very out of place if they were forced to go and live in Pakistan 

is a very good example of this. Their integration into British society, considering Britain their 

home country is supported by the view of a majority of BPS who claimed that they feel a 

part of Britain and British society. Apart from this, all BPS also claimed to have a strong 

sense of belonging with their Pakistani Muslim culture that is by and large practiced by them 

and their parents in terms of fasting, eating halal food, wearing the hijab, and celebrating 

Eid. One noticeable example to support this finding is that Pakistani (Muslim) culture is quite 

deeply embedded in BPS. Thus, it can be concluded that they practice British culture in a 

Muslim or Islamic way and consider Britain as their home country. Dual cultural aspects 

within BPS indicate that they practice dual identity and associate themselves with both 
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in/out group and their Muslim identity can be associated with in-group due to their 

prominent religious beliefs and activities. Literature (Tajfel and Turner, 1979; Ashforth and 

Mael, 1989; Hogg and Terry, 2000; Rodriguez, 2015) supports this conclusion by highlighting 

that individuals of in-group are recognised by their unique beliefs and activities e.g. 

individuals with similar beliefs associate themselves with in-group and, perceived others 

out-group who have dissimilar beliefs to them. This implies group belongingness and social 

identity theory explores an individual’s belongingness with a particular social group (Tajfel 

and Turner, 1979; Ashforth and Mael, 1989; Billig, 1991; Hogg et al., 1995; Hogg and Terry, 

2000; Hogg, 2006; Rodriguez, 2015).  

 

7.2.2 Awareness of native culture and compatibility with host culture  
 

It was discussed in literature (Browne, 2008; Spencer-Oatey, 2012; Itulua-Abumere, 2013; 

Jandt, 2015; Porath, 2016) that culture governs’ individuals’ way of life and Islam as a major 

element of Pakistani culture focuses on morals and education by providing moral guidelines 

alongside a way of life to live (Atique, 2012). Similar findings were found in the present 

research where BPS agreed that Islam is a way of life and teaches giving respect to 

everybody regardless of differences. Findings indicate that Islam is the essential element of 

their culture and governs their way of life as according to them, it informs a complete code 

of life in which everybody should not be telling lies, offering prayers five times a day, 

reading the Quran, making fast, and preparing for life hereafter. This finding supports the 

literature (Government of Pakistan and Ministry of Information, Broadcasting and National 

Heritage, 2013) that Islam is a major element of Pakistani culture and shapes their lives. A 

majority of BPS in the case study schools seem to have a good awareness of their native 

culture, particularly focusing on religious elements such as Sharia law, pillars of Islam and 

religious precepts. However, finding disclosed that BPS were not very familiar about the 

national/provincial culture of Pakistan that is based on traditional values rather than Islam 

and has been highlighted within the literature by Atique (2012). In literature, Atique (2012) 

recognised that religious ceremonies are celebrated as cultural patterns in Pakistan to shape 

lives according to Islam. A similar point was highlighted in findings that BPS practice their 

religion and celebrate religious ceremonies such as Eid as a cultural pattern. However, 
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literature indicated that Pakistani culture nowadays is a blend of different cultures 

influenced by Indian, Central Asian and the Middle Eastern cultural patterns and 

consequently follow the local and foreign cultural patters as well (Atique, 2012). One 

example in the case study findings also support this literature by highlighting the element of 

modernism within Pakistani culture that indicates current culture in Pakistan has slightly 

changed and hold both western and eastern cultural elements which implies that culture is 

a subject to change overtime. Investigations by Dahl (1998), Ramsey (2004), Browne (2008), 

and Spencer-Oatey (2012) also support this claim that culture is a subject to change over 

time. 

 

All in all, based on findings across the three different schools, it can be concluded that BPS’ 

cultural preference is dualism or integration (that will be discussed in the next section) 

under acculturation theory by practicing the religious element of Pakistani culture and 

mixing it with British local culture such as having British food, technology, dressing, 

communicating in English, and following British laws (highlighted in the findings as British 

aspects of BPS’ identity). To be noted here, the British aspect in their identity was felt across 

the three schools who were very different in nature and interestingly BPS from school C 

(which as predominantly BPS) also have these British aspects in their identity which implies 

that being in the majority do not stand them out. This is one of the interesting findings that 

BPS practice their religion with British local culture together as British culture and Islamic 

culture are perceived as incompatible and Muslims as a distinct group, are, it is believed, not 

able to adapt to western lifestyles according to national and international research studies 

and reports conducted by Norris and Inglehart (2012), Wike and Grim (2010), Martin (2013), 

Broomfield (2016), Rashid (2016), BBC (2016), France-Presse, (2016), Stanley (2016), and 

Lipka (2017). The Casey report (Home Office, 2016) highlighted a similar concern by 

reporting that “Muslims and their faith are incompatible with life in Britain” (p.73). From 

findings to match with this literature, a majority of teachers and a minority of BPS 

highlighted the differences between British culture and Islamic culture by claiming that 

some aspects based on cultural/religious values of both Pakistani and British cultures are 

very different from each other. One male teacher in particular claimed that many aspects of 

Pakistani Islamic culture which they feel is compatible to British culture that they have 
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included whereas some aspects according to him never become a part of British culture. 

However, this does not mean that all Islamic culture is incompatible with British culture 

because both cultures have similar values such as respecting others, speaking the truth, 

having good behaviour, patience, forgiveness, generosity, honesty, unity, justice, keeping a 

promise, showing kindness, and so on. Further to this idea, a majority of teachers in the case 

study schools claimed that BPS identification as Muslim does not exclude them from being 

included in English schools. This finding explicitly indicates the compatibility of non-

conflicting Islamic culture/values with British culture/values. The following section reveals 

how BPS practice two different cultures together.  

 

7.2.3 Acculturative stress by carrying two cultures together  
 

Discussion in the previous section highlighted that BPS identify themselves as both 

British/Pakistani and see themselves within both cultures. Literature (Ramsey, 2004; Berry, 

2005; Schwartz and Zamboanga, 2008; Berry and Sabatier, 2011; Hopkins, 2011; Baysu et 

al., 2011; Ward and Geeraert, 2016) indicated that four possible actions (such as 

Alienation/Assimilation/Adaptation, Dualism/integration, Separatism, and 

Negotiation/Marginalization) can be expected from BPS being a product of two cultures. 

The case study findings disclosed that BPS being a product of a diverse society, seem to 

practice dualism or integration to live their life according to both British (school) and 

Pakistani Islamic (home) cultures. This finding supports the claim made by Kunst and Sam 

(2013) that bicultural individuals generally prefer integration for themselves. Literature 

(Berry and Sabatier, 2011; Baysu et al., 2011; Hopkins, 2011) argued that 

integration/dualism is essential and appropriate cultural preference for bicultural individuals 

not only for adjusting in school life but also for cross-cultural interaction and learning 

alongside having dual capabilities and supportive system to address the issues of the 

acculturative process. A similar finding was found in the present research where one 

student claimed that BPS enjoy the aspects of both cultures such as food, dress, 

environment, and a lot of opportunities to get experience of diversity including diverse 

things. Further to this, findings disclosed that at some points, BPS prefer their Islamic 

culture over British culture particularly when some aspects of British culture conflict with 
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their religious beliefs such as hanging out with friends at night. However, one example 

opposed to this in the case study schools disclosed that second and third generation of BPS 

are more British than Pakistani within the school environment. This finding supports the 

literature (Din, 2006; Hopkins, 2011) which claimed that second and third generation of 

British Muslims are more likely to identify themselves as British and the next generation of 

them might consider themselves to be entirely English. 

 

In contrast, literature (Berry, 2005; Din, 2006; Schwartz and Zamboanga, 2008; Moosavi, 

2012; Kunst and Sam, 2013) recognised that bicultural individuals such as British Muslims 

feel pressure when practicing integration or dualism as well as dualism creates acculturative 

stress for them. However, the case study findings do not broadly support this claim as only a 

few students stated that they feel pressure carrying both cultures together. Most BPS said 

that they feel the same at school as they do at home. They follow both cultures together 

without any pressure or stress as they find no difference between their school and home 

cultural environments. This finding supports the beliefs of Berry (2005) that bicultural 

individuals adjust into host culture effectively and do not feel much pressure or stress of 

dualism. In response to Hopkins’ worry (2011) regarding there being no evidence that 

confirms how dualism is practiced, the present research revealed that BPS practice both 

cultures together sometimes by blending them and on some occasions by keeping them 

separate. In contrast, those few students who said they feel pressure at the case study 

schools identified the impact of in-group (parenting and parental expectations) as an 

acculturative stress or pressure which prevents them from fully integrating into British 

culture. This finding supports the literature (Worchel, 2005; Din, 2006; Schwartz and 

Zamboanga, 2008) that also highlighted the impact of in-group (parental 

influence/pressure/restrictions) pressure over bicultural individuals during integration 

process. Din (2006) and Hopkins (2011) highlighted strange attitudes (e.g. hypocrisy and 

fluid cultural position) among bicultural individuals as a result of in-group pressure that 

leads them to be British at school and Pakistani at home.  A similar finding was recognised in 

the case study schools where one BPS claimed that “I don't keep them [both cultures] 

together, I know what I have to believe at home and what I have to believe at school”. In 

contrast to in-group pressure, findings disclosed that some BPS do not receive parental 
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pressure to practice integration or dualism. Findings from a range of teachers’ perspectives 

also identified BPS’ integration into British culture by claiming that BPS both tend to 

congregate together and mix with other groups of students. Their mixing with other 

different ethnicities highlights the elements of integration, mutual respect and their out-

group belongingness. However, their congregation with similar ethnic students highlights 

their in-group belongingness. This could be because of the dual nature of their identity. 

 

It can be concluded that, BPS’ cultural preference is dualism and integration as they 

generally carry both cultures together.  

 

 

7.3 Multiculturalism  
 

This section highlights a list of key findings in relation to multiculturalism, multicultural 

education and multicultural education policies gathered from the three diverse case study 

schools by correlating with research key objectives in table 7.3. 
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Table 7.3: Key findings from the case study schools 

Multiculturalism  

Objectives  Key findings  

Teachers’ understanding of Banks’ 
(1989b, 2008, 2019) concept of 
Multiculturalism? 

They generally use the correct vocabulary for this 
such as living together in a peaceful environment.  

Do schools support cultural diversity?  Yes, they do generally yet not broadly. 

Whether or not school has inclusive 
cultural environment? 

This is a complex subject, yet they make strong 
claims in relation to having a positive, inclusive 
and prejudice free environment. Positive 
atmosphere likely a very important aspect was 
found in the case study schools.  

Recognition of cultural diversity? Or 
How schools in England practice 
multiculturalism and incorporate BPS 
cultural background within education? 

Cultural diversity is recognised/practiced through 
“heroes and festivals” in the case study schools.  

Existence of multicultural education 
policy in schools?  

Multicultural education policy is generally 
embedded in school policies. It sits most clearly 
within safeguarding, behaviour management and 
equality/diversity policies alongside the 
curriculum which simply identifies race, ethnicity, 
religion as areas that should not provoke 
discrimination or limitation of educational 
opportunities.  

Does Banks’ (2008, 2019) model of 
multicultural education fit in schools?  

Generally, not broadly as finding in relation to 
practice of multiculturism in school does not fulfil 
the requirements of Banks’ model.  

British Pakistani students experience a 
positive attitude in school? Factors 
behind these experiences?  

They experience broadly positive attitudes. The 
response of student interviews was mainly 
positive, so the broad school system, in terms of 
inclusion and behaviour, seems to be working.  

Whether they are recognized and 
respected by their peers and teachers in 
school? 

Generally, yes.  

Whether experiences of racism are a 
very common everyday issue for British 
Pakistani students in schools or more 
isolated instances? 

It would seem more isolated. 

Whether their religious precepts (e.g. 
the hijab, beard, dress-code, and halal 
meals) are respected in school? 
Whether they respect other cultures 
and practices?   

Respected but not always accommodated.  

How schools deal with academic issues 
related to cultural diversity, ethnicity 
and negative attitudes? 

Through a behaviour management process that 
every school perceived to have.  
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7.3.1 Teachers’ understanding of Banks’ concept of multiculturalism  
 

Literature (Banks, 1989b; Banks and Banks, 2004; Banks, 2008) indicated that 

multiculturalism is seen by the theorist Banks as a complex concept, which can be 

interpreted as an idea, as a process, and as an educational reform movement. By creating a 

link with Banks’ (2008, 2019) model of multicultural education, the case study findings from 

teachers’ perspectives from school A, B and C disclosed that a majority of teachers across 

the three schools believed that multiculturalism is recognition (idea), integration (process), 

and inclusion (reform movement) of cultural diversity (see table 6.1). It can be suggested 

that multiculturalism is an idea of recognition of cultural diversity that can be achieved 

through the process of integration of different cultures equally to generate an inclusive 

cultural environment as an educational reform movement. In literature, Aydin (2014) 

recognised multiculturalism as a recognition and acknowledgment of cultural diversity 

within a society and societal policies. The current research similarly found that 

multiculturalism was considered by BPS students and staff as a recognition of cultural 

diversity in order to live together in a prejudice free society. Huh et al. (2015) highlighted 

the development of multiculturalism through a mixture of diverse cultural and religious 

precepts with the intention of reducing cultural stereotypes and prejudices. In line with this, 

the case study findings from teachers’ perspectives from school A and B also highlighted 

multiculturalism as a process of blending/integrating a range of diverse cultural and 

religious precepts in order to gain knowledge and understanding of cultural diversity to 

support it. However, the discussion particularly from BPS perspectives around cultural and 

religious precepts undermines this claim to some extent (see section 7.5.1.2).  Findings from 

teachers’ perspectives from school B specified that multiculturalism is a social and political 

movement to create an inclusive cultural environment within a society that coexists with a 

range of different cultures. Thus, to create an inclusive society and support the diversity of a 

multicultural society, Banks and Banks (2004) specified that multiculturalism as a reform 

movement would need to include a diverse range of cultures within school structures 

including school ethos and the curriculum. 

 



225 
 

One teacher in particular broadly criticized the idea of multiculturalism by claiming that a 

number of different cultures generate one single culture in a society. This teacher explicitly 

supported the concept of Britishness and assimilation that encourages the generation of 

one single culture by absorbing diverse cultures. However, literature (Bleich, 1998; Selby, 

1993; Race, 2011, 2015) indicated that policy focusing on assimilationist ideas have proven 

to be inappropriate, and a technique that has already failed in British policy in the 1960s and 

1970s to cope with cultural diversity. A multi-ethnic country requires an idea that must 

include all cultures equally and multiculturalism is one example of this. Multiculturalism 

recognises, respects and values the co-existence of several cultures (Banks, 2008, 2019) and 

at the same time rejects the supremacy of one culture (e.g. British culture) being dominant 

over sub-cultures (e.g. minority ethnic cultures) as highlighted by Abendroth (2015). 

However, according to Colby and Lyon (2004) and Browne (2008), a dominant culture can 

play a leading role in society through the political system and curriculum delivered in 

schools. A similar finding was found in the one case study school in the current research 

where a girl highlighted the supremacy of the dominant culture in the curriculum, to the 

exclusion of minority ethnic groups. A few teachers also supported this finding (see section 

7.5.1). To counteract this happening, it could be argued that a multicultural curriculum is 

essential to acknowledge and develop new insights about the cultures of minority ethnic 

groups after acknowledging the existence of the majority culture. As argued by Banks 

(1989a, 2006) and Race (2011), multiculturalism or multicultural education is for both 

minority and majority ethnic groups. In addition, it demands a complete reform movement 

to recognise and support a diverse range of cultures in a society.  

 

7.3.2 Recognising and supporting cultural diversity  
 

Gay (1994) indicated that multicultural education is a doctrine of recognizing cultural 

diversity through all elements (e.g. pedagogy, school organization, the curriculum and so on) 

of schools whereas in the case study findings, the extent to which schools specifically 

recognise BPS as a distinct group is inconclusive, as there were mixed views from teachers’ 

perspectives across the three schools. Given that there is a variation in size and diverse 

nature of this population across the three case study schools (see table 3.2 in methodology 
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chapter), this variation is not surprising. In line with this, there were mixed views from 

teachers’ perspective in relation to recognising cultural diversity as a majority of them 

supported this idea as discussed in next paragraph whereas a few teachers in the case study 

schools broadly criticised the idea of recognising cultural diversity. For example, one in 

particular claimed that recognition of diversity may lead to prejudiced attitudes among 

students. This is not dissimilar to Huh et al. (2015), who claimed that recognizing cultural 

diversity could be problematic and leads to conflict of cultures in schools if teachers have 

little awareness and understanding of cultural diversity (Huh et al., 2015). However, Banks’ 

(1989a, 2008, 2019) philosophy of multiculturalism contends that rejecting or ignoring 

students’ cultural differences might do more harm than good and may invoke prejudicial 

attitudes among people of different ethnicities. It may also generate an environment that 

people of different ethnicities might not feel as welcome as they would through the 

recognition and acknowledgment of their differences. To support this argument, Race 

(2018) argued that differences do matter and need to be considered in modern societies 

and the knowledge of differences could be beneficial for everyone to enhance their 

understanding of diversity (Race, 2011). Thus, it can be argued multiculturalism is a way to 

solve issues and reduce prejudicial attitudes that may arise between different cultures when 

their differences are ignored. 

 

Various authors (Baptiste, 1979; Banks, 2008; Race, 2011; Huh et al., 2015) indicated that 

multiculturalism is an idea of recognising and understanding cultural diversity including all 

types of similarities and differences through multicultural pedagogy in order to construct 

multicultural knowledge, achieving social justice and practicing multicultural education in all 

kinds of schools. Similarly, the case study findings disclosed that cultural and religious 

diversity is positively recognised, respected and promoted in the case study schools due to 

the multi-ethnic nature of the schools. This diversity is promoted through pedagogy wherein 

awareness of different cultures including similarities and differences is provided to students. 

However, one female teacher criticized this idea by claiming that SEN and EAL are important 

issues in school to focus on rather than focusing on different ethnicities as “every child 

matters, it doesn't matter what culture they come from, [or] what religion they belong to”.  

This would also seem to suggest that this teacher sees diversity in terms of a hierarchy with 
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ethnicity having less importance than SEN and EAL. By saying ‘every child matters’ but that 

student culture does not matter would seem to undermine the teacher’s view that every 

child matters. The reference to ‘Every Child Matters’ (DfES, 2003) was a Department of 

Education policy implemented in 2003, but the teacher’s interpretation appears to be 

different to what the government argued at the time, and does not seem to understand that 

multicultural education as argued by Banks (1988; 1989a) supports the idea that every child 

matters through promoting equity in education and considering dimensions such as gender, 

ethnic and cultural diversity, special educational need, and socioeconomic status. 

 

Literature (Parekh, 1986; Gay, 1994; Bennett, 1999; Banks, 2008; Aydin and Tonbuloğlu, 

2015; Huh et al., 2015) indicated that multiculturalism is a process for supporting, valuing, 

understanding and practicing diversities through the teaching and learning process, 

school/teachers organization, the curriculum and reforming courses. Findings revealed that 

cultural diversity in the case study schools is supported through SMSC and PSHE 

development programmes. However, the variety of topics potentially covered in these 

curriculum areas means that they may not be covered in the depth desired. Banks and 

Banks (2004) emphasised the inclusion of different cultures within school structures to 

support cultural diversity. In line with this, the case study findings disclosed that schools give 

respect to the cultural and religious precepts from a variety of cultures/religions including 

BPS’ cultural and religious precepts. Teachers seem to have good awareness of BPS’ cultural 

and religious precepts and these are supported through different ways. For example, they 

are provided: halal or vegetarian food; secure and separate rooms for offering Salat (for 

prayer); a specific place for Wudu (for ablution); allowances in terms of uniform and a day 

off from school to celebrate Eid. Interestingly, there was no clear policy in all three schools 

in relation to providing halal food at schools. However, one particular interesting practice 

was highlighted in one school in relation to supporting fasting where an event for iftar is 

organised in school not only to support fasting but also giving a positive message about 

respecting Ramadan to the whole school. This indicates a high-level of support in relation to 

fasting and a good level of recognition or understanding of cultural/religious diversity. 

Findings disclosed that PE, food lessons and different tests are re-arranged during Ramadan 

by focusing on limiting student workload; a Ramadan period is scheduled to make them feel 
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refreshed and included; and an authorised absence for Eid celebrations is provided. 

However, the findings also raised some concerns about supporting these precepts. For 

example, one teacher thought allowing British Pakistani girls to wear the Shalwar Kameez as 

their uniform was unfair. Arising from this is a question of how variation in uniform can be 

unfair as explicitly it is a way of acknowledging, respecting and supporting cultural diversity? 

It can be argued that a variation in uniform should not be an issue in multi-ethnic or 

multicultural secular schools which are probably based on the idea of inclusion to fulfil the 

cultural/religious requirements of all ethnic students. This type of perception rejects the 

cultural/religious expectations of BPS as evidenced by a BPS who was prepared to take her 

school to court for not allowing her to wear a full Muslim dress (BBC, 2006). The concerns 

raised by this teacher lead one to also question whether teachers should focus on students’ 

learning rather than focus on why BPS want to wear the shalwar kameez, as wearing a 

shalwar kameez cannot stop their learning?   

 

Recognising and supporting cultural diversity generally covers the definition of 

multiculturalism by Banks (1989b, 2008, 2019) as an ‘idea and a process’. However, this 

study’s research findings did not highlight the third element of this definition i.e. 

‘multiculturalism as a reform movement’. Yet idea and process are two important elements 

to achieve the aim of the third element as the inclusion of different cultures within school 

structures is essential for a complete school reformation or to achieve multiculturalism as a 

reform movement. There are also not details in the literature about supporting the 

provision of halal food, fasting during Ramadan and wearing the hijab within these elements 

of multiculturalism. Literature from previous research studies broadly touched on the 

advantages of practicing multicultural education in schools whereas this study’s findings 

highlighted how multicultural education is practiced in the case study schools and to what 

extent. Literature (Nieto, 1996; Sleeter and Grant, 2006; Huh et al., 2015) specified 

multiculturalism as an educational reform movement to bring a change in education and 

generating a prejudice free environment to promote equity whereas findings from teachers’ 

perspective across the three schools believed it as a social movement to create an inclusive 

cultural prejudice free environment for integration. However, both types of movements 

have a similar motive that is inclusion which raised a question that by just being “inclusive” 
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are these schools doing enough to fulfil the requirements of Banks’ (2008, 2019) model or 

are the schools “truly” multicultural, or just “inclusive”, with little specific elements in 

relation to food, fasting and the hijab to identify and support BPS? To address this question, 

discussion in this section determined that BPS are recognised but not necessarily treated 

differently in terms of their specific cultural requirements such as providing halal food; 

though they are generally included/integrated in schools in terms of equity as several 

teachers in the case study schools highlighted BPS’ equal inclusion in schools as a major 

factor for not identifying them as a distinct group of students which again highlighted their 

‘inclusive status’ rather than ‘multicultural’. However, the following sections consider 

whether these schools are truly multicultural and how useful is Banks’ (2008, 2019) model in 

explaining good practice in relation to multiculturalism and identifying gaps.  

 

7.4 Inclusion v/s multiculturalism  
 

Inclusion is broadly supporting pupils with SEN (DfES, 2001) as evidenced by the Salamanca 

statement (UNESCO, 1994). It can also be considered to apply to any and all children. 

However, a search of the literature in relation to inclusion indicated that the term does not 

produce a model to support an exploration of BPS’ inclusive cultural experiences. Findings 

across the three schools identified that inclusion in policy terms seems to cover 

multiculturalism but may lead to specific elements not being addressed specifically in school 

policies. An absence of a particular multicultural education policy in a document form in the 

case study schools suggests multiculturalism is insignificant as a specific policy area in these 

schools. However, despite the absence of multicultural education policy in the case study 

schools, the findings revealed that the concept of multiculturalism is practiced through 

different ways. For example, it is practiced through non-multicultural school policies, 

guidelines, through celebration of different cultural events, the curriculum (e.g. through 

different subjects such as SMSC, PSHE, PDC, and Religious Education). This may explain why 

half of the BPS interviewed believed that a multicultural education policy is implemented in 

their school and that enables students to respect cultural diversity. However, it is worth 

noting here that inclusive education as compared to multicultural education is practiced in 

the case study schools as teachers provide equal education opportunities to promote equity 
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in school and encourage equal participation of all cultural groups in education as well as 

expecting them to behave equally and positively towards students from different ethnic 

backgrounds. Thus, based on issues in relation to food (i.e. halal), fasting and the hijab, 

identified in the case study schools, it can be claimed that these schools do not fulfil the 

requirements of Banks’ (2008, 2019) model to fully support the multicultural expectations 

and learning of BPS.  

 

7.5 Banks’ model of multicultural education in practice 
 

Findings across the three case study schools revealed that only two dimensions of Banks’ 

(2008, 2019) model of multicultural education i.e. content integration and prejudice 

reduction are generally practiced in these schools through the curriculum, school policies 

and school ethos. Most of the elements of content integration are practiced through the 

curriculum whereas prejudice reduction is mostly covered through different policies and 

ethos.  Religious education is the major subject that includes these two dimensions. Findings 

identified the absence of other dimensions in schools as a gap in this study. It is worth 

mentioning here that the reasons for these gaps could be specific interview questions which 

simply focused on these dimensions rather than focusing directly on exploring the practice 

of equity pedagogy and knowledge construction. Another reason could be related to the 

researcher not interviewing school administration staff or authorities to explore about 

school reform i.e. empowering school culture and social structure. However, school policies 

also do not seem to be throwing light on specifically this fifth dimension ‘school 

reformation’ and the reason could be teachers’ limited ability to decide what they teach in 

the curriculum due to the changes in the National curriculum highlighted in the findings and 

discussed in section 7.5.1. Interestingly, the researcher identified a few examples in her 

fieldnotes during visits to the case study schools which highlighted the potential presence of 

this fifth dimension ‘school reformation’ in these schools. An example of which is the role of 

the Imam in making decisions regarding the participation of BPS within this research study 

in school A, and the enrolment of culturally diverse students, teachers and administration 

staff in school C. A further research study would be useful to explore these gaps in schools 
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to get a clearer idea as to what extent Banks’ (2008, 2019) model is practiced in multi-ethnic 

schools and which can support minority ethnic students as a whole.  

 

7.5.1 Content integration 
 

Findings revealed that the first dimension of Banks’ (2008, 2019) model of multicultural 

education is practiced to some extent in the case study schools through the curriculum as it 

supports the development of cultural understanding and enables students to live in a 

diverse society. However, in contrast, a few teachers highlighted the issue of very narrow 

curriculum that restricts their freedom to include multicultural content into the curriculum 

due to the recent changes in the National Curriculum. Despite the fact that there have been 

changes within the National Curriculum, a majority of teachers still apply a diverse 

curriculum in the case study schools. However, literature (DfE, 2014a, 2014b) highlighted 

that the National Curriculum is diverse with the intention of promoting the spiritual, moral, 

cultural, mental and physical development of pupils. Thus, in this term, it does not restrict 

teachers’ pedagogy and allows them to include content of their choice in their lesson 

planning (ibid.) but this does not apply to geography, English and history teachers. Despite 

this fact, teachers still feel a lack of freedom to include multicultural elements in it and the 

reason according to the NUT (2013) is that the draft framework has failed to fulfil the 

expectation towards the National curriculum to be diverse by promoting SMSC as it, and 

school timetables more generally are skewed towards focusing on what are considered the 

most important  subjects. The NUT (2013) claimed that there is an explicit tension between 

policy of the curriculum independence and legislative draft that give priority to specific 

areas of study programmes. Thus, it can be suggested that the National Curriculum is not for 

all and the NUT (2013) also support this conclusion by claiming that “the National 

Curriculum is not the whole school curriculum” (p.4) alongside this does not recognise 

students from diverse ethnic backgrounds to make them feel inclusive. 

 

Literature (Banks, 1989a, 1993, 1998, 2006, 2008, 2016; Danker, 2003; Zirkel, 2008; Shan-

Hui and Thomson, 2010, Ogletree and Larke, 2010; Aydin, 2013) indicated that content 

integration is including multicultural materials/contents such as biographies, stories, 
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diversity images, posters, reports, achievements, major figures, scientists, mathematicians, 

educationists, famous writers, and ancient civilizations, and the stories of racial groups who 

shaped the societies, history of immigrants, different cultural holidays/festivals/events, and 

studies about human beings with different skin colours, in the curriculum. This dimension is 

achieved through four approaches (Banks, 1989a, 2008; Zaldana, 2010); though the 

research findings have identified the first two approaches i.e. contribution and additive as 

discussed below.  

 

7.5.1.1 Contribution approach  

 

Literature indicated that the contribution approach focused on heroes, holidays, and 

distinct elements of a variety of cultures to include in the curriculum (Banks, 1989a, 2006, 

2008; Cumming-McCann, 2003; Banks and Banks, 2004; Al Aamry, 2016). In relation to this 

approach, the case study findings across the three schools revealed that ethnic content and 

examples from a variety of cultures in the form of heroes, novelists (e.g. Hanif Kureishi), 

poets (e.g. Imtiaz Dharker and Sujata Bhatt), artist (e.g. Nadeem), writers, scientists, 

mathematicians (e.g. Muslim founders of mathematics – algebra), and festivals (such as 

Christmas, Black History Month, Chinese New Year, Diwali, Ramadan, and Eid) are included 

in teachers’ pedagogy. Individual examples from individual schools include wishes related to 

festivals, international evenings, international food days, inclusive art exhibition events, 

enrichment and non-uniform days, international days and cultural festivals, football pride 

world cup, and celebration activities (such as making baskets, cakes and cards such as EID 

cards, Christmas cards, Diwali cards, and so on). One teacher in particular criticised the idea 

of celebrating multicultural events, arguing that if they will try to celebrate then it will be a 

yearlong celebration. This teacher may think that a yearlong celebration is a bad thing and 

one can argue that schools might like equality or equal rights only in a written form/policy 

rather than in practice alongside equality is not celebrated for diversity. However, in fact the 

dominant culture is British culture; therefore, Eid is not celebrated like Christmas in schools 

and only one day is provided to celebrate it. This is also the case in predominantly Muslim 

countries or Muslim faith schools where Christmas is not celebrated like Eid. The celebration 

of all multicultural events might not be possible in multi-ethnic secular schools due to the 

rigid beliefs that different cultural/religious groups of society have. If the parents do not 
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allow their children to go deep inside into other cultural education, then how can they allow 

their children to be involved in that celebration? However, this celebration might be 

possible in faith schools to practice their cultural/religious ceremonies without any 

objection from society as faith schools are based on one particular culture/religion.  

 

Banks (1989b) also advocated the recognition/understanding of cultural diversity rather 

than celebrating diverse cultures and this recognition explicitly was evident in the case study 

schools. Banks (1989b) focuses more on the recognition of cultural diversity as compared to 

celebration of cultural diversity because celebration of for example minority ethnic heroes 

and religious holidays gives some recognition or partial understanding to cultural diversity 

rather than whole of it. Consequently, this kind of celebration being limited to particular 

individuals and events depicts a superficial aspect and recognition of diversity (ibid.). He 

(1989b) further argued that teachers engage pupils merely in those sessions, practices, and 

plays which are relevant to particular events or individuals being memorialised in the course 

of these celebrations. Thus, it can be argued that the idea of celebration rather than 

recognition, can ignore the issues of racism, prejudice and tyranny. For example, the idea of 

celebrating Asian and Caribbean cultures by focusing on clothing, food and entertainment 

associated with their cultures (e.g. Saris, Samosas and Steel Bands) was also criticised by 

Troyna (1985) as discussed earlier in section 2.4.3 as such celebrations could not fully 

articulate or provide nuanced understandings of ethnic or cultural diversity and related 

experiences in these communities. This research showed the importance of Banks’ (1989a) 

approach to multicultural education as it helped to generate new insights about BPS. 

 

In the contribution approach, the multicultural content is included in the curriculum without 

making any alterations in its main structure (Banks, 1989a, 2006, 2008; Cumming-McCann, 

2003; Al Aamry, 2016). Findings revealed a similar way of introducing cultural diversity in 

the case study schools where a variety of cultural and religious events are discussed in 

classrooms and both staff and students share different experiences with each other. 

Literature indicates that this (Cumming-McCann, 2003; Zaldana, 2010) this approach is often 
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applied by teachers in schools and the findings from the case study schools seemed to agree 

with this claim.  

 

7.5.1.2 Additive approach  

 

Literature (Banks, 1989a, 2006; Cumming-McCann, 2003; Banks and Banks, 2004; Zaldana, 

2010; Al Aamry, 2016) specified that the additive approach focused on content, ideas, 

subjects, and perceptions from a variety of cultures in the curriculum. The best example of 

this approach is including multicultural books, components, lessons, programmes, units, 

narratives/accounts and cultural resources within the existing curriculum (Banks, 1989a, 

2006; Cumming-McCann, 2003; Zaldana, 2010; Al Aamry, 2016). The current research study 

identified the practice of content integration through additive approach across the three 

case study schools. Findings revealed that multicultural content/material/literature is 

applied in teachers’ examples, pedagogy, curriculum, textbooks, and teaching aids to 

recognize students from diverse ethnic backgrounds. These examples include: novels, 

poems, texts from different cultures; sports practiced in different countries; animal testing 

in different cultural contexts; paintings from a diverse range of cultural backgrounds; Islamic 

architecture; and French speaking people around the world. Literature also specified that 

this approach is applied frequently by teachers in schools without transforming its existing 

key structure, objectives, and assumptions (Banks, 1989a, 2006; Cumming-McCann, 2003; 

Zaldana, 2010). In relation to this approach, findings disclosed that teachers’ pedagogy 

across the three case study schools is relevant to all ethnic students and culturally diverse 

teaching is provided to students during Geography, PSHE RE, PDC, PE, ELS, science, history, 

art, English and Mathematics lessons, language sessions, food technology, design 

technology, textile technology, resistant material, art/crafts, photography, and tutor time. 

 

In short, the findings revealed that the case study schools welcome all religions and the 

school curriculum, teacher’s teaching methods and textbooks recognise and include 

students from diverse ethnic backgrounds. This implies that Banks’ (2008, 2019) dimensions 

are not needed at schools to facilitate minority ethnic students by making them feel 



235 
 

included during teaching. However, it needs to be questioned as to what terms students are 

included – generally, or culturally? As generally, they might be provided equal participation 

in classroom activities, though cultural inclusion during teaching explicitly depends on 

‘content integration’ (Banks’ first dimension of multicultural education). 

 

7.5.2 Prejudice reduction  
 

A prejudice free environment is the third dimension of Banks’ (1993, 1998, 2006) model of 

multicultural education. It is focused on modifying all types of prejudicial attitudes among 

students by building positive attitudes, behaviours and values among them through 

different teaching methods and resources. This research identified good practice of this 

dimension across the three case study schools by specifying that BPS experience positive 

and unbiased attitudes in relation to their ethnicity, culture, religion, and cultural/religious 

practices from their peers and teachers in schools. It is claimed that there is no favouritism 

among teachers towards students and students are not ignored, overlooked, segregated, 

discriminated, prejudiced and racist by their peers and teachers due to their different ethnic 

backgrounds in schools. One school policy document in particular highlighted the Equalities 

Act 2010 (Home Office, 2010) in this context. Findings further disclosed that BPS also 

demonstrate positive attitudes towards their peers and teachers and respect their cultural 

and religious practices across the three schools. Findings revealed that teachers and peers 

are supportive, helpful and respectful towards each other and do not pass on negative 

racial/ethnic comments to each other. Despite this, the research also found that some BPS 

students had negative experiences related to their ethnicity and religion, which at least one 

teacher attributed to the impact of the media on White students’ negative attitudes 

towards BPS. While research (Banks, 2006; Shan-Hui and Thomson, 2010; Kumi-Yeboah and 

James, 2011) has suggested some strategies for positively including minority ethnic students 

within teaching methods and providing collaborative learning opportunities to culturally 

diverse students in order to deal with negative attitudes and building positive 

attitudes/behaviours among them, this research suggests that although the case study 

schools adopt similar strategies to those identified in the literature above the experiences of 

the BPS identified in this thesis would seem to suggest that they are insufficient to 
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counteract the racism and feelings of exclusion experienced by BPS simply because they are 

Muslim.  
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Chapter 8: Conclusion 

 

8.1 Key conclusions  

 

This study set out to examine the experiences of BPS in relation to teachers and peers’ 

attitudes towards them, teachers’ perceptions of BPS, and the role of school policies with 

regard to multiculturalism and multicultural education. Importantly the study also sought to 

ascertain if there is a place for Bank’s multicultural model in both policy and practice and 

how multiculturalism is experienced by BPS. Table 8.1 indicates the main findings set against 

the research questions.   
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Table 8.1: Research questions with key findings 

Research Questions  Key Findings  

How do British Pakistani students in 

Year 9 feel that they are perceived 

by staff and peers? 

BPS experience broadly positive attitudes from their 

peers and teachers. However, some isolated 

instances related to negative racist attitudes were 

also identified by a few staff and students and these 

experiences related to prejudiced attitudes 

concerning BPS being Muslim and in terms of their 

religious precepts expectations. Islamic terrorism was 

also identified as a factor behind these isolated 

instances.  

What perceptions do teachers hold 

in relation to British Pakistani 

students? 

The Prevent Agenda and the media is perceived to 

have no impact on teachers towards BPS. However, 

students and teachers both felt that the media may 

influence the views of students particularly after 

Islamic terrorism incidents. In general, BPS are 

treated and included equally, get equal education 

opportunities as well as they are not perceived as a 

distinct group of students by their teachers. Teachers 

believed that BPS have positive attitudes and are 

respectful towards their peers and teachers.  

What policies are in place in school 

to ensure different cultures 

according to Banks’ (2008) 

multicultural educational model are 

respected, and how are these 

applied by schools and experienced 

by BPS students? 

No multicultural education policies were identified 

across the three schools though some elements of 

this policy are practiced through other policies which 

ensure different cultures according to Banks’ model 

are respected in schools. This practice is evident in 

the curriculum. However, this practice does not fulfil 

the entire requirements of Banks’ philosophy of 

multiculturalism including his model of multicultural 

education to support minority ethnic students in 

schools. 

