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SECTION ONE: WHAT IS RACISM, AND WHERE IS IT PRESENT IN EDUCATION?
What is ‘Race’?
‘Race’ is a social construction and has no biological reality. However, the effects of racism have real 
and lasting impacts on people of colour. Colonial history has played a strong part in forging enduring 
popular understanding of skin colour, ‘race’ and ethnicity. The study and practice of eugenics (or Social 
Darwinism) used skin colour and other physical features as identifiers for hierarchical concepts of ‘race’ 
differences. This was positioned in justification of our treatment of fellow humans for our own profit 
through colonialism and the slave trade. The legacy of this has remained encoded in a widely accepted 
fable about biological superiority and inferiority along racial categories, which at times also includes 
beliefs around nationhood, patriotism, and nationalism. 

Terminology
Throughout this document we will be using terminology around ‘race’, racism and anti-racism, including 
terms to describe different ethnic, cultural and ‘racialised’ groups. We are mindful that language is 
dynamic and can be inadequate at times. Some of the terms we use or that you might see used by the 
education sector are:

Ethnic Minority/Minority Ethnic - this term includes all racial and ethnic groups protected under the 
Equality Act (2010). It includes ethnicities which may be both ‘visible’ and ‘invisible’. We acknowledge 
that people belonging to ethnic minority communities may define themselves and their communities in a 
variety of ways and that the experiences of and between such communities are diverse and varied.

Black, Asian and Minority Ethnic (BAME) - this is a collective term which, similar to ethnic minority, 
groups together a wide range of people, communities and experiences. Some organisations have moved 
away from using this acronym as it groups together people from a wide range of ethnic and racial groups 
with very different experiences.

People of Colour (PoC) / Black, Indigenous, and other People of Colour (BIPoC) - these terms refer to 
people who are racialised as ‘not white’. (‘Black’ has been used in the past in the UK to indicate what is 
known as ‘politically Black’ and which may include Asian and other groups racialised as ‘not white’).

Colour-blindness / Colour-evasion - we will use the term colour-evasion, as colour-’blindness’ can be 
seen as using ableist language.

Global Majority - a collective term that first and foremost speaks to and encourages those so-called to 
think of themselves as belonging to the global majority. It refers to people who are Black, Asian, Brown, 
dual-heritage, indigenous to the global south, and or have been racialised as ‘ethnic minorities’.

Institutional Racism
A key moment for institutional racism coming into public consciousness, including education, was in 1999 
when the Macpherson Inquiry into the racist murder of Black teenager, Stephen Lawrence, published its 
report. The term institutional racism was originally defined in 1967 by Civil Rights Campaigner, Stokely 
Carmichael, and Political Scientist, Charles Vernon Hamilton.

In the context of education, health and the justice system, the Macpherson report defines Institutional 
racism as follows:  
“The collective failure of an organisation to provide an appropriate and professional service to people because 
of their colour, culture, or ethnic origin. It can be seen or detected in processes, attitudes and behaviour 
that amount to discrimination through prejudice, ignorance, thoughtlessness, and racist stereotyping which 
disadvantage minority ethnic people.” (Macpherson 1999: 49)

Examples of institutional racism which we see in schools include aspects such as school’s uniform and 
hair policy, staff recruitment, professional development and retention practices and even curriculum 
practices. Institutional racism can be manifested in both the actions and inaction of schools around 
issues which impact on ethnic minority staff, students and families.

Structural Racism
Structural racism creates disadvantages within the political and social spheres, shaping lives, wellbeing, 
and life-chances of people of colour due to political, economic, educational and social disadvantages 

faced within society more widely. It can account for higher rates of poverty for Pakistani or Black heritage 
populations in Britain, and has been attributed as a cause for higher morbidity rates from Covid-19 during 
the pandemic for people of colour.

Structural racism builds on and reproduces the racial hierarchies that were created through enslavement 
and colonialism, which perceive white people to be supremely placed at the top, with Black people at 
the bottom. It becomes reinforced through everyday practices such as recruitment policies which act to 
exclude people of colour from positions of power and leadership as they are considered unsuitable based 
on these racial hierarchies which are deeply embedded in our culture, institutions, and psyches.

Structural racism is created, maintained and reinforced by this pattern of beliefs, behaviours and assumptions or 
biases, which serve to progress the interests of white people, influences decision-making and ultimately assures 
their dominance. This is also known as white supremacy i.e. the way in which white populations maintain their 
position in the racial hierarchy. It is the root cause of gaps and inequities in society such as ethnicity pay gaps, 
lower educational outcomes for some ethnic groups, and the fact that there are fewer people of colour who 
are headteachers, multi-academy trust CEOs, Chairs of governors, judges, university vice chancellors and 
FTSE 100 CEOs.