 

The present study revealed that BPS hold dual identity and generally practice Islamic culture 

rather than Pakistani culture. Religion has more influence over them rather than Pakistani 
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culture. They also practice both Islamic and British culture and generally do not feel tension 

despite carrying both cultures together. Their unique cultural and religious practices are 

recognised and supported to some extent in schools. BPS experience positive attitudes and 

there is a positive relationship between students and teachers. The Prevent training and 

British values were identified as insignificant. Teachers and students differentiate between 

Islamic culture and extremism/terrorism. The case study schools do have a positive 

prejudiced free inclusive environment. Cultural diversity/multiculturalism is supported and 

promoted in schools through the curriculum (content integration and prejudice reduction). 

Teachers’ pedagogy involves multicultural material, literature, and examples. Multicultural 

education policy is not explicitly identified though it is embedded in several school policies. 

These key conclusions inform the recommendations discussed in the following sections.  

 

8.2 Contributions to knowledge  

 

The starting point for the researcher was a general interest in the topic as a Pakistani born 

female with a British Pakistani born child. Her review of the literature highlighted the 

importance of the concept of multiculturalism as well as identified gaps in policy and 

research which had focused on multicultural education. It was observed that on the one 

hand research focusing on multiculturalism discussed minority ethnic students’ perspectives 

in general and the other, government reports and policies have focused on a specific ethnic 

group e.g. the Swann report (DES, 1985) particularly focused on African Caribbean students, 

and measures were subsequently introduced in schools to address their experiences. In 

contrast, BPS as a group in secondary schools have not been researched before, and in the 

current climate (i.e. where Muslims are demonised as terrorists) research focusing on BPS as 

a unique focus was very important. The experiences of BPS (e.g. murder of Ahmad Iqbal 

Ullah at Burnage high school in 1986) have been covered in the past but there is no current 

research that has covered BPS experiences in relation to multiculturalism in the 

multicultural environment of multi-ethnic schools. In addition to this, to explore the impact 

of the media and society as well as current on-going conflicts in relation to girls who ran to 

Syria, recent terrorist attacks in Europe, implementation of the Prevent Agenda (HM 



240 
 

Government, 2011b), on teachers and students in shaping their attitudes in school were 

new things to explore. Alongside this, to explore the impact of current Muslim identity as a 

‘terrorist’ on both students and teachers in shaping their attitudes towards BPS was also 

something new to research. Interrelationships between BPS home/school culture was a gap 

in literature to explore that not been explored before. To explore Banks’ model (2008, 2019) 

of multicultural education in relation to how schools can support and foster a positive 

multicultural school setting was also something new as pervious research has only identified 

the importance of multicultural education rather than exploring the implementation of this 

model in practice. Another gap was an analysis of this model in relation to everyday 

experiences of BPS particularly in relation to providing halal food, supporting fasting and 

wearing the hijab that has not been done at all. Thus, this study has identified the extent to 

which Banks’s model (2008, 2019) of multicultural education can be used by exploring the 

contemporary experiences of BPS in schools in England. The following are key contributions 

of this study into knowledge: 

 

• Developed an understanding of Year 9 BPS experiences in three ethnically 

diverse schools 

• Revealed the impact of the Prevent Agenda (HM Government, 2011b) on staff 

and students towards BPS 

• Highlighted the issues in the implementation of the Prevent Duty (DfE, 2015b) in 

schools 

• Revealed the current status of multicultural education and Banks’ five 

dimensions (2008, 2019) of multicultural education in English secondary schools 

• Analysis of Banks’ model (2008, 2019) in relation to BPS  

• Applicability of Banks model (2008, 2019) to the UK cultural and policy context.  

 

This study has developed an understanding of Year 9 BPS experiences in multi-ethnic English 

secondary schools in relation to multiculturalism. It has supported work on multiculturalism 

and multicultural education in relation to provide inclusive cultural environment to all 

ethnic students including minority ethic students e.g. BPS at school. It also revealed the 

current affairs of BPS in multi-ethnic schools in England. It has thrown light on the views of 
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teachers towards BPS and informed how minorities are perceived and treated by majorities. 

It also revealed how BPS feelings are influenced by their cultural environment. It disclosed 

how BPS keep both their identity or native culture and the British dominant culture. It told 

how they manage dual identities and cultures. It disclosed how dual identities or cultures 

influence them. It informed their preferred way of acculturation to minimize cultural clash. 

This study has given insight to teachers, school authorities, administrators, educational 

experts, and policy makers regarding strong aspects of multiculturalism as well as weak 

elements of implementing and practicing the concept of multiculturalism or model of 

multicultural education with the intention of making future changes in this area of study. 

Thus, it supported work on experiences, multiculturalism, multicultural education, inclusive 

cultural environment, acculturation, and impacts of cultural environment on students’ 

attitudes and development as well. Apart from this, it also highlighted difficulties related to 

the implementation of the Prevent Agenda (HM Government, 2011b) including the Prevent 

Duty (DfE, 2015b) by exploring the impact of this duty on staff and students. It informed 

how this duty is practiced by subject teachers within classrooms and to what extent it is 

required to be implemented by subject teachers within classrooms. It also has informed 

how this duty is perceived by staff and how it is a concern for them alongside British values, 

which is also a contribution into knowledge.  

 

8.3 Strengths  

 

This section identifies the strength of this study. For example, triangulation of data and 

sources was a strength of the study as triangulation was considered to be a way to 

strengthen the trustworthiness of data, by having multiple sources (e.g. BPS, staff and policy 

documents) of evidence, in terms of participants (staff and students), data types (interview 

and documents analysis data), and research instruments (interviews and documents 

analysis). Apart from this, uniqueness of the study and study itself being interesting due to 

an on-going debate on multiculturalism and different cultural insights of BPS due to their 

dual and complex identity were believed to be strengths of the study. This ongoing debate 

on multiculturalism in England, shows that it is a current affair, making this research timely. 
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Collecting data as a Pakistani lady was also a strength of this study as students’ way of 

responding was approachable. However, I perceived not sharing ethnicity and culture with 

the teacher participants as a challenge before commencing the data collection; though, in 

practice during the data collection it was evidenced as a strength rather than limitation. 

 

Unequal or different sampling size was also perceived a strength for this research as the 

main intention for collecting qualitative data was to get a detailed, individual and in-depth 

understanding of BPS’ experiences and the current sampling has provided what was 

presumed. In-depth interviews being piloted were evidenced strong enough to sustain the 

conclusions that the researcher draw. 

 

Several recommendations for school and for further research which might be suggested on 

the basis of recent research and its limitations are followed.  

 

8.4 Limitations  

 

There were also found several limitations in the current research as indicated earlier, but 

the biggest limitation was the selection and number of schools, which arose as a 

circumstance of the issues in getting schools to agree to participate. This major limitation 

impacted on the whole research process e.g. research methodology, design and 

instruments. This limitation also leads to major changes e.g. using pilot data as main study 

data due to conducting research in a small number of schools. It was felt that investigation 

of sensitive issues such as extremism/terrorism, food, fasting and the hijab, was another 

limitation which also become a reason behind not getting access from schools to collect 

data. 
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Unequal or different sampling size in terms of gender was also a limitation of the study as 

the pilot setting that was eventually used in the main study was a single sex school. Another 

limitation was that the findings were based on slightly different interview schedules used for 

the pilot and main study data – this limitation of course arose due to the need to use the 

pilot study data, due to issues accessing schools. It was felt that interviewing a broader 

range of teachers including in terms of subject would have been helpful, alongside 

interviewing head teachers and senior management team members in schools as they might 

have more awareness about policies, which is why this would have been helpful.  

 

A last but very common limitation due to the nature of qualitative research, was the 

limitations in terms of lack of generalizability of the findings of the research. The findings of 

the current research might not be generalizable for other multi-ethnic English schools, and 

responses gathered from all participants might not be applied to other students and 

teachers as the BPS’ experiences in relation to multiculturalism might be different from one 

school to another. 

 

8.5 Recommendations  

 

8.5.1 Recommendations for Prevent and British values  

 

Building upon the findings of the current research it can be suggested that there is still room 

for improvement both in policy and practice in the case study schools. The recent move for 

an independent review of the Prevent strategy on radicalisation (Grierson and Dodd, 2019) 

feels very timely, based on the findings of the research. It will be interesting to see the 

extent to which this review touches on issues in relation to prevent training, highlighted as 

an issue in this research. It will also be interesting to see if it engages with the views of 

teachers on the potential impact of the Prevent Agenda (HM Government, 2011b) on their 

role, an issue that was highlighted as key in particular by one teacher. Although the issues 

did not arise in the findings of this research, it will also be interesting to see if this review 
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support the views of the National Union of Teachers who rejected this duty by arguing, “The 

NUT believes the Government should withdraw schools and colleges from the Prevent Duty 

[as] [...] “Prevent reinforces an ‘us’ and ‘them’ view of the world which divides communities 

and sows mistrust of British Muslims” (NUT Conference, 2017, Online). Dudenhoefer’s 

(2018) findings also identified that the Prevent Duty (DfE, 2015b) has significant probability 

of isolating and radicalising British Muslims. Sewell and Hulusi (2016) supported this view by 

arguing that the Muslims community is under a constant state surveillance by the Prevent 

Agenda (HM Government, 2011b). Having said that, there is no strong indication that this is 

the case in the case study schools where the Prevent Agenda (HM Government, 2011b) was 

talked about specifically. 

 

Findings revealed that the relationship between students and teachers might be impacted 

due to this additional suspected activity and in line with this the NUT argued that this duty 

has influenced both staff and students by limiting their freedom of speech and expressions 

in schools (NUT Conference, 2017). Thus, the NUT suggested: 

 

“It should be replaced by strategies based on dialogue, transparency and openness 

[...] We hope the Government will work not only with the teaching profession, but 

also safeguarding experts and [the] curriculum experts to design a better strategy for 

supporting young people to stay safe, identify risks, think critically and debate 

controversial issues” (NUT Conference, 2017, Online). 

 

Thus, a recommendation can be added in opposition to the NUT’s suggestion that training 

should be given to a separate team inside the school consistently to implement alternative 

frameworks and perform duties related to this framework and specifically to deal with the 

Prevent related issues, that schools already doing enough job to safeguard students in their 

way. Thus, this duty should not be placed on schools. To support this recommendation, the 

current research highlighted the insignificance of Prevent training which may be because of 

gaps in the policy as identified by the Rights Watch UK (2016). Rights Watch UK (2016) 
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recommended that these gaps must be addressed in accordance with the requirements of 

the Human rights agenda and especially the Human rights of children as the current Prevent 

Agenda (HM Government, 2011b) strongly violates these rights such as secrecy, ethics, 

freedom of voice, beliefs and religion. Furthermore, it can be suggested that within the 

existing safeguarding framework in schools, there should be included some educational 

strategies (e.g. counselling strategies) to deal with students having radical views rather than 

excluding them from schools permanently.  

 

A recommendation in relation to British values could be that the concept of ‘Britishness’ 

should be made clear in the minds of teachers and students by acknowledging Britain as a 

diverse country and making it clear that the term ‘British’ encompasses all ethnic groups 

rather than specifically White/English ethnic groups. Maylor (2016, p.28-29) seems to 

support this recommendation by stating that: 

 

“they [the Coalition government] will need to help [...] teachers to develop an 

understanding of Britain as a multi-ethnic population with diverse cultural values 

which will need to be sensitively explored within the context of the government’s 

definition of ‘British values’ [...] and who the label applies to”. 

 

Thus, it can be suggested that it may be more appropriate if the term ‘British’ within British 

values should be eliminated by merging these values with other (e.g. school) values (or 

shared human values) to make it less controversial and clear. Alongside these values should 

be explicitly for all ethnic groups and should not give a message that these target any 

particular group as argued by Richardson (2015, p.45) that: 

 

“The issue of great concern for most Muslim communities [...] is not that they see a 

conflict between Muslim values and British values but that their children are growing 

up in a society in which such an imaginary binary opposition is constantly propagated 

by both politicians and extremist elements within their communities”. 
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Thus, the Muslim voices should have a place within discussions in relation to Britishness and 

multiculturalism alongside Muslims should be empowered rather than controlled in the 

teaching of British values (Richardson, 2015).  

 

8.5.2 Recommendations for Banks’ model 

 

For recognising cultural diversity in schools, it might be better if attention should be paid on 

the implementation of all dimensions of Banks’ model (2008, 2019) of multicultural 

education consistently within the curriculum particularly by focusing on Race’s (2018, p.x) 

suggestions in relation to multicultural education that “I continue to advocate an 

international curriculum rather than a national curriculum for England [as] [...] we can no 

longer rely on national curriculum to educate our children” (ibid. p.5).  Banks (2008) 

suggested that the curriculum should be diverse so that pupils could perceive ideas, beliefs, 

events and subjects from a variety of different cultural perspectives. 

 

Based on a gap identified in inclusive model, it can be recommended that a broad section on 

Bank’s philosophy on multiculturalism including the model of multicultural education should 

be included within inclusive policies to recognise cultural diversity in Education. It might be 

constructive, ideal and logical to fit Banks’ model (2008, 2019) in the inclusive model rather 

than fitting the inclusive model into Banks’ model (2008, 2019) because the Inclusive model 

is much broader than Banks’ model (2008, 2019). (Thus, this can be perceived a key 

contribution into knowledge). 

 

Based on another gap identified within Banks’ model (2008, 2019) of multicultural 

education, it can be recommended that a new dimension titling “Inclusion of 

cultural/religious differences” to recognise unique cultural and religious differences (e.g. 

halal food, fasting and the hijab) should be included within Banks’ dimensional model (2008, 

2019). It is worth considering that this dimension should be practiced by school authorities 

and administrations by adjusting within school’s inclusive policy. Banks (1988, p.274) 



247 
 

suggested that “school policies should recognize and accommodate individual and ethnic 

group differences [and] [...] make allowances for different ethnic traditions”. In practice, this 

dimension (Inclusion of cultural/religious differences) should be taught/practiced through a 

separate subject titled “cultural studies” (another key contribution into knowledge) within 

the curriculum. Race (2016, 2018) argued for multicultural education to implement a diverse 

curriculum and addressing issues related to race and ethnicity. Race (2018, p.xi) also argued 

that “if [...] integration matters, [...] [then] multiculturalism matters more”. Thus, the 

researcher argues in favour of ‘cultural studies’ to be taught as a separate subject to 

practice this new dimension that will talk about very different, conflicted, and complex 

cultural and religious differences (e.g. halal food, fasting, and the hijab) that exist in 

different cultural and ethnic groups in schools. Knowledge in relation to every single culture 

and ethnicity (e.g. Muslim culture, Pakistani culture, Bangladeshi culture, Indian culture, 

Chinese culture, Caribbean culture, and White culture within the umbrella term Asian and 

Western cultures) could also be provided in this subject (i.e. cultural studies as highlighted 

earlier). This subject must enable students to fully understand the differences between 

different cultural and ethnic groups that exist in their schools. One can argue that 

citizenship education and religious education might be good options to practice this new 

dimension and there is no need for this additional subject. However, citizenship education 

may not address unique characteristics of BPS culture/religion e.g. halal food, fasting and 

the hijab; though these can be assessed through religious education. However, religious 

education might not address the unique characteristics of those students who have no 

religion or religious background. Potentially, there could be students who only have beliefs 

based on their culture rather than religion. From the findings of this research, it can be 

presumed that Muslim students’ unique characteristics are based on religion, but it does not 

mean that every student has unique characteristics based on his/her religion. Thus, religious 

education may not be an appropriate option to practice this new dimension. Hence, the 

subject ‘cultural studies’ could be ideal to practice this dimension. In contrast, Banks (1988) 

suggested the incorporation of multicultural content across the curriculum within all 

subjects. Definitely this incorporation across the curriculum is much effective to practice 

content integration. Thus, it must be acknowledged that incorporation of a new dimension 

in a new subject should be an addition within Bank’s work rather than an alternative to that. 

This subject also should inform Banks’ (2008, 2019) work as much as possible. 
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There should be both pre and in-service training sessions/ programmes in relation to the 

implementation of Banks’ model (2008, 2019) of multicultural education both in policy and 

practice as generally teachers have to face almost a different situation in practice which 

they might have not imagined during pre-service training. Hence, the staff should be trained 

professionally to fully implement Banks’ model as suggested by Banks (2008) and Race 

(2016) that there should be proper ongoing training and professional development 

programmes in order to implement a multicultural curriculum and teach diversity with the 

intention of addressing issues related to social equity and social justice confidently as well as 

having an understanding that diversity is a subject to change. Race (2018, p.x) further 

argued that “we need teachers who are not only trained but are also comfortable and 

confident to do this” as the implementation of multicultural education within schools simply 

depends on teachers and resources. Thus, resources are required to educate and promote 

the concepts/plans around multiculturalism which is based on concepts and individuals 

(Race, 2018). Banks (2008, p.117) also emphasized on the role of teachers in the 

implementation of multicultural education/curriculum by claiming that “teachers’ role in its 

implementation is an integral part [as they] [...] mediate the curriculum with their values, 

perspectives, and teaching styles”. Thus, teachers should be knowledgeable about all 

aspects of multiculturalism or multicultural education with an understanding of their 

students’ ethnic backgrounds in order to fully support and culturally include them e.g. a 

complete understanding of BPS’ all cultural and religious requirements in particular for halal 

food, fasting, the hijab. To support the idea, Race (2018, p.4) suggested that multicultural 

education can be advanced and supported through teaching ‘method, depth and reach’. 

Hence, Banks (2008) suggested professional training programmes in order to understand 

the complicated and unique attributes of diverse ethnic and cultural groups. School should 

react towards these attributes sympathetically and on purpose (Banks, 1988). 

 

In addition, the instructions in relation to prejudice reduction (to prevent negative racist 

attitudes/behaviours among students) should be a part of school behaviour and anti-

discrimination policies so that subject teachers also could implement within classrooms and 

school. Banks (2008) suggested that pupils should be provided awareness and knowledge 

about labelling and all kinds of prejudicing in order to establish a positive racial and ethnic 
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relationship between them. Banks (1988, p.281) also suggested that pupils should be given 

knowledge that “to be different does not necessarily mean to be inferior or superior”. 

 

Based on the findings of this research, it can be recommended that school menus should be 

diverse in order to serve halal food to Muslim students to make them feel culturally 

acknowledged and included. To support this recommendation, Banks (1988, 2008) also 

suggested that school menus should include foods that should reflect a variety of ethnic and 

cultural foods. 

 

8.5.3 Recommendations for future research  

 

Banks (2004) claimed that relying only on one single dimension to implement multicultural 

education in schools can only produce serious issues. Thus, it can be concluded that all 

dimensions are interrelated and should be practiced together to fully achieve the 

aims/objectives of multiculturalism and multicultural education. Based on this suggestion, a 

recommendation for further research is about exploring other dimensions (such as 

knowledge construction, equity pedagogy and empowering school culture) of Banks’ model 

(2008, 2019) of multicultural education which were not explored in depth in this research. 

Thus, further research is required to explore Banks’ whole model (2008, 2019) and to 

identify to what extent this model is practiced in school and to what extent this is needed to 

facilitate minority ethnic students (e.g. Muslims) in relation to multiculturalism. 

 

Another recommendation for further research could be conducting a survey research 

involving school authorities, administrations and parents apart from teachers and students 

(e.g. Muslim) to explore their experiences in relation to multiculturalism on a larger scale. 

Thus, the focus can be widened from BPS to Muslim students more widely. The current 

research may present an inspiration or insight for further research which might be done to 

examine minority ethnic students’ experiences in diverse settings.  
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8.6 Concluding thought 

 

Research suggests that multicultural education policy or Banks’ model (2008, 2019) of 

multicultural education is effective if applied consistently beside the school curriculum, 

ethos and polices to support minority ethnic students (e.g. BPS/Muslim) in order to make 

them feel culturally acknowledged, recognised, and included. The current research was a 

small-scale research that could not fully explore the effectiveness of Bank’s model in 

practice. However, this small-scale research despite numerous challenges (highlighted 

throughout the research) has succeeded to achieve its proposed aims and objectives by 

exploring BPS experiences in relation to contemporary issues such as Islam, the media and 

Prevent and British values, culture and identity and multiculturalism.  

 

In relation to future research, the researcher felt that findings about food, fasting and hijab 

can be explored further at a broader level through a survey research methodology by 

widening focus from BPS to British Muslim students. This survey research would involve 

school authorities, administrations and parents apart from teachers and British Muslim 

students to explore their experiences in relation to food fasting and wearing the hijab on a 

larger scale. This study would be conducted to get a broader overview of British Muslim 

students’ experiences in relation to these religious precepts, particularly to see whether or 

not these schools are more inclusive in terms of supporting these practices. Alongside this, 

how schools recognise and support British Muslim students in relation to these religious 

practices in a number of schools and to what extent. Thus, the current research findings in 

relation to these religious precepts may present an inspiration or insight for future research.  
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Appendices  
 

Appendix A: BPS Questionnaire for Pilot Study  
 

Questionnaire on the experiences of British Pakistani students in multi-ethnic 
school  

 
Your response will help for further research in this area of study 

 
 
This questionnaire has been designed as a part of my PhD degree thesis at the University of 

Bedfordshire, to investigate Year 9 British Pakistani students’ (BPS) experiences, with a 

particular focus on your school’s multicultural education policies. I want to investigate both 

positive and negative experiences of BPS to see whether they feel culturally included in 

school and whether they have an inclusive cultural environment in school. I want to know 

whether the school incorporates BPS’ cultural background within education and whether 

multicultural education policies support them. I want to explore the level of BPS positive 

experiences of multicultural inclusion than negative experiences of exclusion in the school.  

 

Please be assured that all information and data collected will be held in the strictest 

confidence and exclusively used for academic purposes. You are under no obligation to take 

part in this research. Moreover, every possible step will be taken to preserve anonymity, 

confidentiality, and privacy of respondents by following the university’s data protection 

policy, principles and guidelines. The following questions will help me gathering essential 

information for my thesis. 

 

 

Please contact me at either of these email addresses, if you have any questions.  

 

javeria.chaudry@gmail.com 

Javeria.Chaudhry@study.beds.ac.uk  
 
Thank you 
Javeria Chaudhry 
 

mailto:javeria.chaudry@gmail.com
mailto:Javeria.Chaudhry@study.beds.ac.uk
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Section 1: Demographic Details 

1. Gender (tick box) Male □ Female □  

2. Age: ___________________        
     
 
                                                
Section 2: British Pakistani students’ views on their own identity (tick box) 
 

1. I identify myself as 

British □     Pakistani □     British Pakistani □     other □  

 
2. I consider my first language to be 

Urdu □     Punjabi □     English □     other □  

 
 
 
Section 3: British Pakistani students’ views on their own culture 
 

1. Please put a tick in the box that indicates your opinion. 

 
 

Strongly 
Agree 

Agree Neither 
Agree nor 
Disagree 

Disagree Strongly 
Disagree 

I feel happy to identify as a 
Pakistani 

     

I have a complete awareness of my 
Pakistani culture 

     

My culture teaches me to respect 
all human beings 

     

My culture enables me to live a 
well-disciplined life 

     

My culture encourages me to get a 
good education 

     

My culture helps to build my 
character 

     

I follow the cultural examples of my 
parents  

     

I follow the cultural examples of my 
mosque leader 

     

I understand my religious 
expectations in relation to religious 
principles 

     

I am happy to wear a hijab (girl) 
I would feel proud with a beard 
(boys) 

     



290 
 

I feel happy following religious 
principles (e.g. fasting) during 
school times 

     

My culture guides my actions as a 
student 

     

 
 
 
 
Section 4: British Pakistani students’ perceptions on multiculturalism 
 

2. What is the status of multiculturalism in your school? 

 Strongly 
Agree 

Agree Neither 
Agree nor 
Disagree 

Disagree Strongly 
Disagree 

There is an inclusive cultural 
environment in school 

     

The school has high expectations about 
respecting students’ cultural diversity 

     

The school does not welcome different 
ethnicities 

     

The school ignores or discourages 
multicultural education 

     

Students have a positive attitude 
towards all ethnic groups 

     

Equal opportunities of education are 
provided in school 

     

The school celebrates all major 
cultural/religious festivals 

     

The school discourages different ethnic 
students’ beliefs 

     

The school does not accept students’ 
cultural differences 

     

 
 
 
Section 5: British Pakistani Students’ awareness of relevant policies in the school, and how 
they are implemented?  
 

3. What awareness do you have about school policies? 

 Strongly 
Agree 

Agree Neither 
Agree nor 
Disagree 

Disagree Strongly 
Disagree 

We are completely aware of a set 
of rules to promote 
multiculturalism in school 
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The school’s multicultural 
education policy is clearly 
signposted on the school grounds 

     

The school’s other policies talk 
about multiculturalism  

     

The school behaviour policy also 
informs the way of behaving 
towards different cultures 

     

School policy is consistently 
monitored and implemented in 
school 

     

 
 
 
 
Section 6: British Pakistani students’ attitude towards education/school 
 

4. What do you think about your school and education? 

 
  

Strongly 
Agree 

Agree  Neither 
Agree nor 
Disagree 

Disagree Strongly 
Disagree 

The school environment is 
friendly 

     

Different cultures and races 
are frequently mentioned and 
included in school assemblies 

     

There are noticeboards in 
relation to cultural diversity 
around the school 

     

The classroom environment is 
not engaging  

     

Classroom activities include 
different cultures and my 
culture as well 

     

Classroom textbooks (e.g. 
Citizenship education, History, 
and English) touch on different 
cultures 

     

I have an understanding 
towards students having 
different cultural backgrounds 
through the topics covered in 
my lessons 

     

Classroom activities encourage 
students from different ethnic 
backgrounds to argue or have 
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negative discussion regarding 
cultural differences 

The school provides a variety 
of food including Halal meals 

     

The school has a variety of 
books on cultural diversity and 
video resources 

     

Students have to study 
subjects that conflict with their 
religious beliefs 

     

The teaching supports all 
students to respect each 
other’s cultural background 

     

The teaching at the school 
encourages the equal 
participation of all cultural 
groups 

     

The teaching at the school 
celebrates different cultural 
events 

     

 
 
 
Section 7: British Pakistani students’ different experiences in school 
 

5. How often do you feel the following applies to you? 

 Always  Frequently Sometimes Rarely Never 

My cultural differences are 
accepted in school 

     

I feel safe in school      

My religious principles (e.g. 
hijab, beard, dress-code, and 
halal meal) are respected in 
school 

     

I respect other cultures and 
practices 

     

I behave the same at home as 
at school 

     

I feel a part of the school      

I feel comfortable with other 
cultural values 

     

I feel culturally included in 
school 

     

I feel culturally excluded in 
school 
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I feel ignored or overlooked in 
the classroom 

     

I receive positive comments in 
relation to my ethnicity in 
school 

     

I receive negative comments 
in relation to my ethnicity in 
school 

     

I feel disliked in this school      

I like being in the classroom      

I feel pressure to maintain two 
cultures (home and school 
culture) together 

     

I find my school culture 
different to my home culture 

     

 
 
 
 
Section 8: British Pakistani students’ experiences with their fellow students in school 
 

6. What are the attitudes of students with each other? 

 
 
Section 9: British Pakistani students’ perceptions of teachers 

 Always Mostly Occasionally Rarely Never 

We like to know each other’s cultures      

We respect each other’s 
culture/ethnicity 

     

We celebrate each other’s cultural 
events 

     

There is a positive atmosphere in the 
classroom 

     

Peers show a positive attitude in 
school towards me 

     

Peers show negative attitude in school 
towards me 

     

Peers are not respectful towards me      

I am not respectful towards all my 
peers 

     

I do not like to make friends from 
different ethnic groups 

     

I consider most of my friends to be 
from the British Pakistani community 

     

I do not shake hand with my peers 
from the opposite sex 
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7. What do you think about your teachers? 

 Always Mostly Occasionally Rarely Never 

Multicultural education is practiced in 
school by teachers 

     

Teachers enable all students to 
understand cultural diversity 

     

Teachers use examples or content from 
different cultures in their teaching 

     

Teachers apply different teaching 
methods to promote equity 

     

Teachers generate an inclusive cultural 
environment to achieve equity 

     

I experience positive attitudes from 
teachers in relation to my ethnicity 

     

I experience negative attitudes from 
teachers in relation to my ethnicity 

     

Teachers reinforce positive attitudes 
among culturally diverse students 

     

Teachers ignore negative racial 
attitudes among students 

     

Teachers deal with negative attitudes 
skilfully 

     

Teachers find it difficult to deal with 
negative racial attitudes 

     

I feel neglected by teachers      

Teachers show respect towards me as a 
British Pakistani Student  

     

I show respect towards my teachers      

The relationship between me and my 
teachers is healthy 

     

 
 
Section 10: Open questions 
 
 
The following questions will provide an opportunity to give more detailed responses: 
 

1. What types of attitudes (positive & negative) have you experienced from your 
peers and teachers? 

 
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------------------------------- 
 

2.  How does your school support cultural diversity? Please explain 
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--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------------------------------- 
 

3. How does your school promote SMSC (Spiritual, Moral, Social, and Cultural) 
development? 

 
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------------------------------- 
 

4. Do you think the practice of multiculturalism in your school is culturally inclusive 
and effective? Please explain 

--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------------------------------- 
 
                                         

(Thank you for your participation) 
 

 
Please include your name and contact details below if you would like to participate in a 
follow-up interview 

 
Name __________________________ 
 
Contact details __________________ 
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Appendix B: BPS Interview Schedule for Pilot Study  
 

Interview Schedule 

Semi-structured interview questions for BPS 

Your response would be useful for my research and future work 

Time: 30 minutes 

General questions 

 

1. Could you tell me a bit about this school? 

 

Questions about BPS perceptions on their native culture 

 

1. Could you tell me a bit about what you think Pakistani culture involves?  

2. Do you think your Pakistani culture tells you how to good behave, become a good human 

being and live life according to Islam? And what your Pakistani culture teaches you? 

3. How do you identify yourself and are you happy with your identity? 

 

Questions about the perceptions on multiculturalism 

 

1. Does your school support or tolerate different cultures, races, and religions? If yes, then 

how? 

2. Do you have a multicultural education policy in classrooms/school (e.g. feeling as a part of 

the classroom and school, getting equal education opportunities, participating equally in 

classroom/school activities, feeling same behaviour from your teachers, practicing 

multicultural education policy)?  

3. Are students aware of the school multicultural education policy and follow it? 

4. Does your school curriculum and teachers’ teaching methods support all ethnic students 

(e.g. mentioning or having multicultural curriculum frequently in school assemblies, 

classrooms, teaching methods, classroom and school activities, and school grounds; having 

content in your books to relate with your ethnicity; celebrating events related to all 

ethnicities)? 

5. How do your teachers support your spiritual, moral, social, and cultural development (SMSC) 

or PSHE? Or what do you learn in SMSC or PSHE subjects? 

6. Are your teachers teaching subjects that conflict with your religion? 
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Question related to BPS experiences 

 

1. What differences do you feel between your home (Pakistani) and school culture (British) and 

how you keep both cultures or do you feel pressure to carry both cultures together?  

2. What are your cultural and religious expectations and how do your teachers support these 

expectations? 

3. Do you feel yourself different from your class-fellows due to your Pakistani background or 

culture?  

4. Do you feel any positive attitudes (e.g. tolerated, accepted, recognized, respected, and 

praised) or negative attitudes (e.g. ignored, overlooked, discriminated, prejudiced, and 

racist) from your class-fellows and teachers due to your Pakistani background?  Or you 

receive any positive and negative comments from them? And what types of both positive 

and negative attitudes have you experienced from your fellow students and teachers? Or 

are your differences related to your culture or religion accepted and respected in school? 

5. Do you show both positive and negative attitudes to your class-fellows and teachers? (Do 

you give respect to them?) 

6. Do your teachers appreciate or support good (positive) attitudes and ignore or deal with bad 

(negative) attitudes among students?  

 

Is there anything you wish to add that I have not asked which you feel is important to address in this 

study? 

Thank you for your participation 

 

Prepared by Javeria – PhD in Education 
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Appendix C: Teachers’ Interview Schedule for Pilot Study  
 

Interview schedule 

Semi-structured interview questions for subject teachers 

Your response would be useful for my research and future work 

Time: 30 minutes 

General question 

 

1. Could you tell me a bit about your role in this school, and your experience of teaching British 

Pakistani students (BPS)?  

 

Questions about the perceptions on BPS culture 

 

1. How much knowledge do you have about BPS’ perspectives on their culture? 

2. Do you think teachers in this school have a good level of awareness of their BPS native 

culture (Pakistani culture)? 

3. From your experience, what cultural differences do you find between Pakistani and British 

culture and how BPS identify themselves?  

4. Do you think BPS practice or follow the school culture or maintain their native traditions?  

5. What do the teachers do in their teaching to recognize BPS and their culture (e.g. how do 

they support BPS during Ramadan and how fasting impacts on BPS learning)? 

6. Do you think the teachers understand and acknowledge that BPS being Muslims are free or 

have a complete right to live their lives according to the teachings of Islam? 

 

Questions related to multiculturalism/multicultural education policy 

 

1.  What is your understanding of the term multiculturalism? 

2. How does your school support cultural diversity and generate an inclusive cultural 

environment to promote equity in school (e.g. developing and implementing multicultural 

education policy separately or through other policies talk about multiculturalism, teachers’ 

awareness of the school multicultural education policy and consistency in applying? 

Updating and clearly signposting on the school grounds or providing equal education 

opportunities, encouraging equal participation of all cultural groups, behaving equally to all 

ethnic students, providing BPS inclusive cultural environment, practicing multiculturalism in 

classroom/school, and so on)? 
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3. Do you think teachers practice multiculturalism or multicultural education policy (e.g. 

recognizing, acknowledging, and respecting cultural diversity, celebrating events related to 

all ethnicities, and having high expectations for this)? 

4. How do you address issues of cultural diversity in your subject and are there specific issues 

that you cover in relation to the Pakistani community or Muslim students? 

5. Does your pedagogy involve multicultural material, literature, or examples (e.g. having 

multicultural or multi-ethnic content in teaching, teaching methods, curriculum, and 

textbooks or students have to study subjects that conflict with their cultural and religious 

beliefs)?  

 

Questions related to BPS experiences 

 

1. In your experience, do BPS tend to congregate together, or mix with other groups? 

2. Do you think BPS religious precepts (e.g. hijab, beard, dress-code, and halal meal) are 

accepted and respected in the school? Or do you think BPS experience positive attitudes 

(tolerated, accepted, recognized, respected, and praised) or negative attitudes (ignored, 

overlooked, discriminated, prejudiced, and racist) in relation to their ethnicity from their 

fellow students and teachers? Or they receive any positive or negative comments? 

3. Do you think BPS give respect to their fellow students and teachers’ cultural and religious 

practices?  

 

Is there anything you wish to add that I have not asked which you feel is important to address in this 

study? 

 

Thank you for your participation 

 

Prepared by Javeria – PhD in Education 
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Appendix D: Information Sheet and Informed Consent Letter for Head Teacher  
(Pilot Study) 

 

 
 

INFORMATION SHEET FOR RESEARCH PARTICIPANTS (Leadership Team) 

British Pakistani students’ experiences in multi-ethnic secondary schools in England 

 

Dear Sir/ Madam, 

 

As part of my Doctoral studies at the University of Bedfordshire, I am investigating British 

Pakistani student’s (BPS) experiences within multi-ethnic secondary school environments. 

 

I would be grateful if you would allow me to visit your school, to conduct this research. In 

my research, I hope to collect data through questionnaires and interviews with British 

Pakistani students from year 9, alongside interviews with relevant members of staff who 

support these students. The main focus will be on the experiences these students have of 

multicultural environments, and how teaching staff work to support and include this 

particular group. 

 

All the information that I collect will be kept confidential and only available to me and my 

research supervisors. It will not be passed on to any third party in any form that will enable 

your school or any individual members of staff to be identified. If during the school visits, 

you decide at any point that you do not wish your students and teachers to participate any 

further or to withdraw altogether then it will be entirely acceptable. It also will be possible 

for you to withdraw your consent from allowing me to use data that I would have collected 

from your school at any point up to the end of data collection. If this turns out to be the 

case, I would be pleased if you would let me and my supervisors know in writing, preferably 

by email so that we have a record of this request and ensure that we abide by this. 
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I will be very happy to make my findings available to you when I have completed my study.  

My contact detail is Javeria Chaudhry: Javeria.Chaudhry@study.beds.ac.uk  

My Director of Studies is Dr Cathal Butler: cathal.butler@beds.ac.uk   

The co-supervisor for my research is Professor Uvanney Maylor: 

uvanney.maylor@beds.ac.uk  

 You can also contact any of us if you have questions about the research before or during 

the study. 

 

If you have any concerns about this study or the way that you have been approached, 

please contact the University’s independent contact, Dr Mark Atlay, Academic Director of 

the Research Graduate School at the University of Bedfordshire: mark.atlay@beds.ac.uk  

 

Thank you very much in anticipation for supporting my research study. 

 

Yours sincerely 

 

Javeria Chaudhry 

Full time PhD Student 

University of Bedfordshire 

mailto:Javeria.Chaudhry@study.beds.ac.uk
mailto:cathal.butler@beds.ac.uk
mailto:uvanney.maylor@beds.ac.uk
mailto:mark.atlay@beds.ac.uk
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INFORMED CONSENT FOR LEADERSHIP TEAM TO BE APPROACHED TO 

PARTICIPATE IN RESEARCH STUDY 

 

Please delete as appropriate in the statements below: 

1. I agree to allow my year 9 students and subject teachers to be approached to 

participate in the study, entitled: British Pakistani students’ (BPS) experiences in 

multi-ethnic secondary schools in England: Yes / No 

2. I agree that the questionnaire will be filled out by my year 9 students in relation to 

their experiences in school: Yes / No 

3. I agree that my students and staff can be approached to be interviewed about BPS 

experiences in school as it relates to the study investigation: Yes / No 

4. I understand that interviews will be recorded by the researcher: Yes / No 

5. I agree that this research may touch upon sensitive topics or issues: Yes / No 

6. I expect that the researcher will take all important actions to diminish the feelings of 

invasion by putting my students and teachers at their ease and by ceasing any sort of 

undue harm (e.g. stress) that may arise from the research procedure: Yes / No 

7. I believe that the researcher will inform the school and university child protection 

authorities about any kind of harm or abuse revealed by participants during 

interviews with regards to their concern about their own protection and safety: Yes / 

No 

8. I agree that the interviews will be organized in a private room to ensure the 

researcher and participants safety: Yes / No 

9. I understand that participation in the research is optional, and that my students and 

staff have the right to withdraw from the research at any time without prejudice: Yes 

/ No 

10. I expect that data will be conducted by protecting the privacy and secrecy of my 

school, students, and teachers: Yes / No 

11. I expect that no physical or emotional harm will come to my students and teachers 

as a result of taking part in this research: Yes / No 
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12. I may withdraw permission for the questionnaire and interview data to be used in 

the study at any time up to the end of data collection without prejudice, and that if I 

choose to do this I will inform the researcher and her supervisors in writing: Yes / No 

13. I expect that all research data will be held securely in password protected files and it 

will not be seen by anyone except the researcher and her supervisors: Yes / No 

14. I expect that confidentiality and anonymity will be maintained in relation to the 

school and the research participants throughout the research: Yes / No 

15. I understand that research findings will be made available to me at the end of the 

study: Yes / No 

16. I agree that the consequences of this research will be published by preserving the 

anonymity of all participants: Yes / No 

 

Senior manager's signature: .............................................. 

 

Print senior manager's name here: .................................. 

 

School name: ................................... 
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Appendix E: Information Sheet and Informed Consent Letter for Teachers (Pilot Study) 
 

 
 

INFORMATION SHEET FOR RESEARCH PARTICIPANTS (Subject Teachers) 

British Pakistani students’ experiences in multi-ethnic secondary schools in England 

 

Dear Sir/ Madam, 

 

As part of my Doctoral studies at the University of Bedfordshire, I am investigating British 

Pakistani student’s (BPS) experiences within multi-ethnic secondary school environments. 

 

I would be grateful if you would like to participate in this research. In my research, I hope to 

collect data through questionnaires and interviews with British Pakistani students from year 

9, alongside interviews with relevant members of staff who support these students. The 

main focus will be on the experiences these students have of multicultural environments, 

and how teaching staff work to support and include this particular group. 

 

All the information that I collect will be kept confidential and only available to me and my 

research supervisors. It will not be passed on to any third party in any form that will enable 

you, your school or any individual members of staff to be identified. If during the school 

visits, you decide at any point that you do not want to participate any further or to 

withdraw then it will be entirely acceptable. It also will be possible for you to withdraw your 

consent from allowing me to use data that I would have collected from you at any point up 

to the end of data collection. If this turns out to be the case, I would be pleased if you would 

let me and my supervisors know in writing, preferably by email so that we have a record of 

this request and ensure that we abide by this. 

 

I will be very happy to make my findings available to you when I have completed my study.  

My contact detail is Javeria Chaudhry: Javeria.Chaudhry@study.beds.ac.uk  

My Director of Studies is Dr Cathal Butler: cathal.butler@beds.ac.uk   

mailto:Javeria.Chaudhry@study.beds.ac.uk
mailto:cathal.butler@beds.ac.uk
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The co-supervisor for my research is Professor Uvanney Maylor: 

uvanney.maylor@beds.ac.uk  

 You can also contact any of us if you have questions about the research before or during 

the study. 

 

If you have any concerns about this study or the way that you have been approached, 

please contact the University’s independent contact, Dr Mark Atlay, Academic Director of 

the Research Graduate School at the University of Bedfordshire: mark.atlay@beds.ac.uk  

 

Thank you very much in anticipation for supporting my research study. 

 

Yours sincerely 

 

Javeria Chaudhry 

Full time PhD Student 

University of Bedfordshire 

 

 

 

 

 

mailto:uvanney.maylor@beds.ac.uk
mailto:mark.atlay@beds.ac.uk
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INFORMED CONSENT FOR SCHOOL SUBJECT TEACHERS TO BE APPROACHED 

TO PARTICIPATE IN RESEARCH STUDY 

 

Please delete as appropriate in the statements below: 

1. I agree can be approached to participate in the study, entitled: British Pakistani 
students’ (BPS) experiences in multi-ethnic secondary schools in England: Yes / No 

2. I agree that I can be approached to be interviewed about BPS experiences in school 
as it relates to the study investigation: Yes / No 

3. I understand that interviews will be recorded by the researcher: Yes / No 

4. I agree that this research may touch upon sensitive topics or issues: Yes / No 

5. I expect that the researcher will take all important actions to diminish the feelings of 
invasion by putting me at my ease and by ceasing any sort of undue harm (e.g. 
stress) that may arise from the research procedure: Yes / No 

6. I believe that the researcher will inform the school and university child protection 
authorities about any kind of harm or abuse revealed by participants during 
interviews with regards to their concern about their own protection and safety: Yes / 
No 

7. I agree that the interviews will be organized in a private room to ensure the 
researcher and my safety: Yes / No 

8. I understand that participation in the research is optional, I have the right to 
withdraw from the research at any time without prejudice: Yes / No 

9. I expect that data will be conducted by protecting the privacy and secrecy of me, my 
students and my school: Yes / No 

10. I expect that no physical or emotional harm will come to me as a result of taking part 
in this research: Yes / No 

11. I may withdraw permission for the interview data to be used in the study at any time 
up to the end of data collection without prejudice, and that if I choose to do this I 
will inform the researcher and her supervisors in writing: Yes / No 

12. I expect that all research data will be held securely in password protected files and it 
will not be seen by anyone except the researcher and her supervisors: Yes / No 

13. I expect that confidentiality and anonymity will be maintained in relation to me and 
the school throughout the research: Yes / No 
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14. I understand that research findings will be made available to me at the end of the 
study: Yes / No 

15. I agree that the consequences of this research will be published by preserving the 
anonymity of all participants: Yes / No 

 

Subject teacher signature: .............................................. 

 

Subject teacher’s name here: .................................. 

 

School name: ................................... 
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Appendix F: Information Sheet and Informed Consent Letter for BPS (Pilot Study) 
 

 
 

INFORMATION SHEET FOR RESEARCH PARTICIPANTS (BP Students) 

British Pakistani students’ experiences in multi-ethnic secondary schools in England 

 

Dear Miss/Master, 

 

As part of my Doctoral studies at the University of Bedfordshire, I am investigating British 

Pakistani student’s (BPS) experiences within multi-ethnic secondary school environments. 

 

I would be grateful if you would like to participate in this research. In my research, I hope to 

collect data through questionnaires and interviews with British Pakistani students from year 

9, alongside interviews with relevant members of staff who support these students. The 

main focus will be on the experiences these students have of multicultural environments, 

and how teaching staff work to support and include this particular group. 

 

All the information that I collect will be kept confidential and only available to me and my 

research supervisors. It will not be passed on to any third party in any form that will enable 

you, your school or any individual members of staff to be identified. If during the school 

visits, you decide at any point that you do not want to participate any further or to 

withdraw then it will be entirely acceptable. It also will be possible for you to withdraw your 

consent from allowing me to use data that I would have collected from you at any point up 

to the end of data collection. If this turns out to be the case, I would be pleased if you would 

let me and my supervisors know in writing, preferably by email so that we have a record of 

this request and ensure that we abide by this. 

 

I will be very happy to make my findings available to you when I have completed my study.  

My contact detail is Javeria Chaudhry: Javeria.Chaudhry@study.beds.ac.uk  

My Director of Studies is Dr Cathal Butler: cathal.butler@beds.ac.uk   

mailto:Javeria.Chaudhry@study.beds.ac.uk
mailto:cathal.butler@beds.ac.uk
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The co-supervisor for my research is Professor Uvanney Maylor: 

uvanney.maylor@beds.ac.uk  

 You can also contact any of us if you have questions about the research before or during 

the study. 

 

If you have any concerns about this study or the way that you have been approached, 

please contact the University’s independent contact, Dr Mark Atlay, Academic Director of 

the Research Graduate School at the University of Bedfordshire: mark.atlay@beds.ac.uk  

 

Thank you very much in anticipation for supporting my research study. 

 

Yours sincerely 

 

Javeria Chaudhry 

Full time PhD Student 

University of Bedfordshire 

 

 

 

 

 

mailto:uvanney.maylor@beds.ac.uk
mailto:mark.atlay@beds.ac.uk
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INFORMED CONSENT FOR STUDENTS TO BE APPROACHED TO PARTICIPATE IN 

RESEARCH STUDY 

 

Please delete as appropriate in the statements below: 

1. I agree that I can be approached to participate in the study, entitled: British 
Pakistani students’ (BPS) experiences in multi-ethnic secondary schools in England: 
Yes / No 

2. I agree that the questionnaire will be filled out by me in relation to my experiences in 
school: Yes / No 

3. I agree that I can be approached to be interviewed about BPS experiences in school 
as it relates to the study investigation: Yes / No 

4. I understand that interviews will be recorded by the researcher: Yes / No 

5. I agree that this research may touch upon sensitive topics or issues: Yes / No 

6. I expect that the researcher will take all important actions to diminish the feelings of 
invasion by putting me at my ease and by ceasing any sort of undue harm (e.g. 
stress) that may arise from the research procedure: Yes / No 

7. I believe that the researcher will inform the school and university child protection 
authorities about any kind of harm or abuse revealed by me during interviews with 
regards to my concern about my own protection and safety: Yes / No 

8. I agree that the interviews will be organized in a private room to ensure the 
researcher and my safety: Yes / No 

9. I understand that participation in the research is optional, and that I have the right to 
withdraw from the research at any time without prejudice: Yes / No 

10. I expect that data will be conducted by protecting the privacy and secrecy of me, my 
teachers, and my school: Yes / No 

11. I expect that no physical or emotional harm will come to me as a result of taking part 
in this research: Yes / No 

12. I may withdraw permission for the questionnaire and interview data to be used in 
the study at any time up to the end of data collection without prejudice, and that if I 
choose to do this I will inform the researcher and her supervisors in writing: Yes / No 

13. I expect that all research data will be held securely in password protected files and it 
will not be seen by anyone except the researcher and her supervisors: Yes / No 
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14. I expect that confidentiality and anonymity will be maintained in relation to me and 
the school throughout the research: Yes / No 

15. I understand that research findings will be made available to me at the end of the 
study: Yes / No 

16. I agree that the consequences of this research will be published by preserving my 
anonymity: Yes / No 

 

BPS signature: .............................................. 

 

BPS name here: .................................. 

 

School name: ................................... 
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Appendix G: Information Sheet and Informed Consent Letter for Parents (Pilot Study) 
 

 
 

INFORMATION SHEET FOR RESEARCH PARTICIPANTS’ (students) PARENTS OR 

GUARDIANS  

British Pakistani students’ experiences in multi-ethnic secondary schools in England 

 

Dear Sir/ Madam, 

 

As part of my Doctoral studies at the University of Bedfordshire, I am investigating British 

Pakistani student’s (BPS) experiences within multi-ethnic secondary school environments. 

 

I would be grateful if you would allow your child to participate in my research. In my 

research, I hope to collect data through questionnaires and interviews with British Pakistani 

students from year 9, alongside interviews with relevant members of staff who support 

these students. The main focus will be on the experiences these students have of 

multicultural environments, and how teaching staff work to support and include this 

particular group. 

 

All the information that I collect will be kept confidential and only available to me and my 

research supervisors. It will not be passed on to any third party in any form that will enable 

your child to be identified. If during the research, you decide at any point that you do not 

wish your child to participate any further or to withdraw altogether then it will be entirely 

acceptable. It also will be possible for you to withdraw your consent from allowing me to 

use data that I would have collected from your child at any point up to the end of data 

collection. If this turns out to be the case, I would be pleased if you would let me and my 

supervisors know in writing, preferably by email so that we have a record of this request 

and ensure that we abide by this. 

 

I will be very happy to make my findings available to you when I have completed my study.  

My contact detail is Javeria Chaudhry: Javeria.Chaudhry@study.beds.ac.uk  

mailto:Javeria.Chaudhry@study.beds.ac.uk
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My Director of Studies is Dr Cathal Butler: cathal.butler@beds.ac.uk   

The co-supervisor for my research is Professor Uvanney Maylor: 

uvanney.maylor@beds.ac.uk  

 You can also contact any of us if you have questions about the research before or during 

the study. 

 

If you have any concerns about this study or the way that you have been approached, 

please contact the University’s independent contact, Dr Mark Atlay, Academic Director of 

the Research Graduate School at the University of Bedfordshire: mark.atlay@beds.ac.uk  

 

Thank you very much in anticipation for supporting my research study. 

 

Yours sincerely 

 

Javeria Chaudhry 

Full time PhD Student 

University of Bedfordshire 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:cathal.butler@beds.ac.uk
mailto:uvanney.maylor@beds.ac.uk
mailto:mark.atlay@beds.ac.uk
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INFORMED CONSENT FOR PARTICIPANTS’ (students) PARENTS OR 

GAURDIANS BE APPROACHED TO PARTICIPATE IN RESEARCH STUDY 

 

Please delete as appropriate in the statements below: 

1. I agree to allow my child to be approached to participate in the study, entitled: 

British Pakistani students’ (BPS) experiences in multi-ethnic secondary schools in 

England: Yes / No 

2. I agree that the questionnaire will be filled out by my child in relation to their 

experiences in school: Yes / No 

3. I agree that my child can be approached to be interviewed about BPS experiences in 

school as it relates to the study investigation: Yes / No 

4. I understand that interviews will be recorded by the researcher: Yes / No 

5. I agree that this research may touch upon sensitive topics or issues: Yes / No 

6. I expect that the researcher will take all important actions to diminish the feelings of 

invasion by putting my child at his/her ease and by ceasing any sort of undue harm 

(e.g. stress) that may arise from the research procedure: Yes / No 

7. I believe that the researcher will inform the school and university child protection 

authorities about any kind of harm or abuse revealed by my child during interviews 

with regards to his/her concern about his/her own protection and safety: Yes / No 

8. I agree that the interviews will be organized in a private room to ensure the 

researcher and participants safety: Yes / No 

9. I understand that participation in the research is optional, and that my child has the 

right to withdraw from the research at any time without prejudice: Yes / No 

10. I expect that data will be conducted by protecting the privacy and secrecy of my 

child: Yes / No 

11. I expect that no physical or emotional harm will come to my child as a result of 

taking part in this research: Yes / No 
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12. I may withdraw permission for the questionnaire and interview data to be used in 

the study at any time up to the end of data collection without prejudice, and that if I 

choose to do this I will inform the researcher and her supervisors in writing: Yes / No 

13. I expect that all research data will be held securely in password protected files and it 

will not be seen by anyone except the researcher and her supervisors: Yes / No 

14. I expect that confidentiality and anonymity will be maintained in relation to the 

school and the research participants throughout the research: Yes / No 

15. I understand that research findings will be made available to me at the end of the 

study: Yes / No 

16. I agree that the consequences of this research will be published by preserving the 

anonymity of all participants: Yes / No 

 

Parents or guardians signature: .............................................. 

 

Print parents or guardians name here: .................................. 

 

School name: ................................... 
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Appendix H: Research Ethics Form (Pilot Study) 
 

UNIVERSITY OF BEDFORDSHIRE 
 
Research Ethics Scrutiny (Postgraduate Research Students) 
 
When completing this form please ensure that you read and comply with the following: 

 

Researchers must demonstrate clear understanding of an engagement with the following: 

  
1. Integrity - The research has been carried out in a rigorous and professional manner and due credit 
has been attributed to all parties involved.  

2. Plagiarism - Proper acknowledgement has been given to the authorship of data and ideas.  

3. Conflicts of Interest - All financial and professional conflicts of interest have been properly 
identified and declared.  

 4. Data Handling - The research draws upon effective record keeping, proper storage of date in line 
with confidentiality, statute and University policy.  

5. Ethical Procedures - Proper consideration has been given to all ethical issues and appropriate 
approval sought and received from all relevant stakeholders. In addition the research should 
conform to professional codes of conduct where appropriate.  

6. Supervision - Effective management and supervision of staff and student for whom the 
researcher(s) is/are responsible  

7. Health and Safety- Proper training on health and safety issues has been received and completed 
by all involved parties. Health and safety issues have been identified and appropriate assessment 
and action have been undertaken. 
 
The Research Institutes are responsible for ensuring that all researchers abide by the above. It is 
anticipated that ethical approval will be granted by each Research Institute. Each Research Institute 
will give guidance and approval on ethical procedures and ensure they conform to the requirements 
of relevant professional bodies. As such Research Institutes are required to provide the University 
Research Ethics Committee with details of their procedures for ensuring adherence to relevant 
ethical requirements. This applies to any research whether it be, or not, likely to raise ethical issues. 
Research proposals involving vulnerable groups; sensitive topics; groups requiring gatekeeper 
permission; deception or without full informed consent; use of personal/confidential information; 
subjects in stress, anxiety, humiliation or intrusive interventions must be referred to the University 
Research Ethics Committee.  
 
Research projects involving participants in the NHS will be submitted through the NHS National 
Research Ethics Service (NRES). The University Research Ethics Committee will normally accept the 
judgement of NRES (it will never approve a proposal that has been rejected by NRES), however NRES 
approval will need to be verified before research can commence and the nature of the research will 
need to be verified.  
 
Where work is conducted in collaboration with other institutions ethical approval by the University 
and the collaborating partner(s) will be required.  
 
The University Research Ethics Committee is a sub-committee of the Academic Board and is chaired 
by a member of the Vice Chancellor’s Executive Group, appointed by the Vice-Chancellor and 
includes members external to the University  
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Research Misconduct: Allegations of Research Misconduct against staff or post graduate (non-
taught) research students should be made to the Director of Research Development.  

 
UNIVERSITY OF BEDFORDSHIRE 
 
Research Ethics Scrutiny (Annex to RS1 form) 
 
SECTION A To be completed by the candidate 

 
Registration No: 1216732 
 
Candidate: Javeria Chaudhry 
 
Degree of: PhD 
 
Research Institute: IRED 
 
Research Topic: British Pakistani students’ experiences in multi-ethnic secondary schools in 
England 
 
External Funding: n/a 
 
The candidate is required to summarise in the box below the ethical issues involved in the research 
proposal and how they will be addressed. In any proposal involving human participants the following 
should be provided: 
 

 clear explanation of how informed consent will be obtained,  

 how will confidentiality and anonymity be observed,  

 how will the nature of the research, its purpose and the means of dissemination of the 
outcomes be communicated to participants, 

 how personal data will be stored and secured 

 if participants are being placed under any form of stress (physical or mental) identify what 
steps are being taken to minimise risk 

 
Please see the attached ethical consideration document 
 
If protocols are being used that have already received University Research Ethics Committee (UREC) 
ethical approval then please specify. Roles of any collaborating institutions should be clearly 
identified. Reference should be made to the appropriate professional body code of practice. 
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 Answer the following question by deleting as appropriate: 
 

1. Does the study involve vulnerable participants or those unable to give informed consent (e.g. 
children, people with learning disabilities, your own students)?  

 
If YES: Have/will Researchers be DBS checked? 
  Yes 
 

2. Will the study require permission of a gatekeeper for access to participants (e.g. schools, self-
help groups, residential homes)?       Yes 

 
3. Will it be necessary for participants to be involved without consent (e.g. covert observation in 

non-public places)?        No 
 

4. Will the study involve sensitive topics (e.g. sexual activity, substance abuse)?  
 Yes  

5. Will blood or tissue samples be taken from participants?     
  No 

 
6. Will the research involve intrusive interventions (e.g. drugs, hypnosis, physical exercise)? 

  No 
 

7. Will financial or other inducements be offered to participants (except reasonable expenses)?
   No 

 
8. Will the research investigate any aspect of illegal activity?  

No 
 

9. Will participants be stressed beyond what is normal for them? 
No   
                                                               

10. Will the study involve participants from the NHS (e.g. patients) or participants who fall under 
the requirements of the Mental Capacity Act 2005?     
  No 

 
If you have answered yes to any of the above questions or if you consider that there are other 
significant ethical issues then details should be included in your summary above. If you have 
answered yes to Question 1 then a clear justification for the importance of the research must be 
provided. 
 
*Please note if the answer to Question 10 is yes then the proposal should be submitted through NHS 
research ethics approval procedures to the appropriate NRES. The UREC should be informed of 
the outcome. 
 
Checklist of documents which should be included: 
 

Project proposal (with details of methodology) & source of funding 
 

X 

Documentation seeking informed consent (if appropriate) 
 

X 

Information sheet for participants (if appropriate) 
 

X 

Questionnaire (if appropriate) 
 

X 
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This form together with a copy of the research proposal should be submitted to the Research Institute 

Director for consideration by the Research Institute Ethics Committee/Panel  

 

Note you cannot commence collection of research data until this form has been approved 

 

 

 

  

Applicant declaration 

I understand that I cannot collect any data until the application referred to in this form has 

been approved by all relevant parties. I agree to carry out the research in the manner 

specified and comply with the statement of ethical requirements on page 1 of this form. If I 

make any changes to the approved method I will seek further ethical approval for any 

changes. 

 

 

Signature of Applicant: Javeria Chaudhry Date: 2-2-2016 

 

 

Signature of Director of Studies: ……………… Date: …………………………….. 
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SECTION B  To be completed by the Research Institute Ethics Committee: 

Comments: 

Overall the ethical procedures are well thought through and thorough, and the paperwork is well 

designed and comprehensive. 

However, there needs to be more clarity about the process of data collection in schools themselves. It 

sounds as if the schools themselves might be dealing with the process, and ethical issues arising, if 

they are to receive the letters and questionnaires.  If questionnaires are to be administered by 

teachers, then there may need to be more information provided for them about the rationale for the 

project, how to respond to any emerging issues and how to provide support if required. 

You should also clarify with schools what procedures will be followed in practice in relation to 

safeguarding, and consider how you will convey this to participants. 

Data management, curation, retention and disposal processes need to align with faculty and 

university policy. 

Approved subject to thee conditions. 

 

Signature Chair of Research Institute Ethics Committee: 

 

Date: 26th February 
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Appendix I: BPS Questionnaire for Main Study  
 

Questionnaire on the experiences of British Pakistani students in multi-ethnic 
school  

 
Your response will help for further research in this area of study 

 
 
This questionnaire has been designed as a part of my PhD degree thesis at the University of 

Bedfordshire, to investigate Year 9 British Pakistani students’ (BPS) experiences, with a 

particular focus on your school’s multicultural education policies. I want to investigate both 

positive and negative experiences of BPS to see whether they feel culturally included in 

school and whether they have an inclusive cultural environment in school. I want to know 

whether the school incorporates BPS’ cultural background within education and whether 

multicultural education policies support them. I want to explore the level of BPS positive 

experiences of multicultural inclusion than negative experiences of exclusion in the school.  

 

Please be assured that all information and data collected will be held in the strictest 

confidence and exclusively used for academic purposes. You are under no obligation to take 

part in this research. Moreover, every possible step will be taken to preserve anonymity, 

confidentiality, and privacy of respondents by following the university’s data protection 

policy, principles and guidelines. The following questions will help me in gathering essential 

information for my thesis. 

 

 

Please contact me or my supervisor, if you have any questions.  

 

Javeria.Chaudhry@study.beds.ac.uk  
Cathal.Butler@beds.ac.uk  
 
Thank you 
Javeria Chaudhry 
 
 
 
 

mailto:Javeria.Chaudhry@study.beds.ac.uk
mailto:Cathal.Butler@beds.ac.uk
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Section 1: Demographic Details 
 

3. Name:          

4. Gender (tick box) Male □ Female □  

5. Age: ___________________        
     
 
                                                
Section 2: British Pakistani students’ views on their own identity (tick box) 
 

3. I identify myself as 

British □     Pakistani □     British Pakistani □     other □  

 
4. I consider my first language to be 

Urdu □     Punjabi □     English □     other □  

 
 
 
Section 3: British Pakistani students’ views on their own culture 
 

8. Please put a tick in the box that indicates your opinion. 
 

 

Strongly 

Agree 

Agree Neither 

Agree nor 

Disagree 

Disagree Strongly 

Disagree 

I have a complete awareness of my 

Pakistani culture 

     

My culture teaches me to respect 

all human beings 

     

I follow the cultural examples of my 

parents  

     

I am happy to wear a hijab (girl) / 

I would feel proud with a beard 

(boys) 

     

I feel happy following religious 

principles (e.g. fasting during 

school times) 
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Section 4: British Pakistani students’ perceptions on multiculturalism 
 

9. What is the status of multiculturalism in your school? 

 Strongly 

Agree 

Agree Neither 

Agree nor 

Disagree 

Disagree Strongly 

Disagree 

There is an inclusive cultural 

environment in school 

     

The school is not welcoming of 

different ethnicities 

     

Students have a positive attitude 

towards all ethnic groups 

     

The school celebrates all major 

cultural/religious festivals 

     

The school expects students to 

conform to British Values 

     

 
 
 
Section 5: British Pakistani students’ awareness of relevant policies in the school, and how 
they are implemented?  
 

10. What awareness do you have about school policies? 

 Strongly 

Agree 

Agree Neither 

Agree nor 

Disagree 

Disagree Strongly 

Disagree 

I am completely aware that the 

school has a set of rules to 

promote multiculturalism in school 

     

The school behaviour rules inform 

the way of behaving towards 

different cultures 

     

I am aware of the Prevent Policy      
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Section 6: British Pakistani students’ experiences in school 
 

11. What do you think about your school and education? 

 

  

Strongly 

Agree 

Agree  Neither 

Agree nor 

Disagree 

Disagree Strongly 

Disagree 

The school environment is friendly      

School assemblies and ethos 

frequently talk about different 

cultures 

     

There are displays in relation to 

different cultures around the 

school 

     

Classroom activities include 

different cultures, including my 

culture 

     

Classroom textbooks (e.g. 

Citizenship education, Science, 

History, and English) touch on 

different cultures 

     

The school has a variety of books 

and videos on cultural diversity 

     

Students have to study subjects 

that conflict with their religious 

beliefs 

     

I feel safe in school      

My religious principles (e.g. hijab, 

beard, dress-code, and halal meal) 

are respected in school 

     

I respect other cultures and 

practices 

     

I behave the same at home as at 

school 

     

I feel comfortable with other 

cultural values 

     

I feel culturally included in school      

I receive negative comments in 

relation to my ethnicity in school 

     

I feel pressure to maintain two 

cultures (home and school 

culture) together 
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Section 7: Impact of national events and media portrayals of these events 
 

12. What do you think current affairs influence you and your ethnicity? 

 Strongly 
agree 

agree Neither 
agree nor 
disagree 

disagree Strongly 
disagree 

My perception of my identity 
has been impacted by media 
discussions around terrorism 

     

My perception of my identity 
has been impacted by media 
discussions around migration 

     

I feel that media portrayals of 
my ethnic group impacts on 
how others behave towards 
me 

     

 
 
 
 
Section 8: British Pakistani students’ experiences with their fellow students in school 
 

13. What are the attitudes of students with each other? 

 
 
 
 
 
 
 
 

 Always Mostly Occasionally Rarely Never 

We respect each others’ 

culture/ethnicity 

     

Students of all ethnicities are happy to 

interact with each other 

     

Students use derogatory language 

towards particular ethnic groups 

     

I do not like to make friends from 

different ethnic groups 

     

I do not shake hands with my peers 

from the opposite sex 
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Section 9: British Pakistani students’ perceptions of teachers 
 

14. What do you think about your teachers? 

 Always Mostly Occasionally Rarely Never 

Teachers enable all students to 

understand different cultures 

     

Teachers use examples from different 

cultures in their teaching 

     

Teachers give all students equal 

opportunity to participate in lessons 

     

I experience negative attitudes from 

teachers in relation to my ethnicity 

     

Teachers consistently tackle negative 

racial comments from students 

     

I show respect towards my teachers      

 
 
Section 10: Open questions 
 
 
The following questions will provide me an opportunity to give more detailed responses: 
 

1. What types of attitudes (positive & negative) have you experienced from your 
peers and teachers?  

--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------------------------------- 
 

2. How does your school support cultural diversity? Please explain 
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------------------------------- 
 
 

3. How does your school promote SMSC (Spiritual, Moral, Social, and Cultural) 
development? 

 
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
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--------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------------------------------- 
 

4. Do you think your school is culturally inclusive? Please explain 
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
--------------------------------------------------------------------------------------------------------------------------
-------------------------------------------------------------------------------------------------------------------------- 
 
                                         

(Thank you for your participation) 
 

 
Please include your name and contact details below if you would like to participate in a 
follow-up interview 

 
Name __________________________ 
 
Contact details __________________ 
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Appendix J: BPS Interview Schedule for Main Study  
Interview Schedule 

Semi-structured interview questions for BPS 

Your response would be useful for my research and future work 

Time: 30 minutes 

General questions 

 

2. Could you tell me a bit about this school? 
- Do you enjoy or like being in school? 

 
Questions about BPS perceptions on their native culture 

 

4. How do you identify yourself (e.g. British, Pakistani, British Pakistani, other)? 
- What does this identity mean to you? 
- How do you think this particular national identity impacts how you behave? 
- How do your parents identify you? 

 
5. Could you tell me a bit about what you think Pakistani culture involves?  

6. Do you think your Pakistani culture informs how you behave, become a good human being 
and living life according to Islam?  

 
 
Questions about the perceptions on multiculturalism 

 

7. Does your school support different cultures, races, and religions? If yes, then how? 
 

8. Does your school have a multicultural education policy which is used in classrooms/school?  
- Policy that helps you to feel part of the classroom and school? 
- Does policy ensure that students get equal education opportunities? 
- Does policy ensure that all students participate equally in the classroom/school 

activities? 
- Do you feel that teachers support multiculturalism, and provide equal opportunity to all 

students? 
 

9. Are you aware of the Prevent Agenda – have teachers spoken to you about it? 
- Have teachers spoken to you about extremism?  
- Have teachers enabled you to challenge extremist views?  
- Have teachers talked to you about whether you should trust everything you read online 

/ on social media? 
 

10. How does your school curriculum and teachers’ teaching methods recognise and include 
students from diverse ethnic backgrounds? 
- What do you do in school assemblies?  
- What type of topics do you discuss in school assemblies, teaching methods, classroom 

and school activities, and school grounds? 
- Do you have content in your books that relate to your ethnicity? 
- Do you celebrate events related to all ethnicities? 
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11. How do your teachers support your spiritual, moral, social, and cultural development (SMSC) 
or PSHE? 
- What do you learn in SMSC or PSHE subjects in relation to different cultures? 
- How these particular subject areas inform students about cultural and religious 

practices? 
 

12. Are your teachers teaching subjects that conflict with your religion? 
 
 
Question related to BPS experiences 

 

7. You have identified yourself as British Pakistani so can you please tell me that what do you 
think about the British aspect in your identity? 
- How do you feel as a Pakistani, living outside Pakistan? (This question is for those 

students who will identify themselves as BP).  
8. What differences do you feel between your home (Pakistani) and school culture (British)? 

- How do you keep both cultures? 
- Do you feel pressure to carry both cultures together? 
- How do your teachers support cultural/religious observances (e.g. fasting, halal, etc…..)? 

 
9. Do you feel any positive attitudes (e.g. tolerated, accepted, recognized, respected, and 

praised) or negative attitudes (e.g. ignored, overlooked, discriminated, prejudiced, and 
racist) from your classmates or teachers due to your Pakistani background? 
- Do you receive any positive and negative comments from them? 
- What types of both positive and negative attitudes have you experienced from students 

and teachers?  
- Are your differences related to your culture or religion accepted and respected in 

school?  
- If you have experienced negative attitudes and if you have shared this with your 

teachers, then how they have been addressed or dealt with? 
 

10. Do you feel that media portrayals of particular ethnic groups when discussing issues like 
terrorism, migration, impact on how others behave towards you? 

 
11. Do you show both positive and negative attitudes to your peers and teachers? Do you give 

respect to them? 
 

12. Do your teachers appreciate or support good (positive) attitudes and ignore or deal with bad 
(negative) attitudes among students?  

 
13. Do your teachers talk about British values and how adopting them can help BPS to integrate 

and feel included in British society? 
 

Is there anything you wish to add that I have not asked which you feel is important to address in this 
study? 

Thank you for your participation 

 

Prepared by Javeria – PhD in Education 
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Appendix K: Teachers’ Interview Schedule for Main Study   
Interview schedule 

Semi-structured interview questions for subject teachers 

Your response would be useful for my research and future work 

Time: 30 minutes 

General question 

 
2. Could you tell me very briefly about your role in this school, and your experience of teaching 

British Pakistani students (BPS)?  
 
Questions about the perceptions on BPS culture 

 
7. Could you tell me whether you would identify British Pakistani students as a distinct group of 

students? 
- If yes, how are they distinct? If no, what do they share in common with other groups? 
- Is this different for students identifying as Muslim and how this relates or not to British 

values?  

8. Do you think that your perceptions of this group are impacted by media portrayals (e.g. 
terrorism, migration…)? 

 
9. From your experience, what cultural differences do you find between Pakistani and British 

culture?  
 

10. Do you think BPS practice or follow the school culture or maintain their own traditions? 
 

11. How do you distinguish between different groups of students?  
- Whether nationality is something you think about?  

 
Questions related to multiculturalism/multicultural education policy 

 
6.  What is your understanding of the term multiculturalism? 

 
7. How does your school support cultural diversity and generate an inclusive cultural 

environment? 
- Is there a specific policy on multiculturalism, or is it embedded in other policies (e.g. 

inclusion, anti-discrimination, etc.)? 
- Is policy clearly signposted on the school grounds?  
- Do you feel that you and your fellow teachers are consistent in supporting the diverse 

range of cultures present in the school? 
 

- Do you provide equal education opportunities, encourage equal participation of all 
cultural groups, behave equally to all students, provide an inclusive cultural environment 
to BPS, practice multiculturalism in classroom/school, and so on? 
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8. Do you think multiculturalism or a multicultural education policy is practiced in your school? 
- Is cultural diversity recognized, acknowledged, and respected?  
- Are events related to all ethnicities celebrated in school? 
- Does the school have high expectations for this? 

 
9. Does your pedagogy involve multicultural material, literature, or examples? 

-  Do you have multicultural or multi-ethnic content in your teaching, teaching methods, 
curriculum, and textbooks to recognize students from diverse ethnic background, 
particularly BPS and their culture? 

- How do you support BPS during Ramadan and how does fasting impact on BPS learning? 
- How do you address issues of cultural diversity in your subject? 
- Are there any specific issues that you cover in relation to the Pakistani community or 

Muslim students? 
- In your experience, do students have to study subjects that conflict with their cultural 

and religious beliefs? 
 

10. Have you attended Prevent training and if so has it impacted on how you have interacted 
with and perceive BPS? 
- How do you assess the risk of children being drawn into terrorism? 
- What do you do to challenge extremist views or ideas among students?   
- What do you do to safeguard students from the risk of radicalisation? 
- What do you do to protect or safe students from terrorist or extremist material or 

websites when assessing the internet in school?  
- How do you equip students to stay safe online both in school and outside? (Particularly 

in ICT, PSHE and SRE lessons)? 
- How do you build pupils’ resilience to radicalisation? 
- Do you think promoting British values in school is useful to helping BPS to feel integrated 

into school/British society, and build students’ resilience to radicalisation?  
- Do you think debating over controversial issues in the classroom is effective for building 

students’ resilience to radicalisation? 
- How do you explain or differentiate Islam, culture and extremism? 
- How often do you get prevent awareness training and prevention of radicalisation 

training in school?  
 
Questions related to BPS experiences 

 
4. In your experience, do BPS tend to congregate together, or mix with other groups? 

 
5. Do you think BPS religious precepts (e.g. hijab, beard, dress-code, and halal meals) are 

accepted and respected in the school? Or they receive any positive or negative comments? 
 

6. Do you think BPS experience positive attitudes (tolerated, accepted, recognized, respected, 
and praised) or negative attitudes (ignored, overlooked, discriminated, prejudiced, and 
racist) in relation to their ethnicity from their fellow students and teachers? 

 
7. Do you think BPS give respect to their fellow students and teachers’ cultural and religious 

practices?  
 
 
 
Is there anything you wish to add that I have not asked which you feel is important to address in this 
study? 
 

Thank you for your participation 
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Prepared by Javeria – PhD in Education 

 

 

 

Appendix L: Information Sheet and Informed Consent Letter for Head Teacher (Main 

Study) 
 

 
 

INFORMATION SHEET FOR HEAD TEACHER 

British Pakistani students’ experiences in multi-ethnic secondary schools in England 

 

Dear Sir/ Madam, 

 

As part of my doctoral studies at the University of Bedfordshire, I am investigating British 

Pakistani student’s (BPS) experiences within multi-ethnic secondary school environments. 

 

I would be grateful if you would allow me to visit your school, to conduct this research. In 

my research, I hope to collect data through questionnaires and interviews with British 

Pakistani students from year 9, alongside interviews with relevant teachers who support 

these students. The main focus will be on the experiences these students have of 

multicultural environments, and how teaching staff work to support and include this 

particular group. 

 

All the information that I collect will be kept confidential and only available to me and my 

research supervisors. It will not be passed on to any third party in any form that will enable 

your school or any individual members of staff to be identified. The only circumstance in 

which information may be shared is if BPS (participants) disclose information whilst being 

interviewed that relates to any form of abuse (e.g. incidents of bullying) or illegal activity 

(e.g. hate crime, and similar). In this case, BPS (participants) would be informed as part of 

the consent letter they sign and also during the interview that I am obliged to report this 

information.  
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If during the school visits, you decide at any point that you do not wish your students and 

teachers to participate any further or to withdraw altogether then it will be entirely 

acceptable. It also will be possible for you to withdraw your consent from allowing me to 

use data that I would have collected from your school at any point up to the end of data 

collection. If this turns out to be the case, I would be pleased if you would let me and my 

supervisors know in writing, preferably by email so that we have a record of this request 

and ensure that we abide by this. 

 

I will be very happy to make my findings available to you when I have completed my study.  

My contact detail is Javeria Chaudhry: Javeria.Chaudhry@study.beds.ac.uk  

My Director of Studies is Dr Cathal Butler: cathal.butler@beds.ac.uk   

The co-supervisor for my research is Professor Uvanney Maylor: 

uvanney.maylor@beds.ac.uk  

 You can also contact any of us if you have questions about the research before or during 

the study. 

 

If you have any concerns about this study or the way that you have been approached, 

please contact the University’s independent contact, Dr Mark Atlay, Academic Director of 

the Research Graduate School at the University of Bedfordshire: mark.atlay@beds.ac.uk  

 

Thank you very much in anticipation for supporting my research study. 