Structural and institutional racism work hand in hand to create substantial disadvantages for people of 
colour, which cannot be addressed through promoting colour-evasive policy, believing in meritocracy and 
that there is equal access to opportunity for all. As school governors, we need to become aware of the 
barriers which are often invisible to white people and which make progress, achievement and access a far 
greater struggle for people of colour. The role of antiracism in governance is learning to see, address and 
dismantle these structural and institutionally embedded practices for the benefit of all.

Multiculturalism
In the 1970s, the Labour government encouraged multicultural integration through what the President 
of the European Commission, Roy Jenkins, called “equal opportunity and cultural diversity in an atmosphere 
of mutual tolerance”. However, this policy alone has had little to no impact on achievement by ethnic minority 
students in the schooling system. While inclusion and belonging are important, if tokenistic and occasional, it 
culminates in well-intentioned celebrations of ‘multiculturalism’ or ‘diversity’ through ‘saris, samosas and 
steelpans’ rather than a deeper understanding of multicultural Britain and the systemic and institutional 
racism which impact so deeply. 

Where does racism dwell in our schools?
With an understanding of structural and institutional racism in mind, school governors and academy 
trustees should be familiar with where racism typically dwells. It is important to understand that racism 
is not just concentrated in overt acts of racist name-calling or abuse. Institutional and structural 
racism have a negative impact on staff, students and their families. Racism can be left ‘unseen’ and 
unchallenged throughout school life and can be less immediately recognisable to members of the school 
population whose racial literacy is poor.

There are a number of elements of school life that Leeds Beckett Centre for Race, Education and Decoloniality 
has identified as essential when tackling racism, these will be expanded upon in the following sections. 

Leadership, Governance and Strategy
School staffing and leadership is overwhelmingly white in England. 86% of schools in England have  
all-white leadership teams, even in areas where the school population served is racially and ethnically 
diverse. (NfER, 2022) Although increasing racial diversity in school staff, governance and leadership alone 
cannot solve racism in schools, it should be a priority alongside increasing the racial literacy of all staff 
members. Leaders and governors need to learn how to ‘see’ racism.

Anti-racism needs to be driven through policy and practice at all levels of the school. It should be a 
conscious, written, monitored and practised element of all areas of strategy, planning, governance, and 
leadership. It should be included in the school development plan, in recruitment, retention, professional 
development and progression of all staff, and shared with governors.

There should be a designated governor responsible for data relating to achievement of students from all ethnic 
groups, as well as families’ and staff wellbeing. There should be a clear understanding of racism which is embedded 
within a strategy on managing and recording racist incidents, reporting regularly and tackling negative trends.

Developing the racial literacy of all staff members, including school leadership and governors is an 
essential and ongoing component of this work.
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Ask yourselves:
• Do you know the ethnic and cultural communities that make up your school community?
•  Do you have an anti-racism lead in your leadership team, on the board of governors/trustees who can 

work together and lead on making change in your school?

School Environment 
Most, if not all schools see themselves as an inclusive environment without noticing whether it truly 
is for everyone. The school environment includes the physical fabric of the school, inside and outside, 
the displays around the school, how spaces are organised, the way staff, children and families are 
made to move about the building, are spoken to, spoken about, and treated. The school environment 
also encompasses the atmosphere and what this communicates to those that experience the school 
environment. The school environment should communicate ‘you belong’ to all those who are part 
of the school community, as well as those who may not yet be, through the images, language and 
representations used on displays, the website, school staffing and other ways that you communicate who 
is valued and who is included. 

Anti-racist school environments will mean that you know whether staff and students of colour, and their 
families, have a sense of belonging and feel confident that the school will treat them equitably. They 
will feel that racism can be spoken about and challenged and that racist incidents will be thoroughly 
investigated without fear of recrimination. Schools that deploy restorative justice approaches to support 
victims and perpetrators of racism (including parents and carers) to develop mutual respect are more 
likely to succeed in their endeavour to be anti-racist.

The wider school community will feel invited and included in the school environment, and chosen visiting 
speakers will be from a diverse range of ethnic groups and cultural backgrounds. Their invitation will 
not be only for the purposes of demonstrating their religion, culture or ‘otherness’ but the school will 
demonstrate that people from all walks of life can for example hold positions of power and influence, can 
practise the arts, and other valued roles in society. 

Ask yourselves:
•  Are you and your staff aware of the religious and cultural events that are important to the communities 

that make up your school?
•  Have you asked your wider school community (particularly staff, pupils and parents from a BAME 

background) if they think your school is inclusive?

Hidden Curriculum
The hidden curriculum is a set of learnings that are not openly intended to be taught in schools such as 
the ‘norms’, values, and beliefs imparted both as part of the curriculum, extra curricular activity and the 
school environment. The way in which school buildings are designed and managed can impact how safe and 
welcome students feel.  Images and text used on a school’s website and in their promotional