 

Yours sincerely 

 

Javeria Chaudhry 

Full time PhD Student 

University of Bedfordshire 

mailto:Javeria.Chaudhry@study.beds.ac.uk
mailto:cathal.butler@beds.ac.uk
mailto:uvanney.maylor@beds.ac.uk
mailto:mark.atlay@beds.ac.uk
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INFORMED CONSENT FOR HEAD TEACHER TO BE APPROACHED TO 

PARTICIPATE IN RESEARCH STUDY 

 

Please delete as appropriate in the statements below: 

1. I agree to allow my year 9 students and subject teachers to be approached to 

participate in the study, entitled: British Pakistani students’ (BPS) experiences in 

multi-ethnic secondary schools in England: Yes / No 

2. I agree that the questionnaire will be filled out by my year 9 students in relation to 

their experiences in school: Yes / No 

3. I agree that my students and staff can be approached to be interviewed about BPS 

experiences in school as it relates to the study investigation: Yes / No 

4. I understand that interviews will be recorded by the researcher: Yes / No 

5. I agree that this research may touch upon sensitive topics or issues: Yes / No 

6. I expect that the researcher will take all important actions to diminish the feelings of 

invasion by putting my students and teachers at their ease and by ceasing any sort of 

undue harm (e.g. stress) that may arise from the research procedure: Yes / No 

7. I believe that the researcher will inform the school and university child protection 

authorities about any kind of harm or abuse revealed by participants during 

interviews with regards to their concern about their own protection and safety: Yes / 

No 

8. I agree that the interviews will be organized in a private room to ensure the 

researcher and participants safety: Yes / No 

9. I understand that participation in the research is optional, and that my students and 

staff have the right to withdraw from the research at any time without prejudice: Yes 

/ No 

10. I expect that data will be conducted by protecting the privacy and secrecy of my 

school, students, and teachers: Yes / No 

11. I expect that no physical or emotional harm will come to my students and teachers 

as a result of taking part in this research: Yes / No 
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12. I may withdraw permission for the school’s participation in this study and for any 

data collected to be used in the study at any time up to the end of data collection 

without prejudice, and that if I choose to do this I will inform the researcher and her 

supervisors in writing: Yes / No 

13. I expect that all research data will be held securely in password protected files and it 

will not be seen by anyone except the researcher and her supervisors: Yes / No 

14. I expect that confidentiality and anonymity will be maintained in relation to the 

school and the research participants throughout the research: Yes / No 

15. I understand that research findings will be made available to me at the end of the 

study: Yes / No 

16. I agree that the consequences of this research will be published by preserving the 

anonymity of all participants: Yes / No 

 

Head teacher signature: .............................................. 

 

Print Head teacher's name here: .................................. 

 

School name: ................................... 
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Appendix M: Information Sheet and Informed Consent Letter for Teachers (Main Study) 

 
 

INFORMATION SHEET FOR RESEARCH PARTICIPANTS (Subject Teachers) 

British Pakistani students’ experiences in multi-ethnic secondary schools in England 

 

Dear Sir/ Madam, 

 

As part of my doctoral studies at the University of Bedfordshire, I am investigating British 

Pakistani student’s (BPS) experiences within multi-ethnic secondary school environments. 

 

I would be grateful if you would like to participate in this research. In my research, I hope to 

collect data through questionnaires and interviews with British Pakistani students from year 

9, alongside interviews with relevant members of staff who support these students. The 

main focus will be on the experiences these students have of multicultural environments, 

and how teaching staff work to support and include this particular group. 

 

All the information that I collect will be kept confidential and only available to me and my 

research supervisors. It will not be passed on to any third party in any form that will enable 

you, your school or any individual members of staff to be identified. If during the school 

visits, you decide at any point that you do not want to participate any further or to 

withdraw then it will be entirely acceptable. It also will be possible for you to withdraw your 

consent from allowing me to use data that I would have collected from you at any point up 

to the end of data collection. If this turns out to be the case, I would be pleased if you would 

let me and my supervisors know in writing, preferably by email so that we have a record of 

this request and ensure that we abide by this. 

 

I will be very happy to make my findings available to you when I have completed my study.  

My contact detail is Javeria Chaudhry: Javeria.Chaudhry@study.beds.ac.uk  

My Director of Studies is Dr Cathal Butler: cathal.butler@beds.ac.uk   

mailto:Javeria.Chaudhry@study.beds.ac.uk
mailto:cathal.butler@beds.ac.uk
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The co-supervisor for my research is Professor Uvanney Maylor: 

uvanney.maylor@beds.ac.uk  

 You can also contact any of us if you have questions about the research before or during 

the study. 

 

If you have any concerns about this study or the way that you have been approached, 

please contact the University’s independent contact, Dr Mark Atlay, Academic Director of 

the Research Graduate School at the University of Bedfordshire: mark.atlay@beds.ac.uk  

 

Thank you very much in anticipation for supporting my research study. 

 

Yours sincerely 

 

Javeria Chaudhry 

Full time PhD Student 

University of Bedfordshire 

 

 

 

 

 

mailto:uvanney.maylor@beds.ac.uk
mailto:mark.atlay@beds.ac.uk
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INFORMED CONSENT FOR SCHOOL SUBJECT TEACHERS TO BE APPROACHED 

TO PARTICIPATE IN RESEARCH STUDY 

 

Please delete as appropriate in the statements below: 

1. I agree can be approached to participate in the study, entitled: British Pakistani 
students’ (BPS) experiences in multi-ethnic secondary schools in England: Yes / No 

2. I agree that I can be approached to be interviewed about BPS experiences in school 
as it relates to the study investigation: Yes / No 

3. I understand that interviews will be recorded by the researcher: Yes / No 

4. I agree that this research may touch upon sensitive topics or issues: Yes / No 

5. I expect that the researcher will take all important actions to diminish the feelings of 
invasion by putting me at my ease and by ceasing any sort of undue harm (e.g. 
stress) that may arise from the research procedure: Yes / No 

6. I agree that the interviews will be organized in a private room to ensure the 
researcher and my safety: Yes / No 

7. I understand that participation in the research is optional, I have the right to 
withdraw from the research at any time without prejudice: Yes / No 

8. I expect that data will be conducted by protecting the privacy and secrecy of me, my 
students and my school: Yes / No 

9. I expect that no physical or emotional harm will come to me as a result of taking part 
in this research: Yes / No 

10. I may withdraw permission for the interview data to be used in the study at any time 
up to the end of data collection without prejudice, and that if I choose to do this I 
will inform the researcher and her supervisors in writing: Yes / No 

11. I expect that all research data will be held securely in password protected files and it 
will not be seen by anyone except the researcher and her supervisors: Yes / No 

12. I expect that confidentiality and anonymity will be maintained in relation to me and 
the school throughout the research: Yes / No 

13. I understand that research findings will be made available to me at the end of the 
study: Yes / No 

14. I agree that the consequences of this research will be published by preserving the 
anonymity of all participants: Yes / No 
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Subject teacher signature: .............................................. 

 

Subject teacher’s name here: .................................. 

 

School name: ................................... 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



340 
 

Appendix N: Information Sheet and Informed Consent Letter for BPS (Main Study) 

 
 

INFORMATION SHEET FOR RESEARCH PARTICIPANTS (BP Students) 

British Pakistani students’ experiences in multi-ethnic secondary schools in England 

 

Dear Student, 

 

As part of my doctoral studies at the University of Bedfordshire, I am investigating British 

Pakistani student’s (BPS) experiences within multi-ethnic secondary school environments. 

 

I would be grateful if you would like to participate in this research. In my research, I hope to 

collect data through questionnaires and interviews with British Pakistani students from year 

9, alongside interviews with relevant members of staff who support these students. The 

main focus will be on the experiences BPS students have of multicultural environments, and 

how teaching staff work to support and include these students. 

 

All the information that I collect will be kept confidential and only available to me and my 

research supervisors. It will not be passed on to any third party in any form that will enable 

you, your school or any individual members of staff to be identified. The only circumstance 

in which information may be shared is if you disclose information that relates to any form of 

abuse (e.g. incidents of bullying) or illegal activity (e.g. hate crime and similar). In this case, 

you would be informed during the interview that I am obliged to report this information. If 

during the school visits, you decide at any point that you do not want to participate any 

further or to withdraw then it will be entirely acceptable. If you show signs of anxiety, or do 

not wish to answer questions during the interview, you will be asked if you want to 

continue, and the interview will be ended if you wish it. It also will be possible for you to 

withdraw your consent from allowing me to use data that I would have collected from you 

at any point up to the end of data collection. If this turns out to be the case, I would be 

pleased if you would let me and my supervisors know in writing, preferably by email so that 

we have a record of this request and ensure that we abide by this. 
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I will be very happy to make my findings available to you when I have completed my study.  

My contact detail is Javeria Chaudhry: Javeria.Chaudhry@study.beds.ac.uk  

My Director of Studies is Dr Cathal Butler: cathal.butler@beds.ac.uk   

The co-supervisor for my research is Professor Uvanney Maylor: 

uvanney.maylor@beds.ac.uk  

 You can also contact any of us if you have questions about the research before or during 

the study. 

 

If you have any concerns about this study or the way that you have been approached, 

please contact the University’s independent contact, Dr Mark Atlay, Academic Director of 

the Research Graduate School at the University of Bedfordshire: mark.atlay@beds.ac.uk  

 

Thank you very much in anticipation for supporting my research study. 

 

Yours sincerely 

 

Javeria Chaudhry 

Full time PhD Student 

University of Bedfordshire 

 

 

 

 

mailto:Javeria.Chaudhry@study.beds.ac.uk
mailto:cathal.butler@beds.ac.uk
mailto:uvanney.maylor@beds.ac.uk
mailto:mark.atlay@beds.ac.uk
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INFORMED CONSENT FOR STUDENTS TO BE APPROACHED TO PARTICIPATE IN 

RESEARCH STUDY 

 

Please delete as appropriate in the statements below: 

1. I agree that I can be approached to participate in the study, entitled: British 
Pakistani students’ (BPS) experiences in multi-ethnic secondary schools in England: 
Yes / No 

2. I agree that the questionnaire will be filled out by me in relation to my experiences in 
school: Yes / No 

3. I agree that I can be approached to be interviewed about BPS experiences in school 
as it relates to the study investigation: Yes / No 

4. I understand that interviews will be recorded by the researcher: Yes / No 

5. I agree that this research may touch upon sensitive topics or issues: Yes / No 

6. I expect that the researcher will take all important actions to diminish the feelings of 
invasion by putting me at my ease and by ceasing any sort of undue harm (e.g. 
stress) that may arise from the research procedure: Yes / No 

7. I believe that the researcher will inform the school and university child protection 
authorities about any kind of harm or abuse revealed by me during interviews with 
regards to my concern about my own protection and safety: Yes / No 

8. I agree that the interviews will be organized in a private room to ensure the 
researcher and my safety: Yes / No 

9. I understand that participation in the research is optional, and that I have the right to 
withdraw from the research at any time without prejudice: Yes / No 

10. I expect that data will be conducted by protecting the privacy and secrecy of me, my 
teachers, and my school: Yes / No 

11. I expect that no physical or emotional harm will come to me as a result of taking part 
in this research: Yes / No 

12. I may withdraw permission for the questionnaire and interview data to be used in 
the study at any time up to the end of data collection without prejudice, and that if I 
choose to do this I will inform the researcher and her supervisors in writing: Yes / No 

13. I expect that all research data will be held securely in password protected files and it 
will not be seen by anyone except the researcher and her supervisors: Yes / No 
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14. I expect that confidentiality and anonymity will be maintained in relation to me and 
the school throughout the research: Yes / No 

15. I understand that research findings will be made available to me at the end of the 
study: Yes / No 

16. I agree that the consequences of this research will be published by preserving my 
anonymity: Yes / No 

 

BPS signature: .............................................. 

 

BPS name here: .................................. 

 

School name: ................................... 
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Appendix O: Information Sheet and Informed Consent Letter for Parents (Main Study) 

 
 

INFORMATION SHEET FOR RESEARCH PARTICIPANTS’ (students) PARENTS OR 

GUARDIANS  

British Pakistani students’ experiences in multi-ethnic secondary schools in England 

 

Dear Parent/Guardian, 

 

As part of my doctoral studies at the University of Bedfordshire, I am investigating British 

Pakistani student’s (BPS) experiences within multi-ethnic secondary school environments. 

 

I would be grateful if you would allow your child to participate in my research. In my 

research, I hope to collect data through questionnaires and interviews with British Pakistani 

students from year 9, alongside interviews with relevant teachers who support these 

students. The main focus will be on the experiences British Pakistani students have of 

multicultural environments, and how teaching staff work to support and include this 

particular group. 

 

All the information that I collect will be kept confidential and only available to me and my 

research supervisors. It will not be passed on to any third party in any form that will enable 

your child to be identified. The only circumstance in which information may be shared is if 

your child discloses information that relates to any form of abuse (e.g. incidents of bullying) 

or illegal activity (e.g. hate crime, and similar). In this case, your child would be informed 

during the interview that I am obliged to report this information.  

 

If during the research, you decide at any point that you do not wish your child to participate 

any further or to withdraw altogether then it will be entirely acceptable. It also will be 

possible for you to withdraw your consent from allowing me to use data that I would have 

collected from your child at any point up to the end of data collection. If this turns out to be 

the case, I would be pleased if you would let me and my supervisors know in writing, 
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preferably by email so that we have a record of this request and ensure that we abide by 

this. 

 

I will be very happy to make my findings available to you when I have completed my study.  

My contact detail is Javeria Chaudhry: Javeria.Chaudhry@study.beds.ac.uk  

My Director of Studies is Dr Cathal Butler: cathal.butler@beds.ac.uk   

The co-supervisor for my research is Professor Uvanney Maylor: 

uvanney.maylor@beds.ac.uk  

 You can also contact any of us if you have questions about the research before or during 

the study. 

 

If you have any concerns about this study or the way that you have been approached, 

please contact the University’s independent contact, Dr Mark Atlay, Academic Director of 

the Research Graduate School at the University of Bedfordshire: mark.atlay@beds.ac.uk  

 

Thank you very much in anticipation for supporting my research study. 

 

Yours sincerely 

 

Javeria Chaudhry 

Full time PhD Student 

University of Bedfordshire 

 

 

 

 

 

 

 

 

 

 

 

 

 

mailto:Javeria.Chaudhry@study.beds.ac.uk
mailto:cathal.butler@beds.ac.uk
mailto:uvanney.maylor@beds.ac.uk
mailto:mark.atlay@beds.ac.uk
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INFORMED CONSENT FOR PARTICIPANTS’ (students) PARENTS OR 

GAURDIANS BE APPROACHED TO PARTICIPATE IN RESEARCH STUDY 

 

Please delete as appropriate in the statements below: 

1. I agree to allow my child to be approached to participate in the study, entitled: 

British Pakistani students’ (BPS) experiences in multi-ethnic secondary schools in 

England: Yes / No 

2. I agree that the questionnaire will be filled out by my child in relation to their 

experiences in school: Yes / No 

3. I agree that my child can be approached to be interviewed about BPS experiences in 

school as it relates to the study investigation: Yes / No 

4. I understand that interviews will be recorded by the researcher: Yes / No 

5. I agree that this research may touch upon sensitive topics or issues: Yes / No 

6. I expect that the researcher will take all important actions to diminish the feelings of 

invasion by putting my child at his/her ease and by ceasing any sort of undue harm 

(e.g. stress) that may arise from the research procedure: Yes / No 

7. I believe that the researcher will inform the school and university child protection 

authorities about any kind of harm or abuse revealed by my child during interviews 

with regards to his/her concern about his/her own protection and safety: Yes / No 

8. I agree that the interviews will be organized in a private room to ensure the 

researcher and participants safety: Yes / No 

9. I understand that participation in the research is optional, and that my child has the 

right to withdraw from the research at any time without prejudice: Yes / No 

10. I expect that data will be conducted by protecting the privacy and secrecy of my 

child: Yes / No 

11. I expect that no physical or emotional harm will come to my child as a result of 

taking part in this research: Yes / No 
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12. I may withdraw permission for the questionnaire and interview data to be used in 

the study at any time up to the end of data collection without prejudice, and that if I 

choose to do this I will inform the researcher and her supervisors in writing: Yes / No 

13. I expect that all research data will be held securely in password protected files and it 

will not be seen by anyone except the researcher and her supervisors: Yes / No 

14. I expect that confidentiality and anonymity will be maintained in relation to the 

school and the research participants throughout the research: Yes / No 

15. I understand that research findings will be made available to me at the end of the 

study: Yes / No 

16. I agree that the consequences of this research will be published by preserving the 

anonymity of all participants: Yes / No 

 

Parents or guardians signature: .............................................. 

 

Print parents or guardians name here: .................................. 

 

School name: ................................... 
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Appendix P: Research Ethics Form (Main Study)  
 

UNIVERSITY OF BEDFORDSHIRE 
 
Research Ethics Scrutiny (Postgraduate Research Students) 
 
When completing this form please ensure that you read and comply with the following: 

 

Researchers must demonstrate clear understanding of an engagement with the following: 

  
1. Integrity - The research has been carried out in a rigorous and professional manner and due credit 
has been attributed to all parties involved.  

2. Plagiarism - Proper acknowledgement has been given to the authorship of data and ideas.  

3. Conflicts of Interest - All financial and professional conflicts of interest have been properly 
identified and declared.  

 4. Data Handling - The research draws upon effective record keeping, proper storage of date in line 
with confidentiality, statute and University policy.  

5. Ethical Procedures - Proper consideration has been given to all ethical issues and appropriate 
approval sought and received from all relevant stakeholders. In addition the research should 
conform to professional codes of conduct where appropriate.  

6. Supervision - Effective management and supervision of staff and student for whom the 
researcher(s) is/are responsible  

7. Health and Safety- Proper training on health and safety issues has been received and completed 
by all involved parties. Health and safety issues have been identified and appropriate assessment 
and action have been undertaken. 
 
The Research Institutes are responsible for ensuring that all researchers abide by the above. It is 
anticipated that ethical approval will be granted by each Research Institute. Each Research Institute 
will give guidance and approval on ethical procedures and ensure they conform to the requirements 
of relevant professional bodies. As such Research Institutes are required to provide the University 
Research Ethics Committee with details of their procedures for ensuring adherence to relevant 
ethical requirements. This applies to any research whether it be, or not, likely to raise ethical issues. 
Research proposals involving vulnerable groups; sensitive topics; groups requiring gatekeeper 
permission; deception or without full informed consent; use of personal/confidential information; 
subjects in stress, anxiety, humiliation or intrusive interventions must be referred to the University 
Research Ethics Committee.  
 
Research projects involving participants in the NHS will be submitted through the NHS National 
Research Ethics Service (NRES). The University Research Ethics Committee will normally accept the 
judgement of NRES (it will never approve a proposal that has been rejected by NRES), however NRES 
approval will need to be verified before research can commence and the nature of the research will 
need to be verified.  
 
Where work is conducted in collaboration with other institutions ethical approval by the University 
and the collaborating partner(s) will be required.  
 
The University Research Ethics Committee is a sub-committee of the Academic Board and is chaired 
by a member of the Vice Chancellor’s Executive Group, appointed by the Vice-Chancellor and 
includes members external to the University  
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Research Misconduct: Allegations of Research Misconduct against staff or post graduate (non-
taught) research students should be made to the Director of Research Development.  

 
UNIVERSITY OF BEDFORDSHIRE 
 
Research Ethics Scrutiny (Annex to RS1 form) 
 
SECTION A To be completed by the candidate 

 
Registration No: 1216732 
 
Candidate: Javeria Chaudhry 
 
Degree of: PhD 
 
Research Institute: IRED 
 
Research Topic: British Pakistani students’ experiences in multi-ethnic secondary schools in 
England 
 
External Funding: n/a 
 
The candidate is required to summarise in the box below the ethical issues involved in the research 
proposal and how they will be addressed. In any proposal involving human participants the following 
should be provided: 
 

 clear explanation of how informed consent will be obtained,  

 how will confidentiality and anonymity be observed,  

 how will the nature of the research, its purpose and the means of dissemination of the 
outcomes be communicated to participants, 

 how personal data will be stored and secured 

 if participants are being placed under any form of stress (physical or mental)  identify what 
steps are being taken to minimise risk 

 
Please see the attached ethical consideration document 
 
If protocols are being used that have already received University Research Ethics Committee (UREC) 
ethical approval then please specify. Roles of any collaborating institutions should be clearly 
identified. Reference should be made to the appropriate professional body code of practice. 
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 Answer the following question by deleting as appropriate: 
 

11. Does the study involve vulnerable participants or those unable to give informed consent (e.g. 
children, people with learning disabilities, your own students)?  

 
If YES: Have/will Researchers be DBS checked? 
  Yes 
 

12. Will the study require permission of a gatekeeper for access to participants (e.g. schools, self-
help groups, residential homes)?       Yes 

 
13. Will it be necessary for participants to be involved without consent (e.g. covert observation in 

non-public places)?        No 
 

14. Will the study involve sensitive topics (e.g. sexual activity, substance abuse)?  
 Yes  

15. Will blood or tissue samples be taken from participants?     
  No 

 
16. Will the research involve intrusive interventions (e.g. drugs, hypnosis, physical exercise)? 

  No 
 

17. Will financial or other inducements be offered to participants (except reasonable expenses)?
   No 

 
18. Will the research investigate any aspect of illegal activity?  

No 
 

19. Will participants be stressed beyond what is normal for them? 
No   
                                                               

20. Will the study involve participants from the NHS (e.g. patients) or participants who fall under 
the requirements of the Mental Capacity Act 2005?     
  No 

 
If you have answered yes to any of the above questions or if you consider that there are other 
significant ethical issues then details should be included in your summary above. If you have 
answered yes to Question 1 then a clear justification for the importance of the research must be 
provided. 
 
*Please note if the answer to Question 10 is yes then the proposal should be submitted through NHS 
research ethics approval procedures to the appropriate NRES. The UREC should be informed of 
the outcome. 
 
Checklist of documents which should be included: 
 

Project proposal (with details of methodology) & source of funding 
 

X 

Documentation seeking informed consent (if appropriate) 
 

X 

Information sheet for participants (if appropriate) 
 

X 

Questionnaire (if appropriate) 
 

X 
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This form together with a copy of the research proposal should be submitted to the Research Institute 

Director for consideration by the Research Institute Ethics Committee/Panel  

Note you cannot commence collection of research data until this form has been approved 

 

 

  

Applicant declaration 

I understand that I cannot collect any data until the application referred to in this form has 

been approved by all relevant parties. I agree to carry out the research in the manner 

specified and comply with the statement of ethical requirements on page 1 of this form. If I 

make any changes to the approved method I will seek further ethical approval for any 

changes. 

 

 

Signature of Applicant: Javeria Chaudhry Date: 28-10-2016 

 

 

Signature of Director of Studies: ……………… Date: …………………………….. 
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SECTION B  To be completed by the Research Institute Ethics Committee: 

 

Comments:  

The documentation is generally thorough and complete and has addressed the issues around some 

potentially sensitive topics.  There are some conditions to be addressed: 

1. While the supporting documentation ("Ethical Issues and Considerations") discusses how you 

would respond to pupils becoming distressed or anxious, and the this appears to leave the decision to 

the interviewer as to whether to stop the interview.  The information sheet is clearer and explains that 

pupils can withdraw from the study, but the means by which they might indicate that they want an 

interview to cease or pause is not clear. In line with other university projects which have interviewed 

children about sensitive topics, the advice here would be that you develop a short 'rubric' to introduce 

the interview in which you make it clear that they can end the interview, or that they can ask for a 

break if they are distressed, and most critically *how* they should indicate this to the interviewer. 

2. There is a question about 'Prevent' which could perhaps be broadened to include the other 

initiatives associated with it and which young people may have more awareness (Prevent being more 

an institutional responsibility). 

3. Questionnaire and other documents should have university email address only, and should also 

have a contact address for director of studies (this is on information sheet but should also be on 

questionnaire if that is circulated separately. 

4. There are some minor typos in the questionnaire (other's; shake hand). 

 

Approved subject to the above conditions. 

 

Signature Chair of Research Institute Ethics Committee: 

 

                       

Date: 5th December 2016 
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Appendix Q: First Sample of Analysis from NVivo File (Finalising coding and emergent themes) 
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Appendix R: Second Sample of Analysis from NVivo File (Finalising emergent themes) 
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Appendix S: Sample of X School Policy Documents – Safeguarding Policy  
 

Safeguarding  

 

(Including Child protection)  

 

Policy  

 

  

 

  

 

  

 

DATE REVIEWED  

 

  

 

BODY  

 

REVIEW DATE  

 

  

 

Autumn 2018  

 

  

 

Board of Trustees  

 

Autumn 2019  
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PART 1: INTRODUCTION  

 

  

 

1.1. All members of the X Learning Trust fully acknowledge their 

responsibilities with regards to the  

safeguarding of children and young people and they recognise that 

through their day to day contact with them  

they are well placed to identify signs of risk and harm; safeguarding 

is defined as:  

 

 

. Protecting children from maltreatment;  

. Preventing impairment of children's health or development;  

. Ensuring that children are growing up in circumstances consistent 

with the provision of safe and effective  

care;  

. Taking action to enable all children to have the best life chances.  

 

 

  

 

1.2. With this in mind, all of the Trust schools agree that, in order 

to protect children and young people and to  

prevent them from being at risk of harm, they will ensure that wherever 

possible the children and young people  

in the Trust:  

 

 

. Will be offered an organisational culture that promotes the 

importance of the safety of children and young  

people;  

. Will be offered clarity in relation to the standards in behaviour 

expected of all and children and young  

people;  

. Will benefit from a school ethos that helps them to be safe, 

resilient and robust and where mutual respect  

and shared values are a key feature in each educational setting;  

. Feel safe, especially in school, as school may be the only stable, 

secure and consistent environment in  

their lives;  

. Are confident and have high self-esteem;  

. Are offered effective lines of communication;  

. Have the right to speak freely and are able to voice their values and 

beliefs;  

. Are encouraged to respect each other’s values and support each other;  

. Are protected as the result of parental participation;  

. Will be offered planned learning opportunities within the curriculum 

provision that helps them protect and  

safeguard themselves;  

. Have equal right to be protected from harm;  

. Are offered support which matches their individual needs, including 

those who may have experienced  

abuse;  

. Are provided with all they need to ensure that they flourish 

emotionally, socially and educationally, as a  

happy, healthy, sociable child or young person will achieve better 

overall;  
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. Will be protected by members of the Trust as they will always strive 

to prevent abuse, victimisation,  

bullying, exploitation, extreme behaviours, discriminatory views and 

inappropriate risk taking;  

. Will be protected by members of the Trust as all governors, staff and 

visitors understand that they have an  

important role to play in safeguarding children and protecting them 

from abuse.  

 

 

  

 

1.3. However, even though the members of the Trust are well placed to 

reduce the potential of children being at risk  

from harm, sadly, some children and young people will still experience 

different forms of abuse in their lives. It  

is clear to all involved that abuse, neglect and safeguarding issues 

are rarely standalone events that can be  

covered by one definition or label. In most cases, multiple issues will 

overlap with one another. Therefore, it is  

important to understand that abuse is a form of maltreatment of a 

child. Somebody may abuse or neglect a  

child by inflicting harm or by failing to act to prevent harm. Children 

may be abused in a family or in an  

institutional or community setting by those known to them or, more 

rarely, by others (e.g. via the internet). They  

may be abused by an adult or adults or another child or children.  

 

 

 

 

  

 

1.4. Types of abuse include:  

 

 

. Physical abuse: A form of abuse which involves causing physical harm 

to a child or young person,  

including when a parent/carer fabricates the symptoms of, or 

deliberately induces, illness in a child  

. Emotional abuse: The persistent emotional maltreatment of a child or 

young person which causes severe  

and adverse effects on the child’s emotional development  

. Sexual abuse: This abuse involves forcing or enticing a child or 

young person to take part in sexual  

activities  

. Neglect abuse: This is the persistent failure to meet a child or 

young person’s basic physical and/or  

psychological needs  

 

 

For further information about types of abuse, see Keeping children safe 

in education – Statutory guidance for  

schools and colleges (September 2018), pages 14 and 15.  
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1.5. Circumstances in which abuse to a child or young person may take 

place may include:  

 

 

. Bullying, including that which is online and prejudice-based  

. Peer on peer abuse, including sexual violence and sexual harassment 

between children in educational  

establishments  

. Discriminatory behaviour related to an individual’s race, disability 

or sexual orientation/identity  

. Gender based violence, including violence against women  

. Radicalisation or where there is influence as a result of extremist 

behaviour  

. Child sexual exploitation and trafficking  

. Child criminal exploitation  

. The use of new technologies, where this has an impact on an 

individual’s sexual behaviour; for example,  

resulting in a child or young person sexting  

. Teenage relationships  

. Gang/youth violence  

. So called ‘honour-based’ violence  

. Substance abuse  

. Domestic abuse/violence  

. Female genital mutilation  

. Forced marriage  

. Fabricated/induced illness  

. Families where there is poor parenting  

. Homelessness  

. Children in the court system  

. Children with family members in prison  

 

 

For further information about types of abuse, see Keeping children safe 

in education – Statutory guidance for  

schools and colleges (September 2018), Annex A: pages 76-87.  

 

  

 

1.6. Research and Serious Case Reviews have repeatedly shown the 

dangers of failing to take effective action  

when such circumstances become apparent; such lack of action would, 

most certainly, result in children and  

young people being placed further at risk. Clearly, children and young 

people could potentially be protected  

and risks minimised if they receive the right help at the right time; 

this could, in fact, deescalate the potential  

harm. Trust schools must therefore learn from poor practices, which 

include:  

 

 

. Failing to listen to the views of a child;  

. Failing to act on and refer the early signs of abuse and neglect;  

. Sharing information too slowly and a lack of challenge to those who 

appear not to be taking action;  

. Failing to re-assess concerns when situations do not improve;  

. Poor record keeping.  
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PART 2: X LEARNING TRUST SAFEGUARDING AIMS  

 

  

 

2.1. Thinking carefully about all the safeguarding information 

available and in order to safeguard the children in the  

X Learning Trust, the Trust aims to:  

 

 

. Ensure that every member of the X Learning Trust understands that 

safeguarding is  

everybody’s responsibility;  

. Offer a child-centred and coordinated approach to safeguarding;  

. Listen carefully to all children and young people;  

. Act in the interests of the child or young person where matters 

pertain to safeguarding;  

. Protect all children and young people from maltreatment;  

. Prevent the impairment of children and young people’s health or 

development;  

. Ensure that children and young people grow up in circumstances 

consistent with the provision of safe and  

effective care;  

. Take prompt action to protect a child or young person where the child 

or young person is suffering from, or  

is likely to suffer from, significant harm;  

. Take actions to enable all children and young people to reach their 

full potential and have the best  

outcomes;  

. Develop staff awareness of the risks and vulnerabilities that 

children and young people face;  

. Reduce the potential risks children and young people face of being 

exposed to violence, extremism,  

exploitation or victimization;  

. Alert staff to the signs and indicators that suggest all might not be 

well with a child or young person;  
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. Address all safeguarding concerns at the earliest possible stage in 

the least intrusive way;  

. Ensure that all staff identify pupils who would benefit from ‘early 

help’ and offer additional support to a child  

or young person if it is felt this is needed to promote their welfare, 

even if s/he is not suffering harm and is  

not at immediate risk;  

. Identify and protect the most vulnerable by identifying individual 

needs and designing plans to meet those  

needs;  

. Make clear to all the role of the Designated and Deputy Designated 

Safeguarding Leads;  

. Make and keep accurate records of all matters pertaining to 

safeguarding;  

. Work in partnership with children, young people, parents/carers and 

agencies;  

. Ensure that safeguarding-related policies and practices are of a high 

standard and that they are  

implemented consistently in order that they protect children and young 

people effectively;  

. Carry out, to a high standard, safeguarding duties and promote the 

welfare of children and young people in  

line with guidance from the Department for Education.  

 

 

  

 

PART 3: ROLES AND RESPONSIBILITIES  

 

  

 

3.1. The Department for Education has provided key documents which 

offer clear and detailed information about  

the role and responsibilities of multi-academy trusts, schools, 

trustees, governors and school staff with regards  

to the safeguarding of children and young people; some of the documents 

are as follows:  

 

 

. Keeping children safe in education – Statutory guidance for schools 

and colleges September 2018  

(https://www.gov.uk/government/publications/keeping-children-safe-in-

education--2)  

. What to do if you’re worried a child is being abused – Advice for 

practitioners March 2015  

 

 

(https://www.gov.uk/government/uploads/system/uploads/attachment_data/f

ile/419604/What_to_do_if_you_re_worried_a_child_is_being_abused.pdf)  

 

. Working together to safeguard children - A guide to inter-agency 

working to safeguard and promote the  

welfare of children July 2018  

 

 

(https://www.gov.uk/government/publications/working-together-to-

safeguard-children--2)  
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3.2. Note: all staff working directly with children must have read part 

1 of Keeping children safe in education –  

Statutory guidance for schools and colleges (September 2018) and 

Appendix A ‘Further Information’. Each  

school within the X Learning Trust will ensure that mechanisms are in 

place to assist staff to understand  

and discharge their role and responsibilities as set out in Part 1 of 

the guidance.  

 

 

 

 

  

 

3.3. The Role of Trustees  

 

 

 

 

The Trustees will:  

 

. Take the overall responsibility for the leadership of safeguarding 

arrangements across the Trust Schools;  

. Ensure that all schools within the X Learning Trust comply with child 

protection related legislation;  

. Ensure that overarching policies relating to child protection and 

safeguarding are provided to all Trust  

schools but that all schools tailor these policies to reflect local 

circumstances;  

. Ensure that the required safeguarding practices are consistent across 

the Trust, including those relating to  

child protection, anti-radicalisation, safer recruitment, staff conduct 

and e-safety;  

. Have regard for the Department for Education’s latest guidance 

(statutory and non-statutory) for schools  

and colleges, ensuring that Trust wide policies, procedures and 

training are effective and compliant in light  

of these;  

. Ensure that Disclosure and Barring Service checks are carried out on 

all members of the academy trust,  

individual charity trustees and the board of charity trustees.  

 

 

  

 

3.4. The Role of Governors on Local Governing Boards  

 

 

 

 

The Governors will:  

 

. Ensure that the children and young people in their schools are able 

to express their wishes and feelings  

and provide feedback;  
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. Ensure that their Academy complies with child protection related 

legislation;  

. Ensure that the overarching policies relating to child protection and 

safeguarding, that are provided by the  

Trust, are tailored to reflect the school’s local circumstances;  

. Ensure that the required safeguarding policies and practices are in 

place and are consistent in the school,  

including those relating to child protection (such as those detailed 

within this policy), anti-radicalisation,  

staff conduct and e-safety; these will be reviewed by the Board at 

least annually;  

. Ensure that ‘safer recruitment’ policies and procedures are 

implemented in order to prevent those who  

pose a risk to children and young people being able to work with them;  

 

 

  



365 
 

. Have regard for the Department for Education’s latest guidance 

(statutory and non-statutory) for schools  

and colleges to ensure that the Academy’s policies, procedures and 

training are effective and compliant in  

light of these;  

. Ensure that the Academy contributes to interagency working in line 

with guidance from the Department for  

Education;  

. Ensure that the Academy provides help and support to children, young 

people and families where needed;  

. Ensure that the role and responsibilities related to the role of the 

Designated and Deputy Designated  

Safeguarding Leads are detailed in the relevant job descriptions and 

that these staff are also members of  

the Senior Leadership Team;  

. Ensure that the members of staff with safeguarding roles are 

qualified teachers and that they have the  

skills, knowledge and expertise to carry out their responsibilities to 

a high standard;  

. Ensure that the relevant members of staff have the required time, 

funding, training, resources and support  

to carry out the roles of the Designated and Deputy Designated 

Safeguarding Lead to a high standard,  

especially with regards to providing advice and support to other staff 

on child welfare and child protection  

matters, taking part in strategy discussions and inter-agency meetings 

(and/or to support other staff to do  

so) and to contribute to the assessment of children and young people;  

. Ensure that all staff regularly attend appropriate training relevant 

to their safeguarding roles and  

responsibilities;  

. Work to remedy any school deficiencies and weaknesses related to 

safeguarding and child protection  

without delay.  

 

 

  

 

3.5. The Role of the Designated Governor for Child Protection  

 

 

 

 

The Designated Governor for Child Protection will:  

 

. Offer strategic (rather than operational) support to the Designated 

and Deputy Designated Safeguarding  

Leads;  

. Monitor the provision at the Academy related to child protection by 

meeting with the Designated and/or the  

Deputy Designated Safeguarding Leads during the school year, feeding 

back any findings to the Governing  

Body where this is deemed appropriate;  

. Ensure that the role and responsibilities of the Governing Body, in 

relation to child protection, are fulfilled  

. Ensure that their school’s Governors are checked by the Disclosure 

and Barring Service (DBS) where  



366 
 

these Governors participate in regulated activity with children and/or 

young people;  

. Periodically check the Academy’s website and its Single Central 

Record to ensure compliance in relation to  

safeguarding requirements.  

 

 

  

 

3.6. The Role of the Designated Safeguarding Lead  

 

 

 

 

  

 

Nicola Ponsonby (Designated Safeguarding Officer) at Challney High 

School for  

Girls:  

 

Helen Masters (Deputy Designated Safeguarding Officer) at Challney High  

School for Girls):  

 

 

 

  

 

3.6.1. Leadership and Management  

 

 

 

 

 

 

The Designated or the Deputy Designated Safeguarding Leads will:  

 

. Take the lead responsibility and management oversight for 

safeguarding and child protection in their  

school as they are most likely to have a complete picture of 

safeguarding;  

. Work to build a culture of openness and transparency within the 

school where all staff are able to  

demonstrate an understanding of their role and responsibility to 

safeguard and promote the welfare of  

children and young people;  

. Ensure that the appropriate filters and monitoring systems are in 

place in order to safeguard children  

and young people from potential harmful and inappropriate material 

online;  

. Attend refresher training relevant to the role, including Prevent 

awareness training, every two years as  

well as attending further training that means they have the knowledge 

and skills required to carry out  

their role and responsibilities confidently and competently.  

. Ensure that, if they resign from their post or if they no longer have 

responsibility for safeguarding and  

child protection, they complete a full face to face handover/exchange 

of information with the new post  
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holder (note: in exceptional circumstances, when a face to face 

handover is unfeasible, the  

Principal/Headteacher/head of School will ensure that the new post 

holder is fully conversant with all  

procedures and case files);  

 

 

  



368 
 

  

 

3.6.2. Meeting the Needs of Children  

 

 

 

 

 

 

The Designated and/or the Deputy Designated Safeguarding Leads will:  

 

. Offer a child-centred and coordinated approach to safeguarding;  

. Listen carefully to the views of children and young people;  

. Act at all times in the best interests of the child or young person 

with regards to matters pertaining to  

safeguarding;  

. Focus on securing improved outcomes for children and young people and 

consider what difference  

support or interventions for children and young people who have 

experienced safeguarding related  

circumstances will make or have made on children/young people’s lived 

experiences;  

. Take responsibility for promoting the educational achievement of 

children and young people who have  

left care through adoption, special guardianship or child arrangement 

orders or who were adopted from  

state care outside England and Wales;  

. Ensure that the provision offered to children and young people at the 

school helps them to learn about  

keeping themselves safe, including with regards to online safety.  

 

 

  

 

3.6.3. Working with Stakeholders  

 

 

 

 

 

 

The Designated and/or the Deputy Designated Safeguarding Leads will:  

 

. Keep the Principal/Headteacher/Head of School abreast of cases as 

appropriate;  

. Have conversations, build relationships and maintain professional 

curiosity;  

. Share expertise related to child protection with staff and provide 

support and advice in relation to  

safeguarding concerns in order that staff members can carry out their 

safeguarding duties effectively;  

. Always be available to the staff in order that they can share their 

concerns as they arise (note: if in  

exceptional circumstances, the Designated Safeguarding Lead (and 

Deputy) is not available, this  

should not delay appropriate action being taken - staff should speak to 

a member of the Senior  
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Leadership Team and/or take advice from Children’s Social Care; in 

these circumstances, any action  

taken should be shared with the Designated Safeguarding Lead (or 

Deputy) as soon as is practically  

possible);  

. Organise and, at times, deliver to staff training focussed on child 

protection;  

. Offer appropriate challenge to colleagues from other organisations 

and services if a child or young  

person’s situation does not improve;  

. Not disclose to a parent or carer any information held on a child or 

young person if this would put the  

child or young person at risk of significant harm - in such 

circumstances advice will be sought from  

Children’s Social Care to ensure errors are not made;  

. Work with the administrative team to ensure the school holds more 

than one contact number for each  

child or young person;  

. Liaise with and, where appropriate, work closely with Children’s 

Social Care, the Police, Health  

Services and other services to promote the welfare of children and/or 

young people and protect them  

from harm, providing information and reports as required – for example, 

to support Social Workers to  

carry out a statutory assessment;  

. Where ‘early help’ is deemed appropriate, generally lead on liaising 

with other agencies and setting up  

an inter-agency assessments as appropriate, whilst keeping any such 

cases under constant review  

and referring to Children’s Social Care for assessment for statutory 

services if the child/young person’s  

situation does not appear to be improving or is getting worse;  

. Liaise with the Local Authority and the Local Safeguarding Children 

Board and work with other  

agencies in line with information detailed in documents provided by the 

Department for Education;  

. Meet regularly (at least termly) with the Designated Governor for 

Child Protection and share  

information about child protection and safeguarding (excluding any 

confidential details about specific  

children/young people and their families).  

 

 

  

 

3.6.4. Making Referrals  

 

 

 

 

 

 

The Designated and/or the Deputy Designated Safeguarding Leads will:  

 

. Decide whether, as a result of a concern raised by a member of staff, 

to make a referral to the most  

appropriate body, such as the Channel Programme (if there is a concern 

with regards to a child or  
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young person being radicalised), the Early Help Team or Children’s 

Social Care (note: it is important to  

note that any staff member can refer their concerns to Children’s 

Social Care or the Channel  

Programme directly and that they will be supported by the Designated 

Safeguarding Lead);  

. Where appropriate, make prompt referrals to Social Care, the Local 

Authority’s Designated Officer, the  

Disclosure and Barring Service and/or the Police, in order to safeguard 

children and young people and  

protect them from harm;  

 

 

  



371 
 

. With the help of the Special Educational Needs and Disabilities 

Coordinator, if appropriate, complete  

an Early Help Assessment (EHA) and/or organise a ‘Team around the 

Child’ meeting if a child/young  

person and their family would benefit from co-ordinated support from 

more than one agency (for  

example education, health, housing and the local constabulary) - 

identify in the assessment what help  

the child/young person and their family require to prevent needs 

escalating to a point where  

intervention would be needed via a statutory assessment;  

. Take the appropriate action if a member of staff informs him/her that 

a child or young person is  

potentially missing from school, as this is a possible indicator of 

abuse or neglect.  

 

 

  

 

3.6.5. Policy and Practices  

 

 

 

 

 

 

The Designated and/or the Deputy Designated Safeguarding Lead will:  

 

. Ensure that all school policies, procedures and actions related to 

safeguarding comply with the law and  

guidance (statutory and non-statutory) from the Department for 

Education;  

. Regularly review (at least annually) and update policies related to 

safeguarding, placing them on the  

website so that they are available publicly and so that parents and 

carers are aware of their content;  

. Ensure that the Academy’s Safeguarding (including Child Protection) 

Policy and the relevant  

documentation from the Department for Education has been read, 

understood and is implemented  

effectively by all staff;  

. Ensure that ‘safer recruitment’ policies and procedures, including 

the required checks that work to  

ensure that those coming to work at the Academy pose no risk to 

children and young people, are  

implemented in order to stop those who pose a risk to children and 

young people being able to work  

with them;  

. Spend public money wisely in relation to the safeguarding of children 

and young people, targeting  

appropriate resources on evidenced.  

 

 

  

 

3.6.6. Recording and Reporting  
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The Designated and/or the Deputy Designated Safeguarding Leads will:  

 

. Ensure that safeguarding and child protection information is dealt 

with in a confidential manner - staff  

will be informed of relevant details only when the Designated or Deputy 

Designated Safeguarding Lead  

feels their having knowledge of a situation will improve their ability 

to deal with an individual child  

and/or family (written records will be made of what information has 

been shared with whom and when);  

. Keep detailed records about children/young people where appropriate 

and ensure that confidential files  

about children and young people are kept securely and that they are up-

to-date;  

. Ensure that safeguarding and child protection records are stored 

securely in a central place, separate  

from other academic records;  

. Ensure that access to safeguarding and child protection records by 

staff, other than by the Designated  

and Deputy Designated Safeguarding Leads, is restricted;  

. Ensure that general communication with parents and carers will be in 

line with home school policies  

and give due regard to which adults have parental responsibility;  

. Ensure that parents and carers are aware, where appropriate, of 

information held on their child(ren)  

and that they are kept up to date regarding any concerns or 

developments by the appropriate members  

of staff;  

. Ensure that, when a child or young person moves from the school, 

child protection records are  

forwarded on to the Designated Safeguarding Lead at the new school, 

with due regard to their  

confidential nature and in line with current government guidance on the 

transfer of such records;  

records (sent separately to a child or young person’s main pupil file), 

detailing confirmation of receipt  

and showing where the documentation has gone, to whom they have been 

passed and the date they  

were transferred, will be kept (note: if sending confidential records 

by post, these will be sent by  

‘Special/Recorded Delivery’; details of the child’s name, date of 

birth, where and to whom the records  

have been sent and the date the records were received will be kept);  

. Ensure that, if a child or young person is permanently excluded and 

moves to a Pupil Referral Unit,  

child protection records are forwarded on to the relevant organisation;  

. Ensure that safeguarding and child protection records are archived 

according to current legislation and  

guidance;  

. With the help of other staff with related roles and responsibilities, 

ensure the Academy’s Single Central  

Record is accurate and up-to-date;  

. Report appropriate information about child protection and 

safeguarding to the Local Governing Body at  
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least termly.  
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3.7. Whilst the activities of the Designated Safeguarding Lead can be 

delegated to appropriately trained Deputies,  

the ultimate lead responsibility for safeguarding and child protection, 

as set out above, remains with the  

Designated Safeguarding Lead. This responsibility should not be 

delegated.  

 

 

 

 

  

 

3.8. The Role of School Staff  

 

 

 

 

Everyone who comes into contact with children, young people and their 

families has a role to play in  

safeguarding. The staff team in each of the Trust schools take this 

role very seriously as they understand that  

they are in a position to identify concerns early and provide help for 

children and young people, to prevent  

concerns from escalating. They must also understand that safeguarding 

and promoting the welfare of children  

is everyone’s responsibility.  

 

  

 

3.8.1. Principals/Headteachers/Heads of School will:  

 

 

 

 

. Ensure that Trust wide policies and procedures pertaining to 

safeguarding and child protection are  

adopted and consistently implemented;  

. Be ultimately responsible for coordinating all child protection 

activity within their schools;  

. Speak out where safeguarding issues arise;  

. Address safeguarding issues internally where possible, engaging in a 

multi-agency response when  

required (in accordance with interagency procedures).  

 

 

  

 

3.8.2. All members of staff will:  

 

 

 

 

. Contribute to and help to shape safeguarding arrangements and child 

protection policies;  

. Provide a safe environment in which children and young people can 

learn;  

. Listen carefully to the views of children and young people;  

. Ensure that their approach is child-centred;  
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. Act at all times in the best interests of the child or young person 

with regards to matters that pertain to  

safeguarding;  

. Not promise confidentiality to a child or young person if they are 

potentially going to make a disclosure;  

. Read and adhere to consistently all of the school policies and 

procedures related to safeguarding;  

. Maintain an attitude of ‘it could happen here’ where safeguarding is 

concerned;  

. Ensure that they are aware of the signs of abuse so that they are 

able to identify cases of children and  

young people who may be in need of help or protection;  

. Ensure that they know what to do if they are concerned about a child 

or young person’s welfare in any  

way;  

. Ensure that they understand the role of the Designated Safeguarding 

Lead;  

. Identify children and young people who may be in need of extra help 

and/or support (even if the cause  

for this is unknown) and report this to the Designated Safeguarding 

Lead; also, offer help and/or  

support to the child or young person as deemed appropriate and as 

agreed with the Designated  

Safeguarding Lead;  

. Be involved in the development, implementation and review of any 

safeguarding related assessments  

and plans, such as those required when seeking help and support through 

the Early Help, Child in  

Need and Child Protection channels;  

. Identify children who are suffering, or are likely to suffer, 

significant harm; then take appropriate action  

i.e. refer the information to the Designated Safeguarding Lead 

IMMEDIATELY (in the absence of the  

Designated Safeguarding Lead, information will be shared with the 

Deputy Designated Safeguarding  

Lead), recording all of the concerns raised on the relevant reporting 

form;  

. Raise any safeguarding and/or welfare concerns immediately with the 

Designated Safeguarding Lead  

in order that s/he can take appropriate action; this includes 

situations of abuse which may involve staff  

members (note: in exceptional circumstances, where a member of staff 

feels that they have an urgent  

or genuine concern and that appropriate action has not been taken by 

the Designated and/or Deputy  

Designated Safeguarding Leads, staff members can speak directly to 

Children’s Social Care);  

. Work with other services and organisations, as needed, in order to 

help, support and safeguard  

children and young people  

. Seek advice from the Academy’s Designated Safeguarding Lead, the 

Local Safeguarding Children’s  

Board (LSCB) or Social Care if this would benefit or protect a child or 

young person;  

. Be aware of the process for making referrals to Children’s Social 

Care and for statutory assessments  

under the Children Act 1989, especially section 17 (Children in Need) 

and section 47 (a child suffering,  
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or likely to suffer, significant harm) that may follow a referral, 

along with the role they might be  

expected to play in such assessments;  

. Take the appropriate action (i.e. inform the Designated Safeguarding 

Lead) if it is thought that a child is  

‘missing’ from school, as this is a potential indicator of abuse or 

neglect.  
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PART 4: STAFF TRAINING AND SUPPORT  

 

  

 

4.1. Staff Training  

 

 

 

 

Training plans will be put into place across the Trust to ensure that 

all staff have the appropriate training, skills  

and knowledge to undertake their safeguarding responsibilities safely 

and effectively. All staff will receive single  

agency level one training annually, with key staff who have designated 

responsibilities for safeguarding,  

undertaking higher level training delivered by recognised organisations 

at regular intervals. In addition, the  

Trust’s Designated Safeguarding Leads will attend further courses in 

order to keep up to date with local and  

national initiatives; they (or a suitable nominated person) will also 

be trained to lead Prevent awareness training  

locally with staff.  

 

  

 

4.2. Staff Induction  

 

 

 

 

All new staff members receive training in relation to safeguarding 

policies and procedures during their initial  

induction, when their employment first begins. During their first 

induction meeting, each member of staff will  

receive, as a minimum:  

 

. A copy of their school’s Behaviour Policy  

. Part 1 of the Keeping children safe in education – Statutory guidance 

for schools and colleges (September  

2018)  

. A copy of the Trust’s Safeguarding Policy, detailing information 

about the Designated Safeguarding Lead  

and about the safeguarding response to children who go missing from 

education  

. Information about the expected conduct of staff  

 

 

  

 

4.2.1. Additionally, all visitors and volunteers to the Trust schools 

will be provided with information about child  

protection and safeguarding.  
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4.3. Staff Support  

 

 

 

 

All members of the X Learning Trust recognise the stressful and 

traumatic nature of safeguarding and  

child protection work. As such, support for staff is offered as 

required; staff are given an opportunity to talk  

through their concerns and anxieties with the Designated Safeguarding 

Lead and to seek further support as  

and when it is needed.  

 

  

 

PART 5: SAFER RECRUITMENT  

 

  

 

5.1 The staff and governors who are part of the X Learning Trust work 

tirelessly in order to create a culture  

of safe recruitment by adopting recruitment procedures aimed to deter, 

reject or identify people who might  

abuse children; thus stopping such individuals securing employment and 

keeping children safe.  

 

 

 

 

  

 

5.2. When recruiting, all Trust schools ensure that their advertising 

materials include reference to the school’s  

commitment to safeguarding and promoting the wellbeing of children.  

 

 

 

 

  

 

5.3. It is fully understood that the staff and governors at the Academy 

must act reasonably in making decisions  

about the suitability of prospective employees, supply staff, salaried 

trainee teachers, contractors or volunteers  

based on a range of checks (including pre-employment) and evidence, 

which may include:  

 

 

. References for all short listed candidates (including further checks 

if an individual has worked outside of  

the United Kingdom)  

. Information from interview  
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. Identity checks  

. Verification of professional qualifications, as detailed in the 

individual’s application form  

. Checks related to a person who has lived or worked outside of the 

United Kingdom  

. Verification that an individual has the right to work in the United 

Kingdom  

. Criminal record checks by the Disclosure and Barring Service  

. Barred list checks  

. Prohibition checks (for teachers)  

. Verification of an employee’s mental and physical fitness with 

regards to their new position  

. A check to ensure that anybody taking up a management position in a 

school is not subject to a section  

128 direction made by the Secretary of State  
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NB All of the information gathered will be recorded in each Academy’s 

Single Central Record (SCR); the SCR  

details information about staff, as well as governors, contractors and 

other volunteers.  

 

  

 

5.4. Identified members of staff and the Safeguarding Link Governor 

complete safer recruitment training either  

online or face to face, as well as attending external training courses; 

one person who is safer recruitment  

trained must sit on the panel of their school when interviews are 

taking place.  

 

 

 

 

  

 

5.5. For further details about ‘safer recruitment’ see the Department 

for Education’s Keeping Children Safe in  

Education – Statutory Guidance for Schools and Colleges (September 

2018), pages 28-49.  

 

 

 

 

  

 

5.6. Disclosure and Barring Service (DBS)  

5.6.1. As part of the Trust’s ‘safer recruitment’ procedures, all staff 

and volunteers deemed to be taking part in  

‘regulated activity’ with children or young people are required to have 

an enhanced DBS check with barred  

list information (note: all governors must be DBS checked if they 

engage in ‘regulated activity’ – if not,  

schools should contact The Regulation Agency (TRA) Teacher Services to 

check if a person they propose  

to recruit as a governor is barred as a result of being subject to a 

section 128 direction - and visitors to the  

school, who are working with children or young people and who are not 

DBS checked, will be supervised at  

all times by somebody who does partake in ‘regulated activity’; this is 

detailed in the Academy’s related risk  

assessments). The DBS check will be completed before a member of staff 

or volunteer has started their  

work at the school (note: some individuals may subscribe to the DBS; if 

this is the case, the Academy will  

undertake an online update check through the DBS Update Service rather 

than completing a full  

application). Work will begin once school staff are satisfied that the 

individual is safe to work with children  

and young people, having seen the DBS certificate (a copy of the 

certificate will NOT be kept).  
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5.6.2. In the rare circumstance that a member of staff or volunteer is 

needed to start their work prior to receiving  

DBS clearance, an appropriate member of the Senior Leadership Team will 

write a risk assessment and  

share this with staff in order that the individual is appropriately 

supervised during their time with the children  

and young people; a barred list check will also will carried out.  

 

 

 

 

 

 

  

 

5.6.3. With regards to checks for agency staff or third parties, the 

school obtains written notification from the  

agency or governing organisation with regards to the DBS check details; 

this must include a barred list  

check. School staff will check, once the DBS information has been 

received, that the appointed individual is  

in fact the same person on whom the checks have been carried out.  

 

 

 

 

 

 

  

 

5.6.4. The staff and governors fully understand that they have a legal 

duty to promptly refer to the DBS anyone  

who has harmed, or poses a risk of harm, to a child, or if there is a 

reason to believe the member of staff  

has committed one of a number of listed offences and who has been 

removed from working (paid or  

unpaid) in regulated activity, or would have been removed if they had 

not left. The DBS will then consider  

whether to bar the person.  

 

 

 

 

 

 

  

 

5.6.5. For teachers and staff recruited to management roles, an 

additional check (obtained through the Secure  

Access Portal via the Teacher Services’ web page) is required to ensure 

that they are suitable to work with  

children and young people. If the Academy appoints a teacher, s/he will 

be given a conditional offer until a  
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check of prohibition has been completed. The prohibition check is 

carried out through the Teacher Services  

System.  

 

 

 

 

 

 

  

 

5.6.6. The Trust will NOT allow an individual who is prohibited from 

teaching to be appointed as a member of staff  

under any circumstances.  

 

 

 

 

 

 

  

 

PART 6: ALLEGATIONS OF ABUSE MADE AGAINST TEACHERS, OTHER  

STAFF AND VOLUNTEERS  

 

  

 

6.1. All members of the X Learning Trust are very clear that there may 

be a time when a member of staff or  

volunteer has an allegation made against them which suggests they pose 

a risk of harm to a child/young  

person or children/young people; this means that they will have done 

one or more of the following:  

 

 

. Behaved in a way that has harmed a child or children, or may have 

harmed a child or children;  

. Possibly committed a criminal offence against or related to a child;  

. Behaved towards a child or children in a way that indicates he or she 

may pose a risk of harm if they  

worked regularly or closely with children.  
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6.2. Allegations made against Staff and Volunteers  

6.2.1. All staff working within the X Learning Trust must report any 

potential safeguarding concerns about  

an individual’s behaviour towards a child or young person immediately; 

where this is the case, staff must  

report the concern directly to the Executive Headteacher/Principal/ 

Headteacher. If s/he is not available,  

the member of staff should report their concerns to the most senior 

member of staff available who will  

make contact with the Local Authority Designated Officer (LADO) and 

discuss the concerns.  

 

 

 

 

 

 

  

 

6.2.2. In the event of one of these cases the Executive 

Headteacher/Principal/ Headteacher, supported by the  

Chair of Governors, will be responsible for managing the situation 

sensitively, promptly and using common  

sense.  

 

 

 

 

 

 

  

 

6.2.3. In the event that an allegation of abuse is made against a 

member of staff or volunteer, the Executive  

Headteacher/Principal/ Headteacher, supported by the Chair of 

Governors, will contact the LADO on  

01582-548069 to report this; contact with the LADO should happen at the 

earliest possible opportunity  

within one working day. The Executive Headteacher/Principal/ 

Headteacher, supported by the Chair of  

Governors, will work with the LADO to take appropriate action, drawing 

on the advice and guidance laid out  

in the Department for Education’s Keeping Children Safe in Education – 

Statutory Guidance for Schools  

and Colleges (September 2018), pages 50-61.  

 

 

 

 

 

 

  

 

6.2.4. In the case of a member of staff, if the allegation against the 

member of staff results in him/her being  

dismissed, or if s/he resigns as a result of the allegation but would 

have been dismissed otherwise, the  
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Principal/Headteacher will work with the LADO in order to report this 

to the Disclosure and Barring Service  

(DBS) and, in the case of the teaching staff, a referral to the 

Teaching Regulation Agency (TRA) may also  

be made if deemed appropriate. This is a legal duty and failure to 

refer when the criteria are met is a  

criminal offence.  

 

 

 

 

 

 

  

 

6.3. Allegations against the Headteacher  

6.3.1. In the event that an allegation of abuse is made to the Chair of 

Governors against the Executive  

Headteacher/Principal/ Headteacher, the Chair of Governors will contact 

the Local Authority Designated  

Officer (LADO) on 01582 548069 to report this. The Chair of Governors 

will work with the LADO to take  

appropriate action, drawing on the advice and guidance laid out in the 

Department for Education’s  

guidance documents.  

 

 

 

 

 

 

  

 

6.3.2. If the allegation against the Executive Headteacher/Principal/ 

Headteacher results in him/her being  

dismissed, or if s/he resigned as a result of the allegation but would 

have been dismissed otherwise, the  

Chair of Governors will work with the LADO in order to report this to 

the Disclosure and Barring Service  

(DBS) and the Teaching Regulation Agency (TRA) if deemed appropriate. 

This is a legal duty and failure  

to refer when the criteria are met is a criminal offence.  

 

 

 

 

 

 

  

 

6.4. Concerns over Academy Practices  

 

 

 

 

All staff and volunteers should feel able to raise concerns about poor 

or unsafe practice and potential failures in  
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the Academy’s safeguarding regime. Appropriate whistleblowing 

procedures, which are reflected in staff  

training and related policies, are in place so that such concerns can 

be raised with the Executive  

Headteacher/Principal/ Headteacher. Where a staff member feels unable 

to raise the issue with the Executive  

Headteacher/Principal/ Headteacher, or feels that their genuine 

concerns are not being addressed, other  

whistleblowing channels are available to all staff; see the Trust’s 

Whistleblowing Policy for details or find  

information at https://www.gov.uk/whistleblowing. Furthermore, advice 

and guidance can be sought from the  

NSPCC whistleblowing helpline, which is available for staff who do not 

feel able to raise concerns regarding  

child protection failures internally. Staff can call 0800 028 0285; the 

line is available from 8:00 am to 8:00pm,  

Monday to Friday, or staff can email help@nspcc.org.uk.  

 

  

 

PART 7: SUPPORT FOR CHILDREN AND YOUNG PEOPLE  

 

  

 

7.1. The X Learning Trust’s Preventative Strategy  

7.1.1. A safer school culture: The culture in the Trust schools is one 

that is safe for children and young people  

and unsafe for adults that may pose a risk to children and young 

people; it is agreed that all children and  

young people must be treated with respect and dignity, taught to treat 

each other with respect, feel safe,  

have a voice and feel that they are listened to.  

 

 

 

 

 

 

  

 

7.1.2. There is also a belief that safeguarding is the responsibility 

of all adults working or volunteering within the  

organisation and that all concerns will be reported appropriately, in 

accordance with the relevant  

 

 

 

 

 

 

  



386 
 

procedures. Essential to this is professional curiosity, openness and 

transparency, where the focus  

remains on the children and young people attending the establishment. 

Additionally, in all of the Trust  

schools, there is a zero-tolerance approach to bullying which, again, 

ensures that children and young  

people feel safe; it is agreed that peer on peer abuse can take many 

different forms but will not be tolerated  

or passed off as ‘banter’ or ‘part of growing up’.  

 

 

 

 

 

 

  

 

7.1.3. The curriculum: The children and young people in the Trust 

schools enjoy a rich curriculum that is broad  

and balanced and helps them develop skills, concepts, attitudes and 

knowledge that promote their safety  

and well-being, together with preparing children for life in modern 

Britain and embedding fundamental  

Universal Values. Additionally, a key part of the curriculum provision 

focusses on teaching all of the  

children and young people about safeguarding themselves, including with 

regards to:  

 

 

 

 

. Sex and relationships  

. Online safety - see Keeping children safe in education – Statutory 

guidance for schools and colleges  

(September 2018), Annex C: pages 92-94 for further details  

. Anti-bullying  

. Emotional literacy  

. Self-confidence  

. Assertiveness  

. Power  

 

 

  

 

7.2. Procedure for Reporting Concerns  

7.2.1. Whilst the aim is always to prevent children and young people 

being subject to safeguarding risks,  

therefore avoiding the need for protection, it is clear that, sadly, 

some children and young people do in fact  

end up in such circumstances.  
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7.2.2. If, at any point, there is a risk of harm to a child, all 

related information must be reported immediately to the  

Designated Safeguarding Lead in order that a referral can be made to 

the relevant authorities, such as  

Children’s Social Care, straight away. However, it is clear to all 

staff that anybody can, in fact, make such a  

referral should they feel that appropriate action has not been taken or 

if the child/young person’s situation  

does not appear to be improving; the member of staff can also press the 

Designated Safeguarding Lead to  

reconsider their actions (note: concerns should always lead to help for 

the child or young person at some  

point).  

 

 

 

 

 

 

  

 

7.2.3. As a result, all staff should be aware of the relevant 

thresholds related to safeguarding which will help to  

understand what support and intervention is available to help children 

and young people where there are  

safeguarding concerns, enabling the appropriate action to be taken at 

the earliest possible opportunity and  

in the least intrusive way.  

 

 

 

 

 

 

  

 

7.2.4. Note: all staff must personally report to the police a 

disclosure that female genital mutilation has been  

carried out; the Designated Safeguarding Lead will work with the member 

of staff in such a case.  

 

 

 

 

 

 

  

 

7.3. Dealing With a Disclosure of Abuse  

 

 

 

 

If a child or young person makes a disclosure to a member of staff, the 

member of staff must:  

 

. Stay calm;  

. Avoid communicating shock, anger or embarrassment;  
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. Reassure the child or young person - telling him/her that they are 

pleased that s/he has shared their  

worries/concerns;  

. Never enter into a pact of secrecy with the child or young person – 

instead, they will assure him/her that  

they will try to help but let the child/young person know that they 

will have to tell other people in order to do  

this, stating who this will be and why;  

. Tell him/her that they believe them (note: children and young people 

very rarely lie about abuse but s/he  

may have tried to tell others and not been heard or believed);  

. Tell the child/young person that it is not his/her fault;  

. Encourage the child or young person to talk but not ask ‘leading’ 

questions or press for information;  

. Listen and remember;  

. Check that they have understood correctly what the child/young person 

is trying to tell them;  

. Praise the child or young person for telling them and communicate 

that the child/young person has the right  

to be safe and protected without telling the child/young person that 

what s/he experienced is dirty, naughty  

or bad;  

. Not make inappropriate comments about the alleged offender;  
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. Be aware that the child/young person may retract what s/he has told 

them - it is essential for the member of  

staff to record all they have heard;  

. At the end of the conversation, tell the child/young person again who 

they are going to speak to about the  

information the child/young person has shared and why that person or 

those people need to know;  

. As soon as they can afterwards, make a detailed record of the 

conversation, using the child/young person’s  

own language, including any questions they may have asked (note: the 

member of staff must not add any  

opinions or interpretations).  

 

 

Note: it is not education staff’s role to seek disclosures. Their role 

is to observe that something may be wrong,  

ask about it, listen, be available and try to make time to talk.  

 

  

 

7.4. The X Learning Trust Reporting Procedure  

 

 

 

 

  

 

Stage  

 

Who  

 

Action  

 

Detail  

 

1.  

 

Person with a  

concern  

 

Complete an incident  

record on CPOMS  

 

Any member of staff, volunteer or visitor who  

identifies or receives a concern about the safety or  

welfare of a child or young person should complete  

the relevant recording form (unless the concern is of  

an urgent nature, in which case appropriate action  

should be taken immediately and the form completed  

afterwards).  

 

2.  

 

Person with a concern  

 

Alert the  

Designated or  

Deputy Designated  
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Safeguarding Lead  

and relevant  

Safeguarding team  

member in each  

year group about  

the concern  

 

On completion of the incident record, the person  

should take it to the setting’s Designated  

Safeguarding team member according to year  

group. If this person is unavailable the form should  

be taken to the Deputy DSL or DSL. In the  

absence of these two people, please raise the  

concern with the Headteacher. (important: the  

record is designed to facilitate a discussion about  

the concern or incident - the incident record must  

not be left for the Designated Safeguarding Lead to  

access at a later date as this may cause a critical  

delay in dealing with the concern and impact on  

confidentiality).  

 

3.  

 

Person with a  

concern and the  

Designated  

Safeguarding  

Lead/Safeguarding  

team member  

 

Discuss concern with  

the Designated or  

Deputy Designated  

Safeguarding Lead or  

relevant  

Safeguarding team  

member and agree  

actions  

 

The person who has completed the incident record  

should discuss the concern with the Designated or  

the Deputy Designated Safeguarding Lead or  

relevant Safeguarding team member. They should  

agree together what action should be taken and by  

whom. These proposed actions should be recorded  

appropriately on CPOMS and then completed.  

 

4.  

 

Designated/Deputy  

Designated  

Safeguarding Lead or  

Safeguarding team  

member  

 

Ensure that  

chronologies are  

updated for the child  
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as and when further  

actions/incidents take  

place  

 

A summary of the concern and the actions agreed  

should be added to the child/young person’s  

chronology on CPOMS and the relating evidence  

scanned and uploaded to CPOMS accordingly.  

 

5.  

 

Designated or Deputy  

Designated  

Safeguarding Lead  

 

Review the actions  

 

The Designated Safeguarding Lead must review the  

case to ensure that all agreed actions have been  

completed and determine whether further action is  

required. All steps must be recorded appropriately,  

including on the child/young person’s chronology on  

CPOMS. The DSL will also audit the record keeping  

once per half term for three current cases.  
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7.5. Safeguarding Children and Young People in Specific Circumstances  

7.5.1. General:  

 

 

 

 

 

 

All of the Trust schools will offer appropriate support to individual 

children and young people who have  

experienced abuse or who have abused others.  

 

  

 

All of the Trust schools will ensure that they work in partnership with 

parents/carers and a range of other  

agencies as appropriate.  

 

  

 

7.5.2. Children and young people exposed to extremism:  

 

 

 

 

 

 

Since 2010, when the Government published the Prevent Strategy, there 

has been an awareness of the  

specific need to safeguard children, young people and families from 

being affected by extremism. There  

have been several occasions, both locally and nationally, in which 

extremist groups have attempted to  

radicalise vulnerable children and young people to hold extreme views, 

including views justifying political,  

religious, sexist or racist violence, or to steer them into a rigid and 

narrow ideology that is intolerant of  

diversity and leaves them vulnerable to future radicalisation.  

 

  

 

X Learning Trust values freedom of speech and the expression of 

beliefs/ideology as fundamental  

rights underpinning society’s values. Therefore, both children and 

teachers have the right to speak freely  

and voice their opinions. However, freedom comes with responsibility 

and free speech that is designed to  

manipulate the vulnerable, or that leads to violence and harm of 

others, goes against the moral principles  

in which freedom of speech is valued. Free speech is not an unqualified 

privilege; it is subject to laws and  

policies governing equality, human rights, community safety and 

community cohesion. Essential to this  

school are the fundamental Universal Values of Democracy, Rule of Law, 

Equality of Opportunity, Freedom  

of Speech and the rights of all women and men to live free from 

persecution of any kind and it would be  
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expected that views and opinions expressed by any person or persons 

within the school setting would be  

commensurate with these.  

 

  

 

The current threat from terrorism in the United Kingdom may include the 

exploitation of vulnerable people,  

to involve them in terrorism or in activity in support of terrorism. 

The normalisation of extreme views may  

also make children and young people vulnerable to future manipulation 

and exploitation. All members of  

the X Learning Trust are clear that this exploitation and 

radicalisation should be viewed as a  

safeguarding concern.  

 

  

 

As a result, all schools in the Trust have in place a risk assessment, 

policies (specific and linked), staff  

training opportunities and curriculum planning that ultimately protect 

children and young people from being  

radicalised (see alternative documents for details). These measures are 

in place to reduce the risk of  

children and young people being radicalised. However, it is clear that 

these actions will not eliminate the  

risk of radicalisation completely and, therefore, any member of staff 

who has concerns that a child may be  

at risk of radicalisation or involvement in terrorism, should speak 

with the Designated Safeguarding Lead. If  

a child or Young Person is thought to be at risk of radicalisation, a 

referral to the Channel programme will  

be made using the Early Help Assessment form.  

 

  

 

Staff and a number of governors in the Trust have attended a ‘Workshop 

to Raise Awareness of Prevent’  

(WRAP) in order to raise awareness of Prevent so that all parties 

understand their role in ensuring children  

and young people’s vulnerabilities are recognised and appropriate 

support or intervention secured. This  

training for school staff is provided on an annual basis.  

 

  

 

7.5.3. Exploitation, forced marriage, female genital mutilation and 

trafficking:  

 

 

 

 

 

 

The values, ethos, curriculum and policies of our Trust schools provide 

the basic platform to ensure  

children and young people are given the support they need to respect 

themselves and others, stand up for  
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themselves and protect each other. However, it is clear that this does 

not always keep them safe from:  

 

. Being exploited  

. Being forced into marriage  

. Them suffering as a result of female genital mutilation  

. Them being trafficked  

 

 

  

 

In relation to these specific areas of concern, the Trust schools keep 

abreast of all the latest advice and  

guidance available and staff are trained accordingly in order that:  

 

. They feel comfortable and confident in working and engaging with 

families and communities about  

such sensitive issues  
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. When it is thought that a child or young person may be at risk from 

such abusive situations, staff can  

work to protect them  

. Appropriate referrals can be made to safeguard a child or young 

person who it is believed is at risk of  

significant harm from one or more of the circumstances detailed above  

 

 

  

 

  

 

7.5.4. Peer on peer abuse:  

 

 

 

 

 

 

It is clear to all members of the X Learning Trust that children/young 

people can abuse other  

children/young people. This is generally referred to as peer on peer 

abuse and can take many forms, such  

as bullying (including cyberbullying), sexual violence, sexual 

harassment, physical abuse (such as hitting,  

kicking, shaking, biting, hair pulling or otherwise causing physical 

harm), sexting and initiating violence and  

rituals.  

 

  

 

All cases of peer on peer abuse must be taken very seriously, including 

sexual violence and sexual  

harassment; both of which can occur between two children of any age and 

gender. It can also occur  

through a group of children sexually assaulting or sexually harassing a 

single child/young person or group  

of children/young people.  

 

  

 

Clearly, children and young people who are victims of sexual violence 

and/or sexual harassment are likely  

to find the experience stressful and distressing. Therefore, it is 

important that all victims are taken seriously  

when they disclose information related to such an incident or incidents 

and that they are given the  

appropriate support, as sexual violence and sexual harassment are never 

acceptable.  

 

  

 

In response to such a disclosure being made by a child or young person, 

school staff will need to follow  

effective safeguarding practices with regards to listening to the child 

or young person, making a record and  

sharing the report with relevant parties; whilst ensuring that the 

victim knows s/he is being taken very  
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seriously and that they will be supported and kept safe.  

 

  

 

As such cases are very complex, difficult decisions will then need to 

be made on a case-by-case basis by  

the Designated or Deputy Designated Safeguarding Lead with regards to 

next steps; working in  

conjunction with other agencies, including the Police and Social Care, 

is deemed appropriate. This will  

result in a risk and needs assessment being written which should 

consider:  

 

. The victim, especially their protection and support;  

. The alleged perpetrator;  

. All the other children (and, if appropriate, adult students and 

staff) at the school - especially any actions  

that are appropriate to protect them.  

 

 

  

 

After completing the risk assessment (which should be reviewed in light 

of any future actions and changes  

to the situation), a number of different actions could be taken, which 

should consider:  

 

. The wishes of the victim in terms of how they want to proceed;  

. The nature of the alleged incident(s);  

. The ages of the children/young people involved;  

. The developmental stages of the children/young people involved;  

. Any power imbalance between the children/young people;  

. If the alleged incident is a one-off or a sustained pattern of abuse;  

. If there are ongoing risks to the victim, other children/young 

people, adult students or school staff;  

. Other related issues and wider context.  

 

 

Note: as always, when concerned about the welfare of a child or young 

person, all staff should act in the  

best interests of the child/young person - immediate consideration 

should be given as to how best to  

support and protect the victim and the alleged perpetrator (and any 

other children/young people  

involved/impacted)  

 

  

 

Actions that may be taken by the Designated or Deputy Designated 

Safeguarding Lead may include  

managing the matter:  

 

. Internally  

. Through the ‘early help’ process  

. Through a referral to Children’s Social Care  

. By reporting it to the Police  
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School staff must then work with all of the agencies involved to 

safeguard and support the perpetrator as  

well as the victim.  
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For further advice and guidance with regards to sexual violence and 

sexual harassment between children,  

school staff can read:  

 

. The relevant sections of Keeping children safe in education – 

Statutory guidance for schools and  

colleges (September 2018)  

. Sexual violence and sexual harassment between children in schools and 

colleges - Advice for  

governing bodies, proprietors, headteachers, principals, senior 

leadership teams and designated  

safeguarding leads (May 2018) 

(https://www.gov.uk/government/publications/sexual-violence-and- 

sexual-harassment-between-children-in-schools-and-colleges)  

 

 

  

 

7.5.5. Children and young people with additional needs:  

 

 

 

 

 

 

All members of the X Learning Trust recognise that, while all children 

and young people have the  

right to be safe, some children and young people may be more vulnerable 

to abuse; for example, those  

with a disability or special educational need, those living with 

domestic violence or those who have drug or  

alcohol dependent parents and carers.  

 

  

 

7.5.6. Previously looked after children:  

 

 

 

 

 

 

It is recognised by all members of the X Learning Trust that a 

previously looked after child or young  

person potentially remains vulnerable and that all parties involved 

with such children/young people must  

have the skills, knowledge and understanding to keep previously looked 

after children/young people safe.  

When dealing with looked after children/young people and previously 

looked after children/young people, it  

is fully understood how important it is that all agencies, including 

schools, work together and take prompt  

action when necessary to safeguard these children and young people, who 

are a particularly vulnerable  

group.  
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7.5.7. The exclusion of vulnerable children:  

 

 

 

 

 

 

When the school is considering excluding, either fixed term or 

permanently, a child or young person where  

there is an existing child protection file, a vulnerable child and/or a 

child who is the subject of a Child  

Protection Plan, a multi-agency risk-assessment meeting must be called 

prior to making the decision to  

exclude. In the event of a one-off serious incident, resulting in an 

immediate decision to exclude, a risk  

assessment will be completed prior to convening a meeting of the Local 

Governing Body.  

 

  

 

7.5.8. Alternative provision:  

 

 

 

 

 

 

All members of the X Learning Trust understand that, if one of the 

Trust schools places a child or  

young person with an alternative provision provider, the school 

concerned should be satisfied that the  

provider is suitable with regards to meeting the needs of the child or 

young person and, because the  

school continues to be responsible for the safeguarding of that pupil, 

school leaders should obtain written  

confirmation from the alternative provider that appropriate 

safeguarding checks have been carried out on  

individuals working at the establishment i.e. those checks that the 

school would otherwise perform in  

respect of its own staff.  

 

  

 

PART 8: THE INVOLVEMENT OF PARENTS AND CARERS  

 

  

 

8.1. In general, the staff in the Trust schools discuss any 

safeguarding and child protection concerns with  

parents/carers before approaching other agencies and will seek their 

consent to making a referral to another  

agency. However, there may be occasions when the school will contact 

another agency before informing  

parents/carers because it is deemed that this contact, if known about 

by a child or young person’s parent or  
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carer, may increase the risk of significant harm to the child/young 

person.  

 

 

 

 

  

 

8.2. Parents/carers will be informed about our Safeguarding (including 

Child Protection) Policy through the Trust  

and school websites.  

 

 

 

 

  

 

PART 9: MULTI-AGENCY WORKING  

 

  

 

9.1. All of the Trust schools work in partnership with other agencies 

in the best interests of all the children and  

young people in their care. The schools will, where necessary, liaise 

with professionals, such as the school  

nurse, initiate an Early Help Assessment or make referrals to 

Children’s Social Care. Referrals and contacts  

should be made by the Designated Safeguarding Lead; however, in their 

absence, it is expected that all staff  

will make the appropriate referrals to the relevant authorities 

(depending on the level of need) with the  

understanding that they will ensure that they inform the Designated 

Safeguarding Lead of their actions as soon  
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as possible after the event. Where a child or young person already has 

a Social Worker, the request for  

support should go immediately to the Social Worker involved or, in 

their absence, to their Team Manager or to  

the Duty Social Worker.  

 

 

 

 

  

 

9.2. Additionally, it is understood that staff from all Trust schools 

will co-operate with any child protection enquiries  

conducted by Children’s Social Care; all of the schools will also 

ensure representation at appropriate inter- 

agency meetings, such as Team around the Child Meetings, Initial and 

Review Child Protection Conferences  

and Core Group Meetings. School staff will provide reports as required 

for these meetings and, if nobody is  

able to attend, a written report will be sent. The report will, 

wherever possible, be shared with parents/carers in  

good time before the meeting.  

 

 

 

 

  

 

9.3. Where a child or young person is subject to an inter-agency Child 

Protection Plan, Child in Need Plan or Early  

Help Assessment, school staff will contribute to the preparation, 

implementation and review of the plan as  

appropriate.  

 

 

 

 

  

 

  

 

  

 

PART 10: CONFIDENTIALITY  

 

  

 

10.1. See the Confidentiality Policy for details (Appendix A).  

 

 

 

 

  

 

PART 11: ADDITIONAL SAFEGUARDING INFORMATION, ADVICE AND  

GUIDANCE  
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11.1. Within the X Learning Trust, a number of policies are available 

to help staff and governors when they  

are searching for information, advice and guidance on topics such as:  

 

 

. Personal, Social, Health and Citizenship Education  

. Attendance (which includes a focus on children who go missing from 

education)  

. Behaviour  

. Anti-bullying  

. Anti-radicalisation  

. Physical restraint  

. Children missing education  

. Inclusion  

. Health and safety  

. E-safety, including social networking  

. Safer recruitment  

. Code of conduct  

. Whistleblowing  

 

 

  

 

11.2. Also, all members of the X Learning Trust understand that it is 

imperative to work with other  

agencies and organisations if children and young people are to be fully 

protected from harm or risk of harm  

and so that they can source information, advice and guidance as 

required.  

 

 

 

 

  

 

11.3. There are various expert sources of advice on the signs of abuse 

and neglect. Each school’s Local  

Safeguarding Children Board (LSCB) is able to advise on useful 

material, including training options. Another  

good source of advice is provided on the NSPCC website.  

 

 

 

 

  

 

11.4. Knowing what to look for is vital to the early identification of 

abuse and neglect. School staff can contact  

Children’s Social Care for advice when this is needed.  

 

 

 

 

  

 

11.5. Furthermore, school staff can gather information for key 

documents, such as the Trust’s Safeguarding  
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(including Child Protection) Policy and the Department for Education’s 

guidance documents. It is expected that  

all Trust employees will read these documents carefully and seek advice 

from the Designated Safeguarding  

Lead should they not understand any of the contents or if they have any 

questions.  

 

 

 

 

  

 

11.6. School staff can also access guidance on a range of issues by 

reading Keeping children safe in education  

– Statutory guidance for schools and colleges (September 2018) and/or 

via the GOV.UK website, including  

those listed below:  
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. Adults who supervise children on work experience  

. Children staying with host families  

. Private fostering  

. Children missing education  

. Children missing from home or care (including the missing children 

and adults strategy)  

. Homelessness  

. Mental health  

. Relationship abuse  

. Bullying, including cyberbullying  

. Peer on peer abuse, including sexual violence and sexual harassment  

. Fabricated or induced illness  

. Preventing radicalisation  

. Hate  

. Gangs and youth violence  

. So called ‘honour-based’ violence  

. Faith abuse  

. Forced marriage  

. Domestic violence  

. Gender-based violence/violence against women and girls (VAWG)  

. Sexting  

. Female genital mutilation (FGM)  

. Child sexual exploitation (CSE)  

. Trafficking  

. Drug misuse  

. Children with family members in prison  

. Children and the court system  

. Child criminal exploitation  

 

 

  

 

PART 12: THE CHILD PROTECTION POLICY  

 

  

 

12.1. All Trust schools will ensure that they make all parents and 

carers aware of the role and responsibilities of  

the organisation with regards to safeguarding and promoting children 

and young people’s welfare, and of the  

existence of the Academy’s Safeguarding (including Child Protection) 

Policy by including related information  

on the Academy’s website (note: a paper copy of this policy will also 

be made available to parents/carers and  

service users upon request).  

 

 

 

 

  

 

12.2. X Learning Trust’s Safeguarding Policy is reviewed and updated at 

least annually, taking account of  

all current guidance and legislation.  
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406 
 

APPENDIX A  

 

  

 

Confidentiality Policy  

 

  

 

PART 1: DEFINITION OF CONFIDENTIALITY  

 

  

 

1.1. The definition of confidentiality is ‘something which is spoken or 

given in confidence; private, entrusted with  

another's secret affairs’.  

 

 

 

 

  

 

1.2. When speaking confidentially to someone, the confider has the 

belief that the confidant will not discuss the  

content of the conversation with another. The confider is asking for 

the content of the conversation to be kept  

secret. Anyone offering absolute confidentiality to someone else would 

be offering to keep the content of his or  

her conversation completely secret and discuss it with no one.  

 

 

 

 

  

 

1.3. In practice there are few situations where absolute 

confidentiality can be offered by any of the Trust schools.  

The Trust’s staff and governors have tried to strike a balance between 

ensuring the safety, well-being and  

protection of the children, young people and staff and promoting an 

ethos of trust, where children, young  

people and adults can ask for help when they need it. However, all 

parties must be aware there will be times  

when it is vital to share personal information or child protection 

issues; at these times it is essential the correct  

procedures are followed.  

 

 

 

 

  

 

1.4. This means that, in most cases, what is on offer is limited 

confidentiality. Disclosure of the content of a  

conversation could be discussed with professional colleagues but the 

confider would not be identified except in  

certain circumstances.  
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1.5. The general rule is that staff should make clear that there are 

limits to confidentiality at the beginning of  

conversations of this type. These limits relate to ensuring children 

and young people’s safety and well-being. A  

child or young person will be informed when a confidence has to be 

broken for this reason and will be  

encouraged to share the information for them whenever this is possible.  

 

 

 

 

  

 

PART 2: BELIEFS  

 

  

 

2.1. In all Trust schools, when thinking about matters related to 

confidentiality, it is believed that:  

 

 

. The safety, well-being and protection of children and young people 

are the paramount considerations;  

. Everyone should be able to trust the boundaries of confidentiality 

operating within the Trust;  

. It is a necessary part of the organisation’s ethos that trust is 

established in order that children, young  

people, staff and parents/carers are able to seek help;  

. The number of situations when personal information is shared must be 

limited and related laws adhered to  

in order that pupils are kept safe;  

. Pupils, parents/carers and staff need to know the boundaries of 

confidentiality in order to feel safe and  

comfortable in discussing personal issues and concerns;  

. The approach towards confidentiality must be open and easily 

understood;  

. All members of the Trust community need to know that no one can offer 

absolute confidentiality;  

. All members of the Trust community must know the limits of the 

confidentiality that they can offer;  

. The appropriate sharing of information between school staff is 

essential, although this only takes place on a  

‘needs to know’ basis;  

. Issues concerning personal information may arise at any time and the 

Trust’s staff and governors must be  

prepared for such an event.  

 

 

  

 

PART 3: THE LEGAL POSITION FOR SCHOOL STAFF  
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3.1.1. School staff (including voluntary staff) should not promise 

confidentiality. Children and young people do not  

have the right to expect that incidents will not be reported to 

parents/carers and may not assume that any  

information will be kept private. No member of staff can or should give 

such a promise.  

 

 

 

 

 

 

  

 

3.1.2. The safety, well-being and protection of the child/young person 

are the paramount consideration in all  

decisions staff within the Trust make about confidentiality. However, 

it is important that all staff feel able to  

share their concerns about pupils in a professional and supportive way. 

All concerns must be shared with  

the local Designated Safeguarding Lead; s/he will always listen to any 

concern.  
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PART 4: DISCLOSURES TO MEMBERS OF SCHOOL STAFF  

 

  

 

4.1. It is essential that all members of staff know the limits of the 

confidentiality they can offer to both children/young  

people and parents/carers. Any staff member who is approached by a 

child/young person or adult should do  

their best to make this clear in case any information is disclosed; the 

member of staff should listen carefully and  

then explain that the information needs to be shared with the Executive 

Headteacher/Principal/Headteacher or  

Designated Safeguarding Lead (as deemed appropriate).  

 

 

 

 

  

 

4.2. At no point should any member of staff guarantee that a secret can 

be kept. However, the needs of the  

child/young person are paramount and school staff will not 

automatically share information about the  

child/young person with his/her parents/carers unless it is considered 

to be in the child/young person’s best  

interests.  

 

 

 

 

  

 

4.3. Note: When concerns for a child or young person come to the 

attention of staff (for example, through  

observation of injuries or as the result of a disclosure), or when a 

member of staff has a niggling worry, the  

member of staff must discuss this with the Designated Safeguarding Lead 

as soon as is practically possible  

(immediately is best) and a school ‘record sheet’ should be filled in.  

 

 

 

 

  

 

4.4. When dealing with a child/young person or parent/carer, where a 

disclosure may be made, staff will ensure  

that:  

 

 

. The time and place are appropriate (if they are not, every attempt 

will be made immediately to rectify this)  

. Confidentiality is not guaranteed;  

. An individual is not interrogated or asked leading questions;  

. The individual does not have to repeat distressing matters to several 

people;  
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. The individual is aware when confidential information is going to be 

shared and the reasons for this.  

 

 

  

 

PART 5: VISITORS AND VOLUNTEERS  

 

  

 

5.1. In all Trust schools, it is expected that all volunteers and 

visitors, except counsellors, will report any disclosures  

by pupils or parents/carers of a concerning personal nature to the 

Designated Safeguarding Lead as soon as  

possible after the disclosure and in an appropriate setting, so others 

cannot overhear. This is to ensure the  

safety, protection and well-being of all children/young people and 

staff. The Designated Safeguarding Lead will  

decide what, if any, further action needs to be taken both to ensure 

the child/young person gets the help and  

support they need and that the volunteer/visitor also gets any support 

or counselling they may need.  

 

 

 

 

  

 

5.2. Parents/Carers  

 

 

 

 

The staff and governors of ourTrust schools believe that it is 

essential to work in partnership with  

parents/carers and endeavour to keep them updated about their child, 

including any concerns about their  

progress or behaviour. However, the staff and governors also need to 

maintain a balance so that children and  

young people can share any concerns and ask for help when they need it.  

 

  

 

The safety, well-being and protection of pupils are the paramount 

considerations in all decisions staff at the  

school make about confidentiality. At times, it may be deemed 

inappropriate to share information with  

parents/carers about a disclosure made by a child or young person if it 

is felt this would put a child/young  

person or children/young people a risk; such a decision will be made by 

the Designated Safeguarding Lead as  

a result of a discussion with Social Care.  

 

  

 

PART 6: COMPLEX CASES  
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6.1. Where there are areas of doubt about the sharing of information, 

Trust staff will consult with other agencies  

who can offer appropriate advice and guidance.  

 

 

 

 

  

 

PART 7: ONWARD REFERRAL  

 

  

 

7.1. The Designated Safeguarding Lead is responsible for referring to 

outside agencies. In the absence of the  

Designated Safeguarding Lead, the Deputy Designated Safeguarding Lead 

will make the required referral.  

Staff will not make referrals themselves unless it has been agreed by 

the Designated Safeguarding Lead  
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(although staff can contact Social Care if they feel appropriate action 

is not being taken by the Designated  

Safeguarding Lead).  
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Appendix T: Sample of Y School Policy Documents – Safeguarding Policy  
 

 

Safeguarding and Child  

Protection Policy  

 

  

 

  

 

  

 

The Y School and College,  

 

  

 

  

 

September 2018  

 

  

 

  

 

  

 

  

 

  

 

  

 

  

 

  



414 
 

 INTRODUCTION  

 

  

 

The Y School and Collegefully recognises the responsibility it has  

under section 157/175 of the Education Act 2002 to have arrangements in 

place to safeguard and  

promote the welfare of children.  

 

  

 

This responsibility is more fully explained in the statutory guidance 

for schools and colleges  

‘Keeping Children Safe in Education’ (September 2018). All staff must 

be made aware of their  

duties and responsibilities under part one of this document, which are 

set out below.  

 

  

 

Staff should read the above document together with ‘Annex A’ of 

‘Keeping Children Safe in  

Education’ (September 2018) and ‘What to do if you’re worried a child 

is being abused: Advice for  

practitioners’ (March 2015).  

 

  

 

Through their day-to-day contact with pupils and direct work with 

families all staff in school have a  

responsibility to:  

 

  

 

. Identify concerns early to prevent them from escalating;  

. Provide a safe environment in which children can learn;  

. Identify children who may benefit from early help;  

. Know what to do if a child tells them he/she is being abused or 

neglected;  

. Follow the referral process if they have a concern.  

 

 

  

 

This policy sets out how the school’s governing body discharges its 

statutory responsibilities  

relating to safeguarding and promoting the welfare of children who are 

pupils at the school. Our  

policy applies to all staff, paid and unpaid, working in the school 

including governors. Teaching  

assistants, mid-day supervisors, office staff as well as teachers can 

be the first point of disclosure  

for a child. Concerned parents/carers may also contact the school and 

its governors.  
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It is consistent with the Local Safeguarding Children Board (LSCB) 

procedures.  

 

  

 

There are four main elements to our policy:  

 

  

 

PREVENTION through the teaching and pastoral support offered to pupils 

and the creation and  

maintenance of a whole school protective ethos;  

 

  

 

PROCEDURES for identifying and reporting cases, or suspected cases, of 

abuse. The definitions  

of the four categories of abuse are attached (see Appendix A);  

 

  

 

SUPPORTING CHILDREN particularly those who may have been abused or 

witnessed violence  

towards others;  

 

  

 

PREVENTING UNSUITABLE PEOPLE WORKING WITH CHILDREN  

 

Processes are followed to ensure that those who are unsuitable to work 

with children are not  

employed.  

 

  

 

This policy is available to parents on request and is on the school 

website.  
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1.0 PREVENTION  

 

 

 

 

  

 

1.1 We recognise that high self-esteem, confidence, supportive friends 

and good lines of  

communication with a trusted adult help to protect children.  

 

 

 

 

  

 

1.2 The school will therefore:  

 

 

 

 

  

 

1.2.1 Establish and maintain an environment where children feel safe in 

both the real and the  

virtual world and are encouraged to talk and are listened to.  

 

 

 

 

 

 

  

 

1.2.2 Ensure children know that there are adults in the school whom 

they can approach if they  

are worried or in difficulty and their concerns will be taken seriously 

and acted upon as  

appropriate.  

 

 

 

 

 

 

  

 

1.2.3 Include in the curriculum activities and opportunities which 

equip children with the skills they  

need to stay safer from abuse both in the real and the virtual world 

and information about  

who to turn to for help.  
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1.2.4 Include in the curriculum material which will help children 

develop realistic attitudes to the  

responsibilities of adult life, particularly with regard to child care 

and parenting skills  

 

 

 

 

 

 

  

 

  

 

1.2.5 Make use of locality and external agency support and resources to 

provide high quality  

PSHE curriculum and to review topics of safeguarding, healthy and safer 

lifestyles to ensure  

that they are up to date  

1.2.6 Make use of Early Help Team support services to support 

vulnerable students not subject to  

a Child Protection Plan  

 

 

 

 

 

 

  

 

1.3 Prevention of Peer on Peer Abuse  

 

  

 

We recognise that peer on peer abuse can manifest itself in many ways. 

This can include  

but is not limited to: bullying, cyberbullying, sexual violence, sexual 

harassment, being  

coerced to send sexual images (sexting), teenage relationship abuse and 

physical abuse.  

 

  

 

1.3.1 All forms of peer on peer abuse are unacceptable and will be 

taken seriously.  

 

 

 

 

 

 

  

 

The school will therefore:  
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1.3.2 Create a whole school protective ethos in which peer on peer 

abuse, including sexual  

violence and sexual harassment will not be tolerated.  

 

 

 

 

 

 

  

 

1.3.3 Provide training for staff about recognising and responding to 

peer on peer abuse, including  

raising awareness of the gendered nature of peer abuse, with girls more 

likely to be victims  

and boys perpetrators.  

 

 

 

 

 

 

  

 

1.3.4 Ensure that staff do not dismiss instances of peer on peer abuse, 

including sexual violence  

and sexual harassment as an inevitable part of growing up.  

 

 

 

 

 

 

  

 

1.3.5 Include within the curriculum, information and materials that 

support children in keeping  

themselves safe from abuse, including abuse from their peers and 

online.  
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1.3.6 Provide high quality Relationship and Sex Education (RSE), 

including teaching about  

consent.  

 

 

 

 

 

 

  

 

1.3.7 Ensure that staff members follow the procedures outlined in this 

policy when they become  

aware of peer on peer abuse.  

 

 

 

 

 

 

  

 

2.0 PROCEDURES  

 

  

 

2.1 We will follow the procedures set out in the (Name of County 

redacted) and (Name of County redacted)  

Safeguarding Children Board ‘Inter-Agency Procedures’. A copy of these 

procedures can  

be found on the LSCB website: http://www. (Name of County 

redacted)h.org.uk/children- 

board/professionals/lscbprocedures/.  

 

 

 

 

  

 

  

 

2.2.1 The Designated Safeguarding Lead for Child Protection is:  

 

  

 

Mrs x  

 

  

 

2.2.2 The following members of staff have also received the Designated 

Person training:  

 

  

 

 x (Deputy DSL), x, x, x, x  
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2.2.3 The nominated governor for Safeguarding and Child Protection is:  

 

  

 

 x  

 

  

 

  

 

2.3 The Governing body will:  

 

  

 

2.3.1 Appoint a senior member of staff, from the leadership team, to 

the role of Designated  

Safeguarding Lead (DSL). The DSL will take lead responsibility for 

safeguarding and child  

protection. Whilst the activities of the DSL can be delegated to 

appropriately trained  

deputies, (Designated Personnel, DP), the lead responsibility for child 

protection remains  

with the DSL and cannot be delegated.  

 

  

 

2.3.2 Ensure that the role of DSL and DP is explicit in the role 

holder’s job description.  

 

  

 

2.3.3 Ensure that the DSL has the appropriate status and authority 

within the school to carry out  

the duties of the post. Give the DSL the time, funding, training, 

resources and support to  

provide advice and support to other staff on child welfare and child 

protection matters. (See  

‘Keeping Children Safe in Education, Annex B’).Ensure that the DSL and 

deputies have  

undertaken the two day training provided by the Education Child 

Protection Service and that  

this training is updated at least every two years.  

 

  

 

2.3.4 Ensure that in addition to the formal training set out above, the 

DSL and DPs refresh their  

knowledge and skills e.g. via bulletins, meetings or further reading at 

least annually.  
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2.3.5 Ensure that every member of staff, paid and unpaid, and the 

governing body knows who the  

Designated Personnel are and the procedures for passing on concerns 

from the point of  

induction.  
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 Staff members / volunteers are required to complete a logging concern 

form and pass it in  

person to the DSL/DP immediately; or to log a concern via the 

electronic system ‘My  

Concern’ and submit it to the DSL/DP immediately.  

 

  

 

2.3.6 Ensure that the DSL or DP are always available (during school 

hours, during term-time) to  

discuss any safeguarding concerns and that all staff are clear upon the 

course of action  

they must take if in exceptional circumstances the DSL and DPs are not 

available.  

 

  

 

If a DSL, deputy DSL or DP is not available for whatever reason, staff 

should contact any  

member of the School Leadership Team who should then take the lead. 

Staff leading  

residential trips and trips that go beyond the school day should always 

have the contact  

number of a Designated safeguarding Lead or Designated Person. All 

staff should also be  

aware, they can make referrals directly to the Multi Agency 

Safeguarding Hub (MASH) if  

they are unable to find a Designated Person  

 

  

 

2.3.7 Nominate a governor for safeguarding and child protection who has 

undertaken appropriate  

training.  

 

 

 

 

 

 

  

 

2.3.8 Ensure every member of staff and every governor knows:  

 

  

 

. the name of the designated person/s and their role;  

. how to identify the signs of abuse and neglect;  

. how to pass on and record concerns about a pupil;  

. that they have an individual responsibility to be alert to the signs 

and indicators of abuse;  

and for referring child protection concerns to the DSL/DP;  

. that they have a responsibility to provide a safe environment in 

which children can learn;  

. where to find the Inter – Agency Procedures on the LSCB website;  

. their role in the early help process;  

. the process for making referrals to children’s social care.  
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2.3.9 Ensure all staff members undergo safeguarding and child 

protection training at induction.  

Ensure that staff training is regularly updated and that in addition to 

this training all staff  

members receive regular safeguarding and child protection updates as 

required but at  

least annually.  

 

  

 

2.3.10 Ensure that all staff, paid and unpaid, recognise their duty and 

feel able to raise concerns  

about poor or unsafe practice in regard to children and that such 

concerns are addressed  

sensitively and effectively in a timely manner in accordance with 

agreed whistle-blowing  

policies.  

 

  

 

2.3.11 Ensure that parents are informed of the responsibility placed on 

the school and staff in  

relation to child protection by setting out these duties in the school 

website.  

 

  

 

2.3.12 Ensure that this policy is available publicly via the school 

website www.y.org  

 

  

 

2.3.13 Where pupils are educated off site or in alternative provision, 

the school and the provider  

will have clear procedures about managing safeguarding concerns between 

the two  

agencies. Written confirmation that the alternative provider has 

carried out appropriate  

safeguarding checks on individuals working at the establishment will be 

sought by the  

school.  
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 Safeguarding concerns will be shared in accordance with information 

sharing protocols in a  

robust and timely fashion. We will also ask for a copy of the 

Safeguarding procedures for  

any alternative provision to ensure that they comply with good 

practice.  

 

  

 

2.4 Liaison with Other Agencies  

 

  

 

The school will:  

 

  

 

2.4.1 Work to develop effective links with relevant services to promote 

the safety and welfare of  

all pupils.  

 

  

 

2.4.2 Co-operate as required, in line with ‘Working Together to 

Safeguard Children,’ (July 2018),  

with key agencies in their enquiries regarding child protection matters 

including attendance  

and providing written reports at child protection conferences and core 

groups.  

 

  

 

2.4.3 Notify the relevant Social Care Unit immediately if:  

 

  

 

. it should have to exclude a pupil who is subject to a Child 

Protection Plan (whether fixed  

term or permanently);  

. there is an unexplained absence of a pupil who is subject to a Child 

Protection Plan;  

. there is any change in circumstances to a pupil who is subject to a 

Child Protection Plan.  

 

 

  

 

2.4.4 When a pupil who is subject to a child protection plan leaves, 

information will be transferred  

to the new school immediately. The Child Protection Chair and Social 

Work Unit will also  

be informed.  

 

  

 

  

 

2.5 Record Keeping  
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 The school will:  

 

  

 

2.5.1 Keep clear, detailed, accurate, written records of concerns about 

children (noting the date,  

event and action taken), even where there is no need to refer the 

matter to Social Care  

immediately.  

 

  

 

2.5.2 Ensure all paper records are kept securely, separate from the 

main pupil file, and in a  

locked location or electronic records are stored on an identified, 

purpose-built, secure  

platform (‘My Concern’) as we make the transition towards the 

electronic based system.  

 

  

 

2.5.3 Ensure all relevant child protection records are sent to the 

receiving school or establishment  

when a pupil moves schools in accordance with ‘Keeping Children Safe in 

Education’  

(September 2018) and the ‘Education Child Protection Record Keeping 

Guidance’. The DSL  

will consider whether it would be appropriate to share information with 

the new  

school/college in advance of a child leaving.  

 

  

 

2.5.4 Make parents aware that such records exist except where to do so 

would place the child at  

risk of harm.  

 

  

 

2.5.5 Ensure all actions and decisions are being led by what is 

considered to be in the best  

interests of the child.  

 

  

 

2.6 Confidentiality and information sharing  
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2.6.1 The Data Protection Act 2018 does not prevent school staff from 

sharing information with  

relevant agencies, where that information may help to protect a child.  

 

  

 

 The school will:  

 

  

 

2.6.2 Ensure staff and volunteers adhere to confidentiality protocols 

and that information is  

shared appropriately.  

 

  

 

2.6.3 Ensure staff are aware that they have a professional 

responsibility to share information with  

other agencies in order to safeguard children, (as set out in 

‘Information sharing; Advice for  

practitioners providing safeguarding services to children, young 

people, parents and carers,’  

DfE, July 2018).  

 

  

 

2.6.4 Ensure that if a member of staff receives a Subject Access 

Request (under the Data  

Protection Act 2018) from a pupil or parent they will refer the request 

to the DSL or  

Headteacher.  

 

  

 

2.6.5 Ensure staff are clear with children that they cannot promise to 

keep secrets.  

 

  

 

 The Designated Safeguarding Lead/Personnel will:  

 

  

 

2.6.6 Disclose information about a pupil to other members of staff on a 

‘need to know’ basis.  

Parental consent may be required.  

 

  

 

2.6.7 Aim to gain consent to share information and be mindful of 

situations where to do so would  

place a child at increased risk of harm. Information may be shared 

without consent if a  

person believes that there is good reason to do so, and that the 

sharing of information will  

enhance the safeguarding of a child in a timely manner.  
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2.6.8 Record when decisions are made to share or withhold information, 

who information has  

been shared with and why. (See ‘Working Together to Safeguard 

Children,’ July 2018)  

 

2.6.9 Seek advice about confidentiality from outside agencies if 

required. (See ‘Information  

sharing; Advice for practitioners providing safeguarding services to 

children, young people,  

parents and carers,’ DfE, July 2018).  

 

  

 

2.7 Communication with Parents/Carers  

 

  

 

 The school will:  

 

  

 

2.7.1 Ensure that parents/carers are informed of the responsibility 

placed on the school and staff  

in relation to child protection by setting out its duties in the school 

website.  

 

 

 

 

 

 

  

 

2.7.2 Undertake appropriate discussion with parents/carers prior to 

involvement of another  

agency, unless the circumstances preclude this action.  

 

 

 

 

 

 

  

 

2.7.3 Seek advice from Social Care if the school believes that 

notifying parents could increase the  

risk of harm to the child. [Further guidance on this can be found in 

the Inter-agency  

Procedures of the Local Safeguarding Children Board]. Particular 

circumstances where  

parents may not be informed include any disclosure of sexual abuse or 

physical abuse  

where the child has an injury.  
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2.7.4 Record what discussions have taken place with parents or if a 

decision has been made not  

to discuss it with parents, record the reasons why. Records may 

subsequently be  

disclosable to relevant partner agencies if Child Protection 

proceedings commence, (see  

2.6.1)  

 

 

 

 

 

 

  

 

  

 

2.8 Dealing with Sexual Violence and Sexual Harassment between children  

 

 

 

 

  

 

The school recognise that sexual violence and sexual harassment can 

occur between two  

children of any age and sex. Sexual violence may include rape, assault 

by penetration or  

sexual assault. Sexual harassment refers to ‘unwanted conduct of a 

sexual nature’, such as  

sexual comments, sexual taunting or physical behaviour such as 

deliberately brushing  

against someone. Online sexual harassment may include non-consensual 

sharing of sexual  

images and videos, sexualised online bullying, unwanted sexual comments 

and messages,  

and sexual exploitation, coercion and threats.  

 

  

 

The school will:  

 

  

 

2.8.1 Be clear that sexual violence and sexual harassment will not be 

tolerated.  

 

 

 

 

 

 

  

 

2.8.2 Provide training for staff on how to manage a report of sexual 

violence or sexual  
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harassment.  

 

 

 

 

 

 

  

 

2.8.3 Make decisions on a case-by-case basis.  

 

 

 

 

 

 

  

 

2.8.4 Reassure victims that they are being taken seriously, offer 

appropriate support and take the  

wishes of the victim into account when decision making.  

 

 

 

 

 

 

  

 

2.8.5 Implement measures to keep the victim, alleged perpetrator and if 

necessary other children  

and staff members, safe. Record any risk assessments and keep them 

under review.  

 

 

 

 

 

 

  

 

2.8.6 Give consideration to the welfare of both the victim(s) and 

perpetrator(s) in these situations.  

 

 

 

 

 

 

  

 

2.8.7 Liaise closely with external agencies, including police and 

social care, when required.  
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2.8.8 Further guidance can be found in ‘Keeping Children Safe in 

Education - Part Five’  

(September 2018), ‘Sexual violence and sexual harassment between 

children in schools  

and colleges,’ (DfE, May 2018) and ‘Sexting in schools and colleges: 

Responding to  

incidents and safeguarding young people’ published by the UK Council 

for Child Internet  

Safety (UKCCIS)  

 

 

 

 

 

 

  

 

3.0 SUPPORTING CHILDREN  

 

  

 

The school recognises that any child may be subject to abuse and 

neglect and as such will  

support all children by:  

 

  

 

3.1 Providing curricular opportunities to encourage self-esteem and 

self-motivation.  

 

  

 

3.2 Creating an ethos that actively promotes a positive, supportive and 

safe environment and  

values the whole community.  
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3.3 Applying the school's behaviour policy effectively. All staff will 

agree on a consistent  

approach, which focuses on the behaviour of the child but does not 

damage the pupil's  

sense of self-worth. The school will ensure that the pupil knows that 

some behaviour is  

unacceptable but s/he is valued and not to be blamed for any abuse 

which has occurred.  

 

  

 

3.4 Liaising with other agencies which support the pupil such as Social 

Care, Child and  

Adolescent Mental Health Services, (Name of County redacted) Sexual 

Behaviour Service or Early  

Help Teams.  

 

  

 

3.5 Developing productive and supportive relationships with 

parents/carers.  

 

  

 

3.6 The school recognises that whilst any child may benefit from early 

help, staff are  

encouraged to consider the wider environmental factors present in a 

child’s life which could  

pose a threat to their welfare or safety, (contextual safeguarding). 

Staff are required to be  

particularly alert to the potential need for early help for those:  

 

  

 

3.6.1 Children with Disabilities, Additional Needs or Special 

Educational Needs  

 

  

 

We recognise that, statistically, children with additional needs, 

special educational needs,  

emotional and behavioural difficulties and disabilities are most 

vulnerable to abuse. School  

staff who deal with children with complex and multiple disabilities 

and/or emotional and  

behavioural problems should be particularly sensitive to indicators of 

abuse.  

 

  

 

The school has pupils with emotional and behavioural difficulties 

and/or challenging  

behaviours. The school will support staff to decide appropriate 

strategies that will reduce  

anxiety for the individual child and raise self–esteem as part of an 

overall behaviour support  

plan agreed with parents/carers.  
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As part of the PSHE curriculum staff will teach children personal 

safety skills commensurate  

with their age, ability and needs. Children will be taught personal 

safety skills such as  

telling and who to tell, good and bad touches and how to manage risk. 

The content of  

lessons will be shared with parents/carers so that these skills can be 

supported at home.  

 

  

 

The school has pupils who may have communication difficulties and we 

are aware that they  

are vulnerable to abuse because they are unable to express themselves 

to others. Instead  

such children will often exhibit changes in behaviours or signs and 

indicators of abuse  

recognised by staff with a good knowledge of the child.  

 

  

 

Where necessary, the school will provide additional training to staff 

in the use of Makaton,  

PECS or other communication systems. Supervision by senior managers 

will be vigilant to  

create a protective ethos around the child.  

 

  

 

We promote high standards of practice, including ensuring that disabled 

children know how  

to raise concerns, and have access to a range of adults with whom they 

can communicate.  

 

  

 

  

 

3.6.2 Young Carers  

 

 

 

 

 

 

  

 

The school recognises that children who are living in a home 

environment which requires  

them to act as a young carer for a family member or a friend, who is 

ill, disabled or misuses  

drugs or alcohol can increase their vulnerability and that they may 

need additional support  

and protection.  
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School will: seek to identify young carers; offer additional support 

internally; signpost to  

external agencies; be particularly vigilant to the welfare of young 

carers and follow the  

procedures outlined in this policy, referring to Early Help or Social 

Care as required if  

concerns arise.  

 

  

 

3.6.3 Children at Risk of Criminal Exploitation  

 

  

 

Criminal exploitation of children is a form of harm that is a typical 

feature of county lines  

activity. Drug networks or gangs exploit children and young people to 

carry drugs and  

money from urban areas to suburban and rural areas. Exploitation can 

occur even if  

activity appears to be consensual.  

 

  

 

School will address indicators of child criminal exploitation with 

staff through training. Staff  

will follow the procedures outlined in this policy if concerns of 

criminal exploitation arise.  

 

  

 

The Designated Personnel will complete the LSCB Child Exploitation 

Checklist and refer to  

the Multi-Agency Safeguarding Hub (MASH) if there is a concern that a 

young person may  

be at risk of criminal exploitation.  

 

  

 

The school recognises that young people who go missing can be at 

increased risk of child  

criminal exploitation and/or trafficking and has procedures in place to 

ensure appropriate  

response to children and young people who go missing, particularly on 

repeat occasions –  

(see 3.6.4).  

 

  

 

3.6.4 Children Frequently Missing Education  
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School recognises that children going missing, particularly repeatedly, 

can act as a warning  

sign of a range of safeguarding possibilities including abuse, neglect, 

child sexual  

exploitation and child criminal exploitation, mental health problems, 

risk of substance  

abuse, risk of travelling to conflict zones, and risk of FGM or forced 

marriage.  

 

  

 

The school monitors attendance of individual pupils closely, as 

outlined in the Attendance  

Policy, and analyses patterns of absence to aid early identification of 

concerning patterns of  

absence.  

 

  

 

The school endeavors to hold more than one emergency contact for each 

pupil to provide  

additional options to make contact with a responsible adult when a 

child missing education  

is identified as a welfare and/or safeguarding concern.  

 

  

 

When a child is missing from education, the school follows the 

procedure as set out in  

(Name of County redacted)’s Children Missing Education guidance. The 

school will inform the  

Education Welfare Officer and Social Care if a missing child is subject 

to a Child Protection  

Plan or there have been ongoing concerns.  

 

  

 

3.6.5 Children Misusing Drugs or Alcohol  

 

  

 

 The discovery that a young person is misusing legal or illegal 

substances or reported  

evidence of their substance misuse is not necessarily sufficient in 

itself to initiate child  

protection proceedings but the school will consider such action in the 

following situations:  
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 When there is evidence or reasonable cause:  

 

 

. To believe the young person’s substance misuse may cause him or her 

to be  

vulnerable to other abuse such as sexual abuse;  

. To believe the pupil’s substance related behaviour is a result of 

abuse or because of  

pressure or incentives from others, particularly adults;  

. Where the misuse is suspected of being linked to parent/carer 

substance misuse.  

. Where the misuse indicates an urgent health or safeguarding concern  

. Where the child is perceived to be at risk of harm through any 

substance associated  

criminality  

 

 

  

 

3.6.6 Children at Risk of Child Sexual Exploitation  

 

 

 

 

 

 

  

 

Child sexual exploitation is a form of child sexual abuse. It occurs 

where an individual or  

group takes advantage of an imbalance of power to coerce, manipulate or 

deceive a child  

or young person under the age of 18 into sexual activity (a) in 

exchange for something the  

victim needs or wants, and/or (b) for the financial advantage or 

increased status of the  

perpetrator or facilitator. The victim may have been sexually exploited 

even if the sexual  

activity appears consensual. Child sexual exploitation does not always 

involve physical  

contact; it can also occur through the use of technology.  

 

  

 

Sexual exploitation can take many different forms from the seemingly 

‘consensual’  

relationship to serious organised crime involving gangs and groups. 

Potential indicators of  

sexual exploitation will be addressed within staff training, including 

raising awareness with  

staff that some young people who are being sexually exploited do not 

show any external  

signs of abuse and may not recognise it as abuse. Staff will follow the 

procedures outlined  

in this policy if concerns of child sexual exploitation arise.  
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The Designated Personnel will complete the LSCB Child Exploitation 

Checklist and refer to  

the Multi-Agency Safeguarding Hub (MASH) if there is a concern that a 

young person may  

be at risk of CSE.  

 

  

 

The school recognises that young people who go missing can be at 

increased risk of  

sexual exploitation and has procedures in place to ensure appropriate 

response to children  

and young people who go missing, particularly on repeat occasions (see 

3.6.4).  
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3.6.7 Children Living with Substance Misusing Parents/Carers  

 

  

 

 Misuse of drugs and/or alcohol is strongly associated with Significant 

Harm to children,  

especially when combined with other features such as domestic violence.  

 

  

 

When the school receives information about drug and alcohol abuse by a 

child’s  

parents/carers they will follow appropriate procedures.  

 

  

 

This is particularly important if the following factors are present:  

 

  

 

. Use of the family resources to finance the parent’s dependency, 

characterised by  

inadequate food, heat and clothing for the children  

. Children exposed to unsuitable caregivers or visitors, e.g. customers 

or dealers  

. The effects of alcohol leading to an inappropriate display of sexual 

and/or aggressive  

behaviour  

. Chaotic drug and alcohol use leading to emotional unavailability, 

irrational behaviour  

and reduced parental vigilance  

. Disturbed moods as a result of withdrawal symptoms or dependency  

. Unsafe storage of drugs and/or alcohol or injecting equipment  

. Drugs and/or alcohol having an adverse impact on the growth and 

development of the  

unborn child  

 

 

  

 

3.6.8 Children Living with Domestic Abuse  

 

  

 

Domestic Abuse is defined as any incident or pattern of incidents of 

controlling, coercive or  

threatening behaviour, violence or abuse between those aged 16 or over 

who are or have  

been intimate partners or family members regardless of gender or 

sexuality. This can  

encompass but is not limited to the following types of abuse: 

psychological, physical,  

sexual, financial and emotional.  

 

  

 

The school recognises that where there is Domestic Abuse in a family, 

the children/young  
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people will always be affected; the longer the violence continues, the 

greater the risk of  

significant and enduring harm, which they may carry with them into 

their adult life and  

relationships. Domestic Abuse can also affect children in their 

personal relationships as  

well as in the context of home life.  

 

  

 

Staff will follow the procedures outlined in this policy if concerns of 

Domestic Abuse arise.  

The school will vigilantly monitor the welfare of children living in 

domestic abuse  

households, offer support to them and contribute to any Multi-Agency 

Risk Assessment  

Conference (MARAC) safety plan as required.  

 

  

 

3.6.9 Children at risk of ‘Honour- Based’ Violence including Female 

Genital Mutilation  

 

 

 

 

 

 

  

 

So called ‘honour-based’ violence encompasses incidents which have been 

committed to  

protect or defend the honour of the family and/or community, including 

breast ironing,  

female genital mutilation (FGM) and forced marriage. The school takes 

these concerns  

seriously and staff are made aware of the possible signs and indicators 

that may alert them  

to the possibility of HBV through training. Staff are required to treat 

all forms of HBV as  

abuse and follow the procedures outlined in this policy.  

 

  

 

FGM is a procedure involving the partial or total removal of the 

external female genitalia or  

other injury to the female genital organs. FGM is illegal in the UK. 

Any indication that a child  
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is at risk of FGM, where FGM is suspected, or where the woman is over 

18, will be dealt  

with under the child protection procedures outlined in this policy. 

Staff will report concerns  

to the DSL, who will make appropriate and timely referrals to social 

care. In these cases,  

parents will not be informed before seeking advice and the case will 

still be referred to  

social care even if it is against the pupil’s wishes.  

 

  

 

In accordance with the Female Genital Mutilation Act, it is a statutory 

duty for teachers in  

England and Wales to report ‘known’ cases of FGM in under-18s which 

they identify in the  

course of their professional work to the police. Teachers should still 

consider and discuss  

any such case with the DSL and involve social care as appropriate, but 

the teacher will  

personally report to the police that an act of FGM appears to have been 

carried out.  

 

  

 

3.6.10 Children who have returned home to their family from care  

 

 

 

 

 

 

  

 

The school recognises that a previously looked after child potentially 

remains vulnerable.  

School will vigilantly monitor the welfare of previously looked after 

children, keep records  

and notify Social Care as soon as there is a recurrence of a concern in 

accordance with the  

(Name of County redacted) Local Safeguarding Children Board ‘Inter - 

Agency Procedures.’  

 

  

 

3.6.11 Children showing signs of Abuse and/or Neglect  

 

 

 

 

 

 

  

 

School recognise that experiencing abuse or neglect may have an adverse 

impact on those  

children which may last into adulthood without appropriate intervention 

and support. School  
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may be the only stable, secure and predictable element in the lives of 

children at risk.  

Children who have experienced abuse or neglect may display this through 

their own  

behaviour, which may be challenging and defiant or passive and 

withdrawn. We recognise  

that children may develop abusive behaviours and that these children 

may need to be  

referred on for appropriate support and intervention.  

 

  

 

School will provide training for staff to ensure that they have the 

skills to identify and report  

cases, or suspected cases, of abuse in accordance with the procedures 

outlined in this  

policy. The definitions of the four categories of abuse are attached 

(see Appendix A).  

 

  

 

3.6.12 Children at Risk of Radicalisation  

 

 

 

 

 

 

  

 

School recognises that children are vulnerable to extremist ideology 

and radicalisation and  

that protecting children from this risk forms part of the school’s 

safeguarding response.  

 

  

 

The governing body will ensure that the DSL has undertaken Prevent 

awareness training  

and that all staff receive training about the Prevent duty.  

 

  

 

Staff are required to be alert to changes in children’s behavior which 

could indicate they  

need help or protection. Concerns that a child is at risk of 

radicalisation are referred to the  

DSL in the usual way. If appropriate the DSL will make a Channel 

referral.  

 

  

 

See also ‘The Prevent Duty, Departmental advice for schools and 

childcare providers’, DfE  

(June 2015), and ‘Revised Prevent Duty Guidance: for England and 

Wales,’ HM  

Government, (July 2015).  
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3.6.13 Privately Fostered Children  

 

 

 

 

 

 

Private fostering is when a child under the age of 16, (under 18 if 

disabled) is provided with  

care and accommodation by a person who is not a parent, person with 

parental  

responsibility for them or relative in their own home for 28 days or 

more.  

 

  

 

The school will follow the mandatory duty to inform the local authority 

of any ‘Private  

Fostering’ arrangements.  

 

  

 

3.6.14 Children who have Family Members in Prison  

 

 

 

 

 

 

  

 

The school is committed to supporting children and young people who 

have a parent or  

close relative in prison and will work with the family to find the best 

ways of supporting the  

child.  

 

  

 

The school recognises that children with family members in prison are 

at risk of poor  

outcomes including: poverty, stigma, isolation, poor mental health and 

poor attendance.  

 

  

 

The school will treat information shared by the family in confidence 

and it will be shared on  

a ‘need to know’ basis.  

 

  

 

The school will work with the family and the child to minimise the risk 

of the child not  

achieving their full potential.  
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4.0 PREVENTING UNSUITABLE PEOPLE FROM WORKING WITH CHILDREN  

 

  

 

4.1 The school will operate safer recruitment practices including 

ensuring appropriate DBS and  

reference checks are undertaken according to Part three of ‘Keeping 

Children Safe in  

Education’ (2018). This section should be read in conjunction with the 

school’s Safer  

Recruitment Policy.  

 

  

 

4.2 The governing body will ensure that at least one of the persons who 

conducts an interview  

has completed safer recruitment training.  

 

  

 

 The following members of staff have undertaken Safer Recruitment 

training ………  

 

 Chris Tooley, Daniel Berry,  

 

 Richard Wilson, Steve Lewis,  

 

 Nikky Parker, Tom Hunter,  

 

 Sarah Bull, Roisin Walsh (Governor)  

 

 Daniel Carlson  

 

  

 

4.3 Any allegation of abuse made against a member of staff will be 

reported straight away to  

the Head Teacher or Principal. In cases where the Head Teacher or 

Principal is the subject  

of an allegation, it will be reported to the Chair of Governors. (See 

Allegations flowchart  

Appendix C.) The school will follow the procedures set out in Part four 

of ‘Keeping Children  

Safe in Education’ (2018).  

 

  

 

4.4 The school will consult with the Local Authority Named Senior 

Officer in the event of an  

allegation being made against a member of staff and adhere to the 

relevant procedures set  

out in ‘Keeping Children Safe in Education’, (2018) and the school's 

(Anglian Learning Multi  

Academy Trust) Personnel Manual  
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4.5 The Named Senior Officer will liaise with the Local Authority 

Designated Officer (LADO)  

ensuring that all allegations are reported to the LADO within one 

working day. Following  

consultation with the LADO, the Named Senior Officer will advise on all 

further action to be  

taken. Please note that the Head Teacher or Chair of Governors should 

not seek to  

interview the child/ren or members of staff involved until advice has 

been sought. Doing so  

may compromise any police interviews that may be necessary.  

 

  

 

4.6 The school will ensure that any disciplinary proceedings against 

staff relating to child  

protection matters are concluded in full even when the member of staff 

is no longer  

employed at the school and that notification of any concerns is made to 

the relevant  

authorities and professional bodies and included in references where 

applicable.  

 

  

 

4.7 Staff who are the subject of an allegation have the right to have 

their case dealt with fairly,  

quickly, and consistently and to be kept informed of its progress. 

Suspension is not  

mandatory, nor is it automatic but, in some cases, staff may be 

suspended where this is  

deemed to be the best way to ensure that children are protected.  

 

  

 

4.8 Consideration must be given to the needs of the child and a 

recognition that a child may  

make an allegation against an innocent party because they are too 

afraid to name the real  

perpetrator. It is rare for a child to make an entirely false or 

malicious allegation, although  

misunderstandings and misinterpretations of events do happen.  

 

  

 

4.9 The school will ensure that all staff, paid and unpaid, are aware 

of the need for maintaining  

appropriate and professional boundaries in their relationships with 

pupils and parents/carers  

as advised within the Local Authority’s Code of Conduct. As part of the 

Induction process,  

all staff will receive guidance about how to create appropriate 

professional boundaries (in  

both the real and virtual world) with all children, especially those 

with a disability or who are  

vulnerable.  
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4.10 All staff have signed to confirm that they have read a copy of the 

Local Authority’s Code of  

Conduct, ‘Guidance for Safer Working Practice for Adults who work with 

Children and  

Young People in Education Settings’ (October 2015).  

 

  

 

4.11 The school will ensure that staff and volunteers are aware that 

sexual relationships with  

pupils aged under 18 are unlawful and could result in legal proceedings 

taken against them  

under the Sexual Offences Act 2003 (Abuse of Position of Trust).  

 

  

 

4.12 The school will ensure that communication between pupils and 

adults, by whatever method,  

are transparent and take place within clear and explicit professional 

boundaries and are  

open to scrutiny.  

 

  

 

  

 

5.0 OTHER RELATED POLICIES AND PROCEDURES  

 

  

 

5.1 This policy links to our:  

 

  

 

 Anti-bullying policy  

 

 Attendance policy  

 

 Behaviour policy  

 

 Complaints procedure  

 

 Critical Incident plan  

 

 Equality policy  
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 e-Safety Policy  

 

 Health and Safety policy  

 

 Medical Needs Policy  

 

 Online Safety and Acceptable Use policy  

 

 Safer Recruitment policy  

 

Staff Code of Conduct/Safer Working Practice  

 

Staff Discipline and Grievance procedures  

 

Whistleblowing policy  

 

  

 

  

 

5.2 Use of Mobile Phones Policy  

 

  

 

5.2.1 This is a requirement for all Nursery or primary schools with 

EYFS but any school may wish  

to adopt the policy.  

 

5.2.2 Our policy on use of mobile phones, cameras and sharing of images 

is set out in a  

separate document and is reviewed annually. It is recognised that 

personal mobile phones  

have the potential to be used inappropriately and therefore the school 

has developed a  

policy to outline the required protocol for all staff, students, 

volunteers and parents/carers.  

 

  

 

  

 

  

 

  

 

6.0 GOVERNING BODY CHILD PROTECTION RESPONSIBILITIES  

 

  

 

6.1 The governing body fully recognises its responsibilities with 

regard to child protection and  

safeguarding and promoting the welfare of children. It aims to ensure 

that the policies,  

procedures and training in school are effective and comply with the law 

and government  

guidance at all times.  
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 It will:  

 

  

 

. Nominate a governor for safeguarding and child protection who will 

take leadership  

responsibility for the school’s safeguarding arrangements and practice 

and champion  

child protection issues.  

. Ensure an annual report is made to the full governing body, and 

copied to the  

Education Child Protection Service. Any weaknesses will be rectified 

without delay.  

. Ensure that this Safeguarding and Child Protection policy is annually 

reviewed and  

updated and shared with staff. It will be made available on the school 

website.  

. Ensure that children’s exposure to potential risks while using the 

internet is limited by  

having in place age appropriate filtering and monitoring systems.  

. Ensure children’s wishes and feelings are taken into account where 

there are  

safeguarding concerns.  

 

 

  

 

6.2 Extended Schools and Before and After School Activities (on or off 

school site)  

 

  

 

6.2.1 If the governing body provides extended school facilities or 

before or after school activities  

directly under the supervision or management of school staff, the 

school’s arrangements for  

child protection as written in this policy shall apply.  

 

  

 

6.2.2 Where services or activities are provided separately by another 

body, either on or off school  

site, the governing body will seek assurance that the body concerned 

has appropriate  
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policies and procedures in place for safeguarding children and child 

protection and there  

are arrangements to liaise with the school on these matters where 

appropriate.  

 

 

 

 

 

 

  

 

  

 

  

 

  

 

This policy was ratified on …………………………………………………………………  

 

  

 

and will be reviewed on …………………………………………………………………  

 

  

 

Signed by the Headteacher …………………………………………………………………  

 

  

 

Chair of Governors …………………………………………………………………  

 

  

 

Designated Safeguarding Lead …………………………………………………………………  

 

(if appropriate).  
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Appendix A  

 

  

 

Four categories of abuse  

 

  

 

  

 

Physical Abuse - may involve hitting, shaking, throwing, poisoning, 

burning or scalding,  

drowning, suffocating, or otherwise causing physical harm to a child. 

Physical harm may also be  

caused when a parent or carer fabricates the symptoms of, or 

deliberately induces, illness in a  

child.  

 

  

 

  

 

Neglect - persistent failure to meet a child’s basic physical and/or 

psychological needs, likely to  

result in the serious impairment of the child’s health or development.  

 

  

 

It may occur during pregnancy as a result of maternal substance misuse.  

 

  

 

It may involve the neglect of or lack of responsiveness to a child’s 

basic emotional needs.  

 

  

 

It also includes parents or carers failing to:  

 

  

 

. Provide adequate food, clothing and shelter including exclusion from 

home or  

abandonment  

. Protect a child from physical and emotional harm or danger  

. Ensure adequate supervision including the use of inadequate care-

givers  

. Ensure access to appropriate medical care or treatment  

 

 

  

 

  

 

Emotional Abuse - Is the persistent emotional maltreatment so as to 

cause severe and  

adverse effects on a child’s emotional development.  
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It may involve conveying to a child that they are:  

 

  

 

. Worthless  

. Unloved  

. Inadequate  

. Valued only insofar as they meet another persons needs  

 

 

  

 

It may include:  

 

  

 

. not giving the child opportunities to express their views  

. deliberately silencing them  

. ‘making fun’ of what they say or how they communicate  

 

 

  

 

It may also feature age or developmentally inappropriate expectations 

being imposed on children  

including:  

 

  

 

. interactions that are beyond the child’s developmental capability  

. overprotection and limitation of exploration and learning  

. preventing participation in normal social interaction.  
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It may involve:  

 

  

 

. Seeing or hearing the ill-treatment of another  

. Serious bullying (including cyberbullying) causing children 

frequently to feel frightened or in  

danger  

. The exploitation or corruption of children  

 

 

  

 

Some level of emotional abuse is involved in all types of maltreatment 

although it may  

 

occur alone  

 

  

 

  

 

Sexual Abuse – involves forcing or enticing a child or young person to 

take part in sexual  

activities, not necessarily involving a high level of violence, whether 

or not the child is aware of  

what is happening.  

 

  

 

This may involve:  

 

  

 

. physical contact including assault by penetration (e.g. rape or oral 

sex)  

. non-penetrative acts such as masturbation, kissing, rubbing and 

touching outside of  

clothing  

. non-contact activities involving:  

. children in looking at, or in the production of, sexual images,  

. children in watching sexual activities  

. or encouraging children to behave in sexually inappropriate ways  

. grooming a child in preparation for abuse (including via the 

internet).  

 

 

  

 

Sexual abuse is not solely perpetrated by adult males. Women can also 

commit acts of sexual  

abuse, as can other children.  
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Appendix B  

 

  

 

Useful Contacts  

 

  

 

Education Child Protection Service – ECPSGeneral@((Name of County 

redacted).gov.uk  

 

  

 

Early Help Hub (EHH) Tel: x  

 

  

 

Multi-Agency Safeguarding Hub – referrals and professional consultation 

Tel: x  

 

  

 

Emergency Duty Team (Out of hours) Tel: x 

 

  

 

Police Child Abuse Investigation Unit Tel: 101  

 

  

 

Local Authority Designated Officer (LADO) Tel: x  

 

x 

 

  

 

Named Senior Officer for allegations  

 

Education Adviser - x Tel: x  

 

Education Adviser – x Tel: x  

 

  

 

(Name of County redacted) Local Safeguarding Children Board – 

Safeguarding Inter-Agency Procedures  

https://www. (Name of County redacted)co.uk/  

 

  

 

Relevant Documents  

 

  

 

“Disqualification under the Childcare Act 2006: statutory guidance for 

local authorities, maintained  

schools, academies and free schools” (July 2018)  
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“Guidance for Safer Working Practice for those working with children 

and young people in  

education settings” (October 2015)  

 

  

 

“Information sharing: Advice for practitioners providing safeguarding 

services to children, young  

people, parents and carers” (July 2018)  

 

  

 

“Keeping children safe in education: Statutory guidance for schools and 

colleges” (Sep 2018)  

 

  

 

“The Prevent Duty, Departmental advice for schools and childcare 

providers” (June 2015)  

 

  

 

“Revised Prevent Duty Guidance: for England and Wales” (July 2015)  

 

  

 

“Sexting in schools and colleges: Responding to incidents and 

safeguarding young people”  

published by the UK Council for Child Internet Safety (UKCCIS) – 

(September 2016)  

 

  

 

“Sexual violence and sexual harassment between children in schools and 

colleges” (May 2018)  

 

  

 

“What to do if you’re worried a child is being abused: Advice for 

practitioners” (March, 2015)  

 

  

 

“Working Together to Safeguard Children: A guide to inter-agency 

working to safeguard and  

promote the welfare of children” (July 2018)  
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Managing an Allegation Against a Member of Staff in your Establishment 

Appendix C  

 

  

 

Might arise as a complaint, grievance,  

suspicion, concern, during discussions  

from child, parent, member of staff or  

member of the public.  

 

All staff must know how to  

recognise an allegation and  

who to report to  

 

  

 

ALLEGATION  

 

  

 

  

 

  

 

The next course of action and timescales are agreed at this point. 

Consider also:  

 

  

 

. information for the adult, witnesses, child/young person and 

parents/carers  

. on-going support for the member of staff, pupil and parents/carers  

. statements, if needed, for the whole staff, community and press  

 

 

  

 

Refer back to school  

 

Discussion between Named  

Senior Officer (NSO) for  

Education and Local  

Authority Designated Officer  

(LADO)  

 

Discussion with Named  

Senior Officer for Education  

 

Headteacher  

 

If an allegation concerns  

the Head, the Chair of  

Governors takes action  

 

  

 

Record and date your  

assessments of  
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known facts  

 

. Do not tell anyone, particularly the staff Involved  

. Take advice from the Named Senior Officer  

(NSO)  

 

 

 for Education before taking action  

 

. Make initial enquiries only  

. Do not investigate or interview  

. Usual principles of confidentiality apply  

. Deal objectively with everything  

. Existing loyalties must be put to one side  

. Think the unthinkable, believe the unbelievable  

 

 

Allegation  

Management Meeting  

(AMM)  

 

Keep detailed records of actions  

and statements at all stages  
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Appendix U: Sample of Z School Policy Documents – Safeguarding Policy  
 

Z School    

 

  

 

SAFEGUARDING and CHILD PROTECTION POLICY  

 

  

 

  

 

School Name:  

 

Z School  

 

 

Designated Safeguarding Lead  

 

x 

x@Z.x.sch.uk  

 

Tel: x  

 

Deputy Designated Safeguarding Lead  

 

x 

x@Z.bx.sch.uk  

 

Tel: x  

 

Designated Governor for Safeguarding  

 

x 

x@Z.x.sch.uk  

 

Tel: x  

 

Designated Lead for Mental Health and  Wellbeing and contact details  

 

x 

 

x@x.sch.uk  

 

Tel: x 

Designated Governor for Mental Health and Wellbeing and school contact 

details  

x 

x@Z.x.sch.uk  

 

Tel: x 

Reviewed annually, date last reviewed November 2018  
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Every adult has the right and duty to refer any safeguarding concerns 

that they have themselves. In  the case of a child, this should be 

direct to the Multi Agency Safeguarding Hub (MASH) or in the case of an 

adult, to the Local Authority Designated Officer (LADO).  

 

  

 

SAFEGUARDING IS EVERYBODY’S RESPONSIBILITY  

 

  

 

Introduction  

 

This policy aims to provide all members of staff, volunteers, 

governors, children and young people,  and their families/carers with a 

clear and secure framework for ensuring that all children and young  

people in the school are protected from harm, both while at school and 

when away from the school premises. We recognise as an open site that 

staff should understand and apply the relevant policies such as Health 

and Safety, Accessibility and the Evacuation if required.  

 

  

 

This policy should be understood alongside school policies on related 

safeguarding issues.  

 

  

 

Practitioners who work with children and young people in this school 

will read this policy within the framework of:  

 

. X Borough Safeguarding Children Board Interagency Child Protection 

Procedures  

http://x.proceduresonline.com/chapters/contents.html  

. Working Together to Safeguard Children (2018)  

. Keeping Children Safe in Education (2018), (KCSIE 2018)  

. What to do if you’re worried a child is being abused  

. Advice for practitioners (March 2015)  

. Prevent Duty Guidance: for England and Wales March 2016  

. Children Act 1989  

. Children Act 2004  

. Education Act 2002  

. Guidance for safer working practices for those working with children 

and young people in education settings October 2015  

. Disqualification under the Childcare Act 2006 (amended July 2018)  

. Sexual Violence and Sexual Harassment between Children (May 2018)  
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. Information sharing Advice for practitioners providing safeguarding 

services to children, young people, parents and carers July 2018  

 

 

  

 

As a school, Z believes in supporting all aspects of children and young 

people’s development and learning and keeping children and young people 

safe.  

 

  

 

Definition of safeguarding  

 

. Protecting children from maltreatment.  

. Preventing impairment of children’s health or development.  

. Ensuring that children are growing up in circumstances consistent 

with the provision of safe and effective care.  

. Taking action to enable all children to have the best outcomes.  

 

 

  

 

Safeguarding action may be needed to protect children and young people 

from:  

 

. Neglect  

. Physical, sexual or emotional abuse.  

. Bullying including online bullying and prejudice-based bullying.  

. Racist, disability and homophobic or trans-phobic abuse.  

. Gender based violence/violence against women and girls.  

. Peer on peer abuse.  

. Radicalisation and/or extremist behaviour.  

. Child sexual exploitation and trafficking.  

. Child criminal exploitation and county lines.  

. The impact of new technology on sexual behaviour for example sexting 

and accessing pornography.  

. Teenage relationship abuse.  

. Substance misuse.  

. Issues specific to a local area or population e.g. gang activity and 

youth violence.  

. Domestic violence.  

. Female genital mutilation.  

. Forced marriage.  

. Fabricated or induced illness.  

. Poor parenting  

. Homelessness  

. So-called honour-based violence  

. Any other issues that pose a risk to children, young people and 

vulnerable adults.  

 

 

  

 

Safeguarding also relates to broader aspects of care and education, 

including:  

 



461 
 

. Children’s and young people’s health and safety and well-being, 

including their mental health.  

. Meeting the needs of children and young people who have special 

educational needs and/or disabilities.  

. The use of reasonable force.  

. Meeting the needs of children and young people with medical 

conditions.  

. Providing first aid.  

. Educational visits.  

. Intimate care and emotional well-being.  

. Online safety and associated issues.  

. Appropriate arrangements to ensure children’s and young people’s 

security, taking into  account the local context.  

 

 

  

 

We take into account:  

 

. Awareness of the needs of Looked After children and previously Looked 

After Children in the school.  

. Children on Child Protection Plans.  

. Appropriate safeguarding responses to children and young people who 

go missing from education, particularly on repeat occasions, to help 

identify the risk of abuse and neglect including sexual abuse or 

exploitation and to help prevent the risks of their going missing in 

future.  

 

. Appropriate arrangements for children and young people visiting host 

families, attending work experience and school visits (procedures 

available in other school policies).  

. Awareness of the needs of children and young people with mental 

health issues including those with eating disorders and those who self-

harm.  

. The impact of being homeless.  

. Refugee status including unaccompanied asylum seeking children and 

young people.  

. Travelling families.  

. The impact of having a family member in prison.  

 

 

  

 

This policy should be understood alongside school policies and 

procedures which relate to safeguarding issues including our (for 

individual procedures, please see separate policies):  

 

. Behaviour Policy  

. Confidential Reporting Policy  

. Attendance and Children Missing Education Policy  

. E- Safety Policy  

. Anti-Bullying Policy  

. Mental Health and Wellbeing Policy  

. Data Protection Policy  

. Medical Needs Policy  

. Health and Safety Policy  

. Accessibility Policy  

. Evacuation Policy  
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Ethos  

 

We understand that emotional and social aspects of learning create a 

foundation for all learning. If a  child or young person has not been 

supported to understand, express and resolve their feelings,  

they may not have the ability to share with other children or young 

people, resolve the small conflicts that arise in day-to-day classroom 

life, or concentrate on learning. Their frustrations may cause a range 

of antisocial, disruptive, overly compliant or withdrawn behaviours.  

 

  

 

Mental Health, Emotional Well-being and Resilience  

 

Our school is committed to embedding and promoting a whole school 

approach to emotional health,  wellbeing and resilience. Staff are 

trained and children are supported and listened to.  

 

  

 

All staff will work to ensure that:  

 

. Children and young people feel listened to, valued and respected.  

. Staff are aware of indicators of abuse and know how to share their 

concerns appropriately.  

. Staff are aware that when recognising abuse in pupils with special 

educational needs and disabilities, additional barriers can exist.  

. All staff, volunteers and governors are subject to rigorous 

recruitment procedures which include enhanced DBS checks.  

. All staff, volunteers and governors are given appropriate support and 

training to deliver a safe school.  

 

 

  

 

All staff, volunteers and governors who work with/have contact with 

children and young people will have appropriate checks carried out to 

ensure they are not disqualified under the Childcare (Disqualification) 

Regulations 2009. Education staff play a crucial role in helping to 

identify welfare concerns, and indicators of possible abuse or neglect, 

at an early stage.  

 

  

 

Early help means providing support as soon as a problem emerges at any 

point in a child or young person’s life, from the foundation years 

through to the teenage years.  

 

  

 

Schools can use a toolkit to support them develop a whole school 

approach to mental health and wellbeing.  
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https://www.x/education_and_learning/school_improvement/support_for_sch

ools/behaviour_and_safeguarding.aspx  

 

  

 

 

 

All staff at Z should be aware of the early help offer and process, and 

understand their role in it. This includes identifying emerging 

problems, liaising with the designated safeguarding lead, sharing 

information with other professionals to support early identification 

and assessment and, in some cases, acting as the lead professional in 

undertaking an early help assessment.  

 

  

 

If early help and/or other support is appropriate the case should be 

kept under constant review and consideration given to a referral to 

children’s social care if the child’s situation doesn’t appear to be 

improving.  

 

  

 

Z School is committed to referring safeguarding concerns via the 

Designated Safeguarding Lead, Clare Warburton to the appropriate 

organisation, normally local authority children’s social care, 

contributing to the assessment of a child or young person’s needs and, 

where appropriate, to ongoing action to meet those needs.  

 

. We have a Designated Safeguarding Lead (DSL - x) and a Deputy DSL  

(x) who undergo training to provide them with the knowledge and skills 

required to carry out the role at least once every two years. In 

addition to their formal training, as set out above, their knowledge 

and skills are updated at regular intervals, but at least annually, to 

keep up with any developments relevant to their role. The designated 

safeguarding lead will undertake Prevent awareness training.  

. All staff, volunteers and governors are trained in basic Child 

Protection awareness every three years.  

. All staff, volunteers and governors have read and understand the 

Child Protection Policy and are aware of the indicators of child abuse 

and how to respond to concerns or disclosures of abuse by children and 

young people.  

. All staff, volunteers and governors will undertake Prevent training.  

. All staff, volunteers and governors have read at least Part 1 of 

‘Keeping Children Safe in Education’, current guidance and this 

includes Annex A which has important additional information about 

specific forms of abuse and safeguarding issues.  

 

 

https://www.gov.uk/government/publications/keeping-children-safe-in-

education--2  

 

. We have a designated lead for mental health to oversee the provision 

and support of mental health and wellbeing in school and to ensure 

effective links exist with local mental health support agencies.  

. All children, young people and their families are familiar with the 

Child Protection Policy and the policy is published on the school’s 

website.  
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. We have a designated governor for safeguarding.  

. The child protection policy is reviewed at least annually by the DSL 

and the board of governors and as necessary in line with updated 

guidance.  

. We will use LSCB* escalation procedures if needed to raise our 

concerns about the way that a referral has been followed up by 

children’s social care.  

 

 

http://x.proceduresonline.com/chapters/p_reolution_disagree.html  

 

. All staff are clear as to whether and what information they can share 

with colleagues and/or partners including information about parents.  

. Access to information should be on a need to know basis and decided 

case by case.  

. Confidentiality is respected as far as possible but the child/young 

person’s welfare is paramount.  

 

 

  

 

* LSCB - A Local Safeguarding Board is a multi-agency body set up in 

every local authority. Ours is the x Safeguarding Children Board. The 

Chair will work closely with the Director of Children's Services. The 

role of the LSCB is to coordinate what is done by everyone on the LSCB 

to safeguard and promote the welfare of children in the area.  

www.x.gov.uk/LSCB  

 

  

 

Recognising Abuse  

 

A child is anyone who has not yet reached their 18th birthday.  

 

  

 

All staff, volunteers and governors will be made aware that abuse, 

neglect and safeguarding issues are rarely standalone events that can 

be covered by one definition or label. In most cases multiple issues 

will overlap with one another.  

 

 

Abuse and neglect are forms of maltreatment of a child. Somebody may 

abuse or neglect a child or young person by inflicting harm, or by 

failing to act to prevent harm. Children and young people may be abused 

in a family or in an institutional or community setting by those known 

to them or, more rarely, by others. Abuse can take place wholly online, 

or technology may be used to facilitate offline abuse. They may be 

abused by an adult or adults, or another child or children/young person  

 

  

 

The Children Act 1989 introduced the concept of significant harm as the 

threshold that justifies compulsory intervention in family life in the 

best interests of children and young people and gives local authorities 

a duty to make enquiries to decide whether they should take action to 

safeguard or promote the welfare of a child or young person who is 

suffering, or likely to suffer, significant harm.  
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Special Educational Needs  

 

Children with special educational needs and disabilities (SEND) can 

face additional safeguarding challenges. We will ensure that staff, 

volunteers and governors understand that additional barriers can exist 

when recognising abuse and neglect in this group of children. These can 

include:  

 

. Assumptions that indicators of possible abuse such as behaviour, mood 

and injury relate to  

the child or young person’s disability without further exploration.  

. The potential for children and young people with SEND being 

disproportionately impacted by behaviours such as bullying, without 

outwardly showing any signs.  

. Communication barriers and difficulties in overcoming these barriers.  

 

 

  

 

Looked After Children and previously looked after children  

 

The most common reason for children becoming looked after is as a 

result of abuse and/or neglect. Our staff are given the information 

they need in relation to a child’s looked after status and the child’s 

contact arrangements with birth parents or those with parental 

responsibility. The Designated Safeguarding Lead and Designated Teacher 

for Looked After and previously looked after children have details of a 

child’s social worker and the name of the Virtual School head that 

looks after the child.  

 

  

 

The Governing board must ensure that a designated teacher is appointed 

to promote the educational achievement of registered pupils who are 

looked after.  

 

  

 

Types of Abuse  

 

The following definitions have been taken from Working Together 2018  

 

 

. Physical abuse  

 

 

Physical abuse may involve hitting, shaking, throwing, poisoning, 

burning or scalding, drowning, suffocating, or otherwise causing 

physical harm to a child.  

 

Physical harm may also be caused when a parent or carer fabricates the 

symptoms of, or deliberately induces, illness in a child.  
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. Emotional abuse  

 

 

Emotional abuse is the persistent emotional maltreatment of a child 

such as to cause severe and persistent adverse effects on the child’s 

emotional development:  

 

. It may involve conveying to children that they are worthless or 

unloved, inadequate, or valued only insofar as they meet the needs of 

another person.  

. It may include not giving the child opportunities to express their 

views, deliberately silencing them or ‘making fun’ of what they say or 

how they communicate.  

. It may feature age or developmentally inappropriate expectations 

being imposed on children. These may include interactions that are 

beyond the child’s developmental capability, as well as overprotection 

and limitation of exploration and learning, or preventing the child 

participating in normal social interaction. This can also occur when a  

child is a young carer for a parent who is disabled, has mental health 

problems or misuses alcohol or drugs.  

. It may involve seeing or hearing the ill-treatment of another - for 

example where there is fighting or violence in the home.  

. It may involve serious bullying (including cyber-bullying), causing 

children frequently to feel frightened or in danger, or the 

exploitation or corruption of children.  

 

 

Some level of emotional abuse is involved in all types of maltreatment 

of a child, though it may occur alone.  

 

. Sexual abuse  

 

Sexual abuse involves forcing or enticing a child or young person to 

take part in sexual activities, not necessarily involving a high level 

of violence, whether or not the child is aware of what is happening.  

 

The activities may involve physical contact, including assault by 

penetration (for example, rape or oral sex) or non-penetrative acts 

such as masturbation, kissing, rubbing and touching outside of 

clothing.  

 

  

 

They may also include non-contact activities, such as involving 

children in looking at, or in the production of, sexual images, 

watching sexual activities, encouraging children to behave in sexually 

inappropriate ways, or grooming a child in preparation for abuse. 

Sexual abuse can  

take place online, and technology can be used to facilitate offline 

abuse.  

 

Sexual abuse is not solely perpetrated by adult males. Women can also 

commit acts of sexual abuse, as can other children.   

 

. Child Sexual Exploitation- Statutory Definition  
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Child sexual exploitation is a form of child sexual abuse. It occurs 

where an individual or group takes advantage of an imbalance of power 

to coerce, manipulate or deceive a child or young person under the age 

of 18 into sexual activity:  

 

(a) in exchange for something the victim needs or wants, and/or  

 

(b) for the financial advantage or increased status of the perpetrator 

or facilitator.  

 

The victim may have been sexually exploited even if the sexual activity 

appears consensual. Child sexual exploitation does not always involve 

physical contact; it can also occur through the use of technology. This 

definition was updated by the DfE in February 2017.  

 

  

 

Signs and Symptoms  

 

Acquisition of money, clothes, mobile phones etc. without plausible 

explanation; gang-association and/or isolation from peers/social 

networks; exclusion or unexplained absences from school, college or 

work; leaving home/care without explanation and persistently going 

missing or returning late; excessive receipt of texts/phone calls; 

returning home under the influence of drugs/alcohol; Inappropriate 

sexualised behaviour for age/sexually transmitted infections; evidence 

of/suspicions of physical or sexual assault; relationships with 

controlling or significantly older individuals or groups; multiple 

callers (unknown adults or peers); frequenting areas known for sex 

work; concerning use of internet or other social media; Increasing 

secretiveness around behaviours; and self-harm or significant changes 

in emotional well-being.  

 

  

 

. Neglect  

 

 

Neglect is the persistent failure to meet a child’s basic physical 

and/or psychological needs, likely to result in the serious impairment 

of the child’s health or development. Neglect may occur during 

pregnancy as a result of maternal substance abuse. Once a child is 

born, neglect may involve a parent or carer failing to:  

 

. Provide adequate food, clothing and shelter (including exclusion from 

home or abandonment).  

. Protect a child from physical and emotional harm or danger.  

. Ensure adequate supervision (including the use of inadequate 

caregivers).  

. Ensure access to appropriate medical care or treatment.  

 

 

  

 

It may also include neglect of, or unresponsiveness to, a child’s basic 

emotional needs.  
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Signs and Symptoms  

 

All staff have been trained to recognise symptoms and signs of abuse 

and neglect and some examples are included here:  

 

. Physical Abuse: antisocial behaviour, finger marked bruising, 

withdrawn, low weight, anxiety.  

. Emotional Abuse: withdrawn, anxiety, lack of confidence.  

. Sexual Abuse: inappropriate use of language, anxiety, promiscuity, 

sexualised behaviour.  

. Neglect: withdrawn, low weight, bruising, unsuitable clothing, 

searching for food  

 

 

  

 

. Peer-on-Peer Abuse (KCSIE, 2018)  

 

 

All staff are aware that safeguarding issues can manifest themselves 

via peer on peer abuse. This is most likely to include, but not be 

limited to:  

 

. Bullying (including cyber-bullying).  

. Physical abuse such as hitting, kicking, shaking, biting, hair 

pulling, or otherwise causing physical harm.  

. Sexual violence and sexual harassment.  

. Sexting (also known as youth produced sexual imagery); and 

initiation/hazing type violence and rituals.  

 

 

 

 

  

 

Z School follows procedures regarding peer on peer abuse. These 

procedures aim to minimise the risk of peer on peer abuse and set out 

how allegations of peer on peer abuse will be investigated and dealt 

with.  

 

https://x 

  

 

The procedures take into account the different forms peer on peer abuse 

can take. Abuse is abuse and will not be tolerated or passed off as 

“banter” or “part of growing up”.  

 

. The procedures clarify how victims of peer on peer abuse will be 

supported.  

. Reflect our approach to sexting.  

. Reflect the different gender issues that can be prevalent when 

dealing with peer on peer abuse.  

 

 

 

At all times the child’s wishes and feelings will be taken into 

account. There may be many reasons why a child harms another and it is 
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important to understand why a young person has engaged in such 

behaviour, including accidently before considering the action or 

punishment to be undertaken.  

 

  

 

. Online Safety  

 

 

The Governing Body ensures the school has a holistic approach to online 

safety, including a clear policy on the use of mobile technology. The 

school ensures appropriate filtering and monitoring systems are in 

place.  

 

https://www.gov.uk/government/groups/uk-council-for-child-internet-

safety-ukccis  

 

Bring your own Device Policy  

 

E-safety Policy  

 

Privacy Notice for Staff  

 

Privacy Notice for Students  

 

  

 

Our school uses guidance provided by the UK Council for Internet Safety 

to help us develop online safety policies. Parents may like to access 

this useful resource.  

 

https://www.gov.uk/government/groups/uk-council-for-child-internet-

safety-ukcciss  

 

  

 

. Female Genital Mutilation FGM  

 

 

FGM comprises all procedures involving partial or total removal of the 

external female genitalia or other injury to the female genital organs. 

It is illegal in the UK and a form of child abuse.  

 

  

 

Staff, volunteers and governors are or must be made aware that there is 

a statutory duty upon teachers to report to the police where they 

discover (either through disclosure by the victim or visual evidence) 

that FGM appears to have been carried out on a girl under 18 or is at 

risk of  

being carried out. Staff will not be examining children for signs of 

FGM. When staff are made aware through disclosure or seeing something 

they suspect may be due to FMG, they will follow the Home Office 

Mandatory Reporting procedures.  

 

  

https://www.gov.uk/government/publications/mandatory-reporting-of-

female-genital-mutilation-procedural-information  
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. Child Criminal Exploitation: County Lines  

 

 

Criminal exploitation of children is a geographically widespread form 

of harm that is a typical feature of county lines criminal activity: 

drug networks or gangs groom and exploit children and young people to 

carry drugs and money from urban areas to suburban and rural areas, 

market and seaside towns. This can still be exploitation even if the 

activity appears consensual.  

 

. It can involve force and/or enticement-based methods of compliance 

and is often accompanied by violence or threats of violence.  

. It can be perpetrated by individuals or groups, males or females, and 

young people or adults.  

. It is typified by some form of power imbalance in favour of those 

perpetrating the exploitation.  

 

 

  

 

Whilst age may be the most obvious, this power imbalance can also be 

due to a range of other factors including gender, cognitive ability, 

physical strength, status, and access to economic or other resources.  

 

  

 

Our staff are informed about criminal exploitation and will be aware of 

this when considering behavioural changes and school absences.  

 

  

 

. School Attendance and Children Missing Education  

 

 

Our school and the Governing Board will monitor attendance and patterns 

of attendance. All staff are aware that children who do not attend 

school regularly act as a vital warning sign of a range of safeguarding 

possibilities. This may include abuse and neglect, which may include  

sexual abuse or exploitation and child criminal exploitation. It may 

indicate mental health problems, risk of substance abuse, risk of 

travelling to conflict zones, risk of female genital mutilation or risk 

of forced marriage.  

 

  

 

Staff must be aware of our school’s Attendance Policy and children 

missing from education procedures.  

 

https://x 

  

 

Our school ensures that parents /carers provide at least two emergency 

contact numbers and these details are updated as required and at least 

annually.  
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. Contextual Safeguarding  

 

 

All staff are aware that safeguarding incidents and/or behaviours can 

be associated with factors outside our school and/or can occur between 

children outside the school. All staff and the designated safeguarding 

lead will consider the context within which such incidents and 

behaviours occur. This means we will consider whether wider 

environmental factors are present in a child or young person’s life 

that are a threat to their safety and/or welfare.  

 

  

 

Further Information for Staff and Parents  

 

The x Child Protection Procedures outline responses to special 

circumstances in  

child protection cases, including issues such as:  

 

  

 

. Bullying  

 

. Parents who misuse substances  

 

. Child Sexual Exploitation (CSE)  

 

. Pregnancy  

 

. Domestic violence  

 

. Private fostering *  

 

. Drugs  

 

. Self-harming and suicidal behaviour  

 

. Fabricated or induced illness  

 

. Sexually active children  

 

. Faith abuse  

 

. Spirit possession or witchcraft  

 

. Female genital mutilation (FGM)  

 

. Trafficked and exploited children.  

 

. Forced marriage  

 

. Young carers  

. Gangs, serious youth violence and violent extremism  

. Gender-based violence/violence against women and girls (VAWG)  

. ‘Honour’-based violence (HBV)  

. Hate  
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. Information and communication technology (ICT)-based forms of abuse, 

including cyber-bullying  

. Preventing radicalisation  

. Missing from Education care and home  

. Sexting  

. Not attending school  

. Relationship abuse  

. Parental lack of control  

. Parental mental illness  

. Parents with learning disabilities  

 

 

 

 

  

 

* Private Fostering is when a child under the age of 16 (under 18 if 

disabled) is cared for by  someone who is not their parent or a 'close 

relative'. This is a private arrangement made  between a parent and a 

carer for 28 days or more. Parents must inform the school of such  

arrangements and the school has a duty to inform the Local Authority.  

 

  

 

Roles and Responsibilities  

 

. The Designated Safeguarding Lead (DSL)  

 

 

The DSL is the person who takes the lead responsibility for child 

protection, including support for other staff, volunteers and governors 

and information sharing with other agencies, developing policies and 

staff training. Our Deputy DSL is trained to the same level as the DSL.  

Our DSL will normally be the person who responds to allegations made 

against members of staff, volunteers or governors.  

 

  

 

The DSL must be a senior member of staff with the authority and 

seniority to carry out the functions of the role. The DSL cannot 

delegate this overall responsibility.  

 

  

 

DSL Responsibilities  

 

. Refer suspected abuse and neglect to the Multi Agency Safeguarding 

Hub (MASH).  

. Report allegations made against members of staff to the Local 

Authority Designated Officer or LADO.  

. Develop and update the Child Protection and other safeguarding 

policies, ensuring that staff and children/families/parents are aware 

of them.  

. Provide support and advice to all members of staff regarding child 

protection concerns.  

. Keep the Head teacher informed about any issues that arise and agree 

the use of LSCB escalation procedures if needed.  
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. Ensure that cover is provided for the role when absent from the 

setting.  

. Ensure that a child/young person’s child protection file is copied 

for the new educational establishment as soon as possible when a child 

or young person moves educational settings, and that this file is 

transferred securely and separately from the main pupil file.  

. Ensure that all staff, volunteers and governors receive appropriate 

Child Protection and Safeguarding Training, and maintain training 

records.  

. Cooperate with any requests for information from the local authority, 

such as Child Protection training returns and self-evaluative forms for 

safeguarding and child protection, in compliance with Section 11, 

Children Act 2004.  

. The school or college’s Designated Safeguarding Lead (and Deputy) are 

aware of local procedures for making a Channel referral.*  

 

* Channel is part of the Prevent programme which focuses on providing 

support at an early stage to people who are identified as being 

vulnerable to being drawn into terrorism.  

 

  

 

. Responsibilities of All staff members  

. It is the responsibility of all members of staff to ensure that all 

safeguarding concerns, both minor and serious, are reported to the DSL 

as soon as reasonably possible.  

. The DSL may have other information regarding a child, young person or 

their family of which other staff may not be aware. Minor concerns may 

take on greater significance within the wider context of knowledge of a 

child young person or family that the DSL may have.  

. All staff members are aware of the signs of abuse and neglect and 

always act in the best interests of the child and young person.  

 

 

 

 

. All staff, including Newly Qualified Teachers (NQTs), and volunteers, 

receive training and ongoing training to equip them with a broad 

understanding of mental health needs  appropriate to the age of the 

pupils in our school.  

. All staff, volunteers and governors receive appropriate child 

protection training which is regularly updated. The school ensures that 

all new staff receive safeguarding training as part of their induction 

in line with advice from the LSCB.  

. All staff, volunteers and governors are aware of systems within the 

school which support safeguarding and these are explained to them as 

part of staff induction.  

. All staff, volunteers and governors are aware of the procedures for 

reporting that an act of Female Genital Mutilation appears to have been 

carried out on a girl under the age of 18 or is at risk of FGM being 

carried out. This must be reported to the police and the DSL.  

 

 

  

 

. The Governor with Responsibility for Safeguarding  
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The Governing Board must have regard to the DfE guidance ‘Keeping 

Children Safe in Education’, 2018 to ensure that the policies, 

procedures and training in the school are effective and comply with the 

law at all times.  

 

  

The role of the Governor with responsibility for safeguarding includes 

ensuring:  

 

. A DSL has been appointed and trained.  

. Training for the DSL takes place every two years and that the DSL is 

kept abreast of developments and changes in law.  

. That sufficient time and resources are allocated to the DSL to carry 

out their role effectively.  

. All staff /governors/volunteers have received safeguarding training 

including induction training for all staff and at regular intervals.  

. The Single Central Record* is accurate and up to date with records 

for teaching and non-teaching staff, volunteers and governors.  

. Numbers and trends of safeguarding issues are monitored.  

. Regular meetings with DSL.  

. The School child protection and safeguarding policies are updated in 

line with legislation and annually.  

. Governing Board is informed about safeguarding regularly and provided 

with an annual report.  

. Support DSL and Headteacher in preparing for Ofsted and other 

inspections.  

. Children are taught about safeguarding, including online, through 

teaching and learning opportunities, as part of a broad and balanced 

curriculum.  

. Ensure safer recruitment and selection practice is in line with legal 

requirements, including the requirement for governors and to have 

enhanced DBS checks.  

 

 

  

 

* Single central record (SCR) - All schools must have a SCR of 

recruitment, as recommended by the Department for Education. This is 

used to log all safer recruitment checks, including details of 

Disclosure and Barring Service Check (DBS).  

 

  

 

Child Protection Procedures and Information Sharing  

 

Our school shares information lawfully and fairly having regard to the 

Data Protection Act 2018 and the General Data Protection Regulation 

(GDPR). Information is held safely and securely. Staff and volunteers 

understand the importance of sharing information as early as possible. 

If staff or volunteers are unsure about whether or not to share 

information they understand that they must speak to the Designated 

Safeguarding Lead. Everyone understands that fears about sharing 

information will not be allowed to stand in the way of the need to 

protect the safety of children. This includes allowing practitioners to 

share information without consent.  
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Our schools Data Protection Policy can be found on the school website.  

 

  

 

a. You have a concern about a child/young person’s wellbeing, based on:  

. Something the child/young person/parent has told you.  

. Something you have noticed about the child/young person’s behaviour, 

health, or appearance.  

 

 

. Something another professional said or did.  

 

 

  

 

Even if you think your concern is minor, the DSL may have more 

information that, together with what you know, represents a more 

serious worry about a child or young person.  

 

It is never your decision alone how to respond to concerns, but it is 

always your responsibility to share concerns, no matter how small.  

  

 

b. Decide whether you need to find out more by asking the child/young 

person, or their  parent/carer to clarify your concerns, being careful 

to use open questions, beginning with words like: ‘how’, ‘why’, 

‘where’, ‘when’, ‘who’?  

 

 

c. Let the child/young person/parent/carer know what you plan to do 

next if you have heard a disclosure of abuse or you are talking with 

them about your concerns.  

 

 

Do not promise to keep what they tell you secret.  

 

Example: ‘I am worried about your bruise and I need to tell Mrs Smith 

so that she can help us think about how to keep you safe’.  

 

  

d. Inform the DSL immediately. If the DSL is not available, inform 

their Deputy. If neither of these staff members is available, speak to 

the Head teacher or another senior member of staff. If there is no 

other member of staff available, you must make the referral yourself.  

 

 

  

 

e. Make a written record as soon as possible after the event, there are 

forms in the main reception that can be used, noting:  

. Name of child/young person.  

. Date, time and place.  

. Who else was present?  

. What was said?/What happened?/What did you notice - speech, 

behaviour, mood, drawings, games or appearance?  
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. If the child, young person or parent spoke, record their words rather 

than your interpretation.  

. Analysis of what you observed and why it is a cause for concern.  

 

 

All verbal conversations are promptly recorded.  

 

 

f. The DSL may take advice from the Multi Agency Safeguarding Hub 

(MASH).  

 

g. The DSL makes the referral to MASH.  

 

 

The referral will note all previous interventions by the school with 

the child/young person, any relevant history relating to the 

child/young person, their siblings or the family. There is a multi-

agency enquiry form on the x Borough Safeguarding Children Board 

website.  

http://www.x. The child or young person may be the responsibility of 

another local authority depending on their home address or legal 

status, but the MASH is still the first point of contact.  

 

The DSL shares information with other relevant professionals, recording 

reasons for sharing information and ensuring that they are aware of 

what action the other professionals will take as a result of 

information shared.  

 

 

h. The DSL informs parent that they have made a Child Protection 

referral, if the parent does not already know, and if there is no 

reason not to let them know. If unclear, it is recommended advice is 

sought from MASH. MASH may suggest to delay informing the parent in 

cases of  

suspected sexual abuse, or where informing the parent might put the 

child or young person at further risk, to prevent them being harmed or 

intimidated (and retracting their disclosure).  

 

 

In cases of suspected Fabricated or Induced Illness by proxy, the 

parent is not informed that this is being considered.  

 

 

i. The DSL remains in close communication with other professionals 

around the child / young person and with the wider family (depending on 

the nature of the suspected abuse), in order to share any updates about 

the child / young person.  

 

 

If a child protection investigation is pursued, the DSL and other key 

school staff will:  

 

. Work closely and collaboratively with all professionals involved in 

the investigation, to keep the child / young person safe.  

. Attend a child protection conference when invited and provide updated 

information about the child/young person.  

. Attend any subsequent child protection review conferences.  
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. Attend core group meetings and take an active role in the 

implementation of the protection plan.  

 

 

  

 

Where there is a safeguarding concern Governing Boards and school 

leaders should ensure the child’s wishes and feelings are taken into 

account when determining what action to take and what services to 

provide. Systems are in place for children to express their views and 

give feedback.  

Ultimately any systems and processes should operate with the best 

interests of the child at their heart. The views of students will be 

sought be an appropriate member of staff, often of their choosing.  

 

The role of the school in situations where there are child protection 

concerns is NOT to investigate but to recognise, record and refer.  

 

  

 

. Safer Recruitment  

 

 

Keeping Children Safe in Education 2018 highlights Safer Recruitment 

processes in education settings. At least one member of our staff on 

every recruitment panel has undertaken training in Safer Recruitment. 

Our recruitment and selection process ensures that staff, volunteers 

and  

governors have undertaken appropriate safeguarding checks including:  

 

. Identity check.  

. Enhanced Disclosure and Barring Service (DBS) checks.  

. Staff barred list checks.  

. Two references with at least one being from the previous employer.  

. A record of the interview is kept.  

. Anyone who is appointed to carry out teaching work will require an 

additional check to ensure they are not prohibited from teaching.  

. Volunteers are appropriately supervised.  

. Check of professional qualifications.  

. Check to establish the person’s right to work in the UK.  

. Further checks on people who have lived or worked outside the UK.  

. For agency and third party supply staff written confirmation that the 

business supplying the staff has carried out relevant checks and 

obtained appropriate certificates.  

. Our school follows advice in the Disqualification by Association 

under the Childcare Act 2006 (as amended).  

 

 

Safer Recruitment processes aim to:  

 

. Deter potential abusers by setting high standards of practice and 

recruitment.  

. Reject inappropriate candidates at the application and interview 

stages.  

. Prevent abuse to children by developing robust policies and agreeing 

on safe practice.  
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The school has procedures in place to make a prompt DBS referral if a 

person in regulated activity has been dismissed or removed due to 

safeguarding concerns, or would have been had they not resigned. This 

is a legal duty.  

 

Volunteers who have not had checks undertaken are not left unsupervised 

or allowed to work in regulated activity.  

 

 

. Allegations Against Staff  

 

 

 An allegation or concern that any person who works with children or 

young people, in conjunction with his/her employment in either a paid 

or unpaid capacity, or voluntary activity has:  

 

  

 

 

 

. Behaved in a way that has harmed a child or young person, or may have 

harmed a child or young person.  

. Possibly committed a criminal offence against or related to a child 

or young person.  

. Behaved towards a child or young person or children in a way that 

indicates they may pose a risk of harm to children.  

 

. Organisation Responsibilities  

. Allegations of abuse can be made by children and young people and 

they can be made by other concerned adults.  

. All allegations against staff or volunteers should be immediately 

brought to the attention of the Head teacher.  

. If an allegation is made against the Head teacher, this should be 

brought to the attention of the Chair of Governors.  

. In all cases, the Local Authority Designated Officer (LADO) should be 

notified.  

 

 

  

 

All staff, governors and volunteers should feel able to raise concerns 

about poor or unsafe practice and potential failures in the school’s 

safeguarding procedures and know that such concerns will be taken 

seriously by the senior leadership team. Whistleblowing procedures, 

which are suitably reflected in staff training and staff behaviour 

policies, are in place for such concerns to be raised with the school’s 

senior leadership team.  

 

  

 

. The Head teacher will take the following actions:  

. Ensure that the child or young person reporting the allegation is 

safe and away from the member of staff, volunteer or governor against 

whom the allegation is made.  

. Contact the LADO in x Borough immediately.  

. Contact the parents/carers of the child/young person following advice 

from the LADO.  
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. Following advice from the LADO and HR, review the member of staff’s 

working arrangements, volunteer or governor role, and if no safe 

alternative identified suspend the member of staff, volunteer or 

governor pending the investigation.  

. Attend joint evaluation meetings (JEMs) convened by the LADO and act 

upon the decisions made at these meetings.  

 

 

Suspension should be considered when:  

 

. There is a cause to suspect a child or young person is at risk of 

significant harm; or  

. The allegation warrants investigation by the police; or  

. The allegation is so serious that it might be grounds for dismissal.  

 

Any disciplinary investigation should be carried out once the child 

protection investigation has been completed.  

 

  

 

. Visitors/contractors/suppliers  

. All visitors should be required to sign in at the front desk and wear 

a visitor badge.  

. No visitors, including tradespeople, should be allowed to wander 

around the premises unaccompanied when children and young people are 

present.  

. Staff should be alert to strangers frequently waiting outside a venue 

with no apparent purpose.  

. Children and young people should not be collected by people other 

than their parents unless notification has been received in advance.  

. Regular contractors who are carrying out work around the school 

building, unsupervised, should be subject to the same enhanced DBS 

checks as staff, volunteers and governors and the employing authority 

of the contractor should be prepared to make available employment 

checks on request (e.g. references).  

 

 

  

 

. Supporting School Provision  

 

 

We ensure safeguarding, including internet safety, is taught as part of 

a broad and balanced curriculum.  

 

 

Many other aspects of school provision support the aims of this policy. 

Our school plays an important role in making children and young people 

aware both of behaviour towards them that is not acceptable, and of how 

they can help keep themselves safe.  

 

 

The non-statutory framework for personal, social and health education 

(PSHE) provides opportunities for children and young people to learn 

about keeping safe. PSHE curriculum materials provide resources that 

enable our school to tackle issues regarding healthy relationships, 

including domestic violence, bullying and abuse. Discussions about 

personal safety and keeping safe reinforce the message that any kind of 
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violence is unacceptable, let children and young people know that it is 

acceptable to talk about their own problems, and signpost sources of 

help.  

 

Other aspects of provision that support this policy are:  

 

. ELS - Essential Life Skills  

. Citizenship Curriculum.  

. Wellbeing provision  

. ARC Centre  

. Sexual Health Initiatives.  

. School Nurse Checks.  

. Sanctuary Counselling  

. Chelsea’s Choice  

 

 

. Use of Force, Restraint and Positive Handling  

 

 

The law forbids a teacher or other members of staff from using any 

degree of physical contact that is deliberately intended to punish a 

pupil, or that is primarily intended to cause pain or injury or 

humiliation.  

 

Teachers at a school are allowed to use reasonable force to control or 

restrain pupils under certain exceptional circumstances. In some 

circumstances, teachers and authorised members of staff can restrain 

pupils in order to protect them and others.  

 

 

Any concerns or allegations that a member of staff, volunteer or 

governor may have acted inappropriately should be brought to the Head 

teacher immediately, in confidence. The Head teacher, in turn, will 

contact the Local Authority Designated Officer (LADO).  

 

The current guidance is: Use of reasonable force: Advice for Head 

teachers, staff and governing bodies, July 2013.  

 

 

. Staff Conduct  

 

 

In order to protect children, young people and members of staff, we 

encourage staff, volunteers and governors to follow our professional 

code of conduct. This covers appropriate dress, the use of appropriate 

boundaries, social contact outside the setting (including on social 

networking sites), the receiving and giving of gifts and favouritism, 

and the safe use of technology.  

 

  

 

Consideration needs to be given to:  

 

. Being alone with the child / young person.  

. Physical contact / restraint.  

. Social contact outside setting / appropriate boundaries.  

. Gifts and favouritism.  

. Behaviour management.  
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. Intimate care  

. Administration of medicine  

. Safe use of technology (Security/internet/mobile phones/digital 

images of children, etc.)  

. Appropriate use of social networking sites.  

 

 

Appropriate and safe staff conduct is supported in the following 

policies:  

 

. Central record of recruitment and vetting checks Policy  

. Disability and Equality Policy  

. Staff Discipline, Conduct and Grievance Policy  

. Whistleblowing Policy  

 

 

  

 

  

 

  

 

 

 

Child Protection Training  

 

The DSL will keep detailed records of all staff’s child protection 

training and will issue reminders when training updates are required. 

It is our practice to include a safeguarding and child protection 

agenda item in all staff meetings.  

 

All members of staff, volunteers and school governors, undertake 

single-agency, basic awareness child protection training at least once 

every three years.  

 

In addition, the designated members of staff will undertake multi-

agency training every two years.  

 

Staff, volunteers and governors receive regular safeguarding updates, 

as required, but at least annually, to provide them with relevant 

skills and knowledge to safeguard children effectively.  

 

Staff receive training about the safeguarding issues surrounding the 

internet and other online technologies.  

 

Our school provides briefings for parents/carers about good practice 

around using the internet and other IT technology to help them 

safeguard their children at home.  

 

 

. Prevent and Extremist Ideology  

 

 

All schools and colleges are subject to a duty under section 26 of the 

Counter-Terrorism and Security Act 2015 (the CTSA 2015), in the 

exercise of their functions, to have “due regard to the need to prevent 

people from being drawn into terrorism”. This duty is known as the 

Prevent duty.  
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Extremism is the vocal or active opposition to our fundamental values, 

including the rule of law, individual liberty and the mutual respect 

and tolerance of different faiths and beliefs. This also includes 

calling for the death of members of the armed forces. These fundamental 

values are woven into our curriculum.  

 

Radicalisation refers to the process by which a person comes to support 

terrorism and extremist ideologies associated with terrorist groups.  

 

Children can be vulnerable to extremist ideology and radicalisation. 

Similar to protecting children from other forms of harm and abuse, 

protecting children from this risk is part of our safeguarding 

approach. As with other safeguarding risks, staff are alert to changes 

in children’s behaviour which could indicate that they may be in need 

of help or protection.  

 

Staff receive Prevent training and use their judgement in identifying 

children who might be at risk of radicalisation and act proportionately 

which may include the designated safeguarding lead (or deputy) making a 

referral to the Channel programme.  

 

Implementation, Dissemination and Review Strategies  

 

This policy is reviewed annually by the DSL and is considered and 

approved by the Board of Governors. It will reflect the experience and 

expertise of school staff, volunteers and governors. The DSL will 

encourage a culture of listening to children and young people and 

taking into account their wishes and feelings in any measures our 

school may put in place to protect them.  

 

All members of staff, volunteers and governors read and agree the child 

protection policy before the start of their 

employment/volunteering/governor role.  

 

All children, young people and their families will be made aware of the 

policy before enrolment. It is important for families to be aware of 

actions staff may take if there are any concerns for a child or a young 

person’s safety, and for them to understand that they might not be 

consulted before action is taken. Knowing about child protection 

procedures ahead of time helps parents to engage better in the process, 

meaning that change is more likely to take place.  

 

Copies of this policy and supporting materials, such as the x Borough 

Child Protection Procedures and Safeguarding Children in Education 

(2015) are easily accessible on the School website.  

 

 

Useful Contacts:  

 

Multi Agency Safeguarding Hub (MASH)  

Tel: x 

Email: x  

Local Authority Designated Officer  

Tel: x  

Email: x  
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x Borough Safeguarding Children Board  

Tel: x  

Email: x  

Website: x  

Children Missing Education Officer (x)  

Tel: x  

 

  

 

  

 

  

 

  

 

  

 

  

 

  

 

  

 

Date of Next Review: November 2019  

 

Appendix 1  

  

 

First Aid and Administration of Medication  

 

Staff should liaise with the Sanctuary at all times when concerned 

about the health and wellbeing of children and young people at the 

school. It is expected that adults working with children and young 

people should be aware of basic first aid techniques. It is not 

however, a contractual requirement and whilst adults may volunteer to 

undertake such tasks, they should be suitably trained and qualified 

before administering first aid and/or any agreed medication. Health and 

Safety legislation places duties on all employers to ensure appropriate 

health and safety policies are in place and an appropriate person is 

appointed to take charge of first aid arrangements. Therefore all 

schools must have trained first aiders/appointed persons. Z have 10 

First Aiders. Appropriate regard should be paid to current guidance:  

 

. Managing medicine in schools and Early Years (Ref 1448 - 2005)  

. DfE’s guidance for first aid in schools 1988  

. www.teachernet.gov.uk/whole school/health and safety/first aid  

 

Pupils may need medication during school hours. In circumstances where 

children need medication regularly a health care plan should have been 

established to ensure the safety and protection of children and the 

adults who are working with them.  

 

Depending upon the age and understanding of the child, they should 

where appropriate (and with the permission of the parents as necessary) 

be encouraged to self-administer medication or treatment including, for 

example any ointment, use of inhalers. Where possible the view of the 

relevant GP should be obtained.  
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If a member of staff is concerned or uncertain about the amount or type 

of medication being given to a pupil this should be discussed with the 

Sanctuary at the earliest opportunity. All administrations of medicine 

should be recorded. When administering first aid, staff should try to 

ensure that another adult is present or aware of the action being 

taken. Parents should always be informed when first aid has been 

administered.  

 

 

This means that schools should:  

 

. Ensure there are trained and named individuals to undertake first aid 

responsibilities.  

. Ensure training is regularly monitored and updated.  

. Always ensure that arrangements are in place to obtain parental 

consent for the administration of first aid or medication.  

. Ensure that staff understand the extent and limitations of their role 

in applying basic care and hygiene tasks for minor abrasions and 

understand where an injury requires more experienced intervention.  

 

 

This means that staff/adults should:  

 

. Adhere to the school’s safety policy (and policy for administering 

first aid or medication).  

. Adhere to the school’s intimate care procedures.  

. Make other staff aware of the task being undertaken.  

. Comply with the necessary reporting requirements.  

. Report and record any administration of first aid or training.  

. Always act and be seen to act in the child’s best interest.  

. Ensure that an appropriate health/risk assessment is undertaken prior 

to undertaking certain activities.  

. Explain to the child what is happening.  

. Have regard to any health plan which is in place.  

 

 

Appendix 2  

 

 

Whistle Blowing  

 

Employees are often the first to realise that there may be something 

seriously wrong within the school. However, they may not express their 

concerns because they feel that speaking up would be disloyal to their 

colleagues or to the school. They may also fear harassment or 

victimisation. In these circumstances it may be easier to ignore the 

concern rather than report what may just be a suspicion of malpractice.  

 

Staff should acknowledge their individual responsibilities to bring 

matters or concern to the attention of senior management and/or 

external agencies. This is particularly important where the welfare of 

children may be at risk. They have access to the school’s Confidential 

Reporting Policy (also known as ‘Whistle Blowing’).  

 

The Public Interest Disclosure Act 1998 encourages individuals to raise 

concerns about malpractice in the workplace. The Authority’s 

confidential reporting code also referred to as the ‘whistle blowing’ 

policy, makes it clear that employees can raise serious concerns 
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without fear of victimisation, subsequent discrimination or 

disadvantage and is intended to encourage and enable employees to raise 

those concerns within the Council, rather than overlooking a problem.  

 

 

As a first step, concerns should normally be raised with an 

individual’s immediate manager or their superior. This depends however, 

on the seriousness and sensitivity of the issues involved and who is 

suspected of the malpractice. For example, if an individual believes 

that management is involved, they should approach the Local Authority 

Designated Officer (LADO) at x Borough.  

 

 

 

Appendix 3  

 

  

 

Local Authority Escalation Procedure Resolution  

 

A formal Local Authority Escalation Procedure Resolution of 

professional disagreements relating to the safeguarding of children & 

the escalation of professional concerns (2010) is available on the  

LSCB website and should be consulted in the event of professional 

disagreements. However, some general principles are shown below:  

 

. If you feel that a decision made by another professional leaves a 

child at risk of harm.  

. Articulate your views.  

. Ensure that the fact that you do disagree with the decision is 

recorded in writing; both by you and where possible on relevant case 

papers held by other professionals involved.  

. Ask for the other professional to provide written confirmation of 

their decision and their reasons for it.  

. Discuss the case with a fellow safeguarding professional, (whilst 

taking care to observe the bounds of confidentiality) this may help to 

clarify matters and identify the best way forward.  

. Don’t be afraid to challenge the decision but be ready to justify 

your reasons and where possible support with evidence. (Record details 

in writing.)  

. Where the threshold for significant harm has either not been met or 

is no longer being met, continue to refer new information around risks 

or concerns which come to light. New information may alter the level of 

identifiable risk and tip the balance in favour of intervention.  

. If you believe that a decision made by another professional exposes a 

child to risk/continuing risk of significant harm NEVER DO NOTHING! 

That you should challenge is not just ‘ok’; it is expected.  

 

 

In line with ‘Resolution of professional disagreements relating to the 

safeguarding of children & the escalation of professional concerns 

(2010)’, the usual protocol is that where matters are escalated, 

discussions take place between individuals of similar levels of 

seniority. Therefore it might be that representations are made by a 

more senior member of staff on behalf of the Designated Person, for  

example, the Headteacher.  

 

Appendix 4  
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Definition of Private Fostering  

 

A private fostering arrangement is one that is made privately (that is 

to say without the involvement of the LA) for the care of a child:  

 

. under the age of 16 (under 18 if disabled);  

. by someone other than a close relative;  

. with the intention that it should last for 28 days or more;  

. Private foster carers may be from the extended family such as a 

cousin or great aunt.  

 

 

However a person who is a relative under the Children Act 1989 i.e. a 

grandparent, brother, sister, uncle or aunt (whether full or half blood 

or by marriage) or a step parent will not be a private foster carer.  

 

 

A private foster carer may be a friend of the family, the parent of a 

friend of the child or someone previously unknown to the child’s family 

who is willing to privately foster a child.  

 

 

The period for which the child is cared for and accommodated by the 

foster carer should be continuous - but that continuity is not broken 

by the occasional short break. A break in the period e.g. for a child 

to visit his/her parents at the weekend would not affect the nature of 

the placement as a private foster placement. For a break to restart in 

calculating the period it must result from the ending of one 

arrangement prior to the start of a new arrangement.   

 

Where a child is under 16 years old and is a pupil at an independent 

school and lives at the school during the school holidays for a period 

of more than 2 weeks, he/she will be subject to private fostering 

regulations unless one of the exemptions below applies.  

 

  

Where a child under 16 is studying at a language school for more than 

28 days and stays with a host family he/she will be subject to private 

fostering regulations.  

 

 

 

Exemptions  

 

These are covered in Schedule 8 of the Children Act 1989 but the main 

exemptions are covered below.  

 

  

 

Children will not be privately fostered:  

 

. Where the arrangements last for less than 28 days and are not 

intended to extend beyond that period.  

. Where the child is looked after by a LA.  
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. Where the child is living in a children’s home or accommodation 

provided by/on behalf of a voluntary organisation.  

. A school in which he/ she is receiving full time education (either 

during term time or residing there less than 2 weeks of any school 

holiday).  

. Where the child is placed by an adoption agency in the care of a 

person who proposes to adopt him/her or s/he is a protected child under 

the Adoption Act 1976 (section 32).  
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Chronology Template  

 

In the front of the child protection file should be a 'chronology'. 

This is like a diary which lists in chronological order each relevant 

event & includes details such as date, time, name of person 

involved/spoken to, rationale for decision making and paperwork 

generated (see example below).  

 

  

 

  

 

Child Protection/Expression of Concern - Chronology Form  

 

Name of Child  

Date of Birth  

Tutor group  

Status  

Social Worker  

Previous MASH’s?  

Date  

Concern/  

Event  

Chronology  

Actions/  

Result/Rationale  

Evidence  

Signed  

 

 

 

  

 

Appendix 6  

 

  

 

Equality & Diversity Issues in Safeguarding & Child Protection  

 

This appendix highlights how equality and diversity issues and 

characteristics can impact on the safety and wellbeing of pupils.  
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General/Factors to consider  

 

. Communication difficulties may exist as a result of language 

barriers, physical & learning disability or age. Children and young 

people with communication difficulties may not easily be able to let 

someone know that they are being abused.  

. Some Ethnic Minority families are less likely to understand the role 

of Social Services, often because of language or cultural differences.  

. The personal care or behaviour management of a child with 

disabilities may leave some families more vulnerable to accusations of 

abuse. Some practices, such as personal care, medical interventions, or 

restraint may be seen to be abusive.  

. Parents and carers with a disability / health issue (including 

learning disabilities, mental health and addiction problems) may be 

unfairly viewed as less able to care for their children.  

. Parents in same - sex relationships may have concerns that their 

sexual orientation will be seen as a risk factor for their child.  

. An Ofsted evaluation of serious case reviews April 2008 to March 2009 

concluded that issues of disability often masked child protection 

concerns and that in half of cases involving children with 

disabilities, there was a failure to recognise the increased 

vulnerability of disabled children, for example to child sex abuse.  

. Children who grow up in poverty are less likely to get qualifications 

or go on to higher education, and are more likely to become young 

parents. People with low levels of educational achievement can expect 

to be less employable, therefore poorer, therefore less healthy and 

probably less likely to participate in civic activity. The kinds of 

people who are less likely to be employed are also more likely to be 

involved in crime, to have shorter life-spans and to have less 

fulfilling family lives. Whole families can be locked into cycles of 

deprivation.  

. Racial harassment is often not seen as a child protection issue or as 

a factor in neighbours maliciously reporting concerns.  

. Women are more likely to report, consult for and be diagnosed with 

depression and anxiety.  

. Boys are four times as likely as girls to be identified as having a 

behavioural, emotional and social difficulty (ESMH).  

. It is possible that depression and anxiety are under-diagnosed in 

men. Suicide is more common in men.  

. All forms of substance abuse are more common in men.  

. Alcohol disorders are twice as common in men, although binge drinking 

is increasing at a faster rate among young women.  

. Incidence rates of most sexually transmitted infections are rising, 

with the increase being greater in women than men.  

. An estimated 66,000 women living in the UK have undergone female 

genital mutilation and  

21,000 girls under 16 are currently at risk. (HO & WRC)  

. In 2008 the Forced Marriage Unit received over 1600 calls to its 

helpline on suspected incidences of forced marriage. (HO)  

 

Bullying & Discrimination  

 

. Studies claim that at least 16 children commit suicide as a direct 

result of bullying in the UK every year.  

. In an Ofsted analysis of serious case reviews (April 2008 - March 

2009) 10 out of the 25 children who died in the 11+ age group, 

committed suicide.  
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. There is a need to educate children about diversity from lower school 

level and to teach young children not to stereotype and to respect 

differences.  

 

. Eight out of ten children with learning disabilities have been 

bullied at school and six out of ten have been physically hurt.  

. Disabled children and those with visible medical conditions can be 

twice as likely as their peers to become targets for bullying 

behaviour.  

. Over 75% of 11-12 year old boys think it is acceptable that women get 

hit if they make men angry. More boys than girls of all ages believe 

that some women deserve to be hit.  

. Close to 10,000 women are sexually assaulted and 2,000 women are 

raped every week.  

(British Crime Survey 2008)  

. At least 32% of children, mostly girls, experience some form of child 

sexual abuse. (HO)  

. Gypsy and Traveller children experience racist abuse on a daily basis 

(e.g. 'dirty pikey') at school and in other settings, from children and 

adults in the settled community, making them reluctant to attend.  

. 98% of young gay people hear the frequent use of homophobic language 

(“that’s so gay”, poof”, “dyke”, “queer” “bender”).  

. 50% of teachers fail to respond to the use of homophobic language.  

. 30% of lesbian and gay pupils report that adults are responsible for 

homophobic incidents in their schools.  

. One third of young lesbian, gay, bisexual or Transgender young people 

have self-harmed.  

. 6/10 lesbian and gay school children experience homophobic bullying 

and half of those contemplate killing themselves as a result.  

. Over three in five young lesbian and gay people feel that there is 

neither an adult at home or at school who they can talk to about being 

gay.  

. In any school of 1,000 pupils there are likely to be 6 who will have 

transgender experience at some point in their lives. Transgender people 

are susceptible to depression and at risk of suicide. 33% of Trans 

Adults in the UK attempt suicide at least once. This is considerably 

higher than the risk in many other groups and should serve to underline 

that Trans people would not subject themselves to such experiences 

unless, for them, there was no better option.  
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MASH Intelligence Form  

 

 

Multi-Agency Information Submission Form  

Restricted/Official when complete  

Intelligence Arena – Mark one only (the primary information)  

Drugs Gang Crime CSE Missing MDS Other  

 

 

Name (Subjects details or the Location if known) :  

DOB:  

Last known address:  
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Ethnicity:  

Nationality:  

Date of original event (or when information was first known):  

Information:  

Known associates:  

Original source of information:  

Name:  

 

 

Address: Z School, Bedford  

Contact details:  

 

Risk to Source: The protection of the source of Intel is a priority to 

the Police; *please bold source any intel in red if you feel there is 

risk to the source through the sharing of this information clearly 

state that it is ‘SENSITIVE’ and needs to managed accordingly  

 

  

 

 

 

  

 

  

 

Details of submitting partner or agency worker (If different to above):  

 

 

Name:  

Tel:  

Email: @myZ.com  

Role:  

Date of submission:  

 

  

For Multi-Agency internal use only.  

 

 

Person ID: Date forwarded to Hub:  

Episode ID: Date passed to Police CIB :  

For x Police CIB use only  

Uploaded to Intelligence System - Y/N CIRR Reference -  

 

x Police will treat all information received in compliance with the 

Management of Police Information legislation (MOPI). The source will be 

secure and not available to staff except for limited, dedicated roles. 

The information must be for a Policing Purpose for it to be recorded. 

Not all information recorded will have a specific outcome generated and 

may be retained only to assist future research. We reserve the right to 

share this information with 3rd parties subject to the rules governing 

such sharing within MOPI.  

 

  

  

 

Send form to: x.pnn.police.uk (For CIB direct: contact x)  
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Send also to your own local authority MASH:  

 

. x.gov.uk (x)  

. mash@x.gcsx.gov.uk (x)  

. x.gov.uk (x)  
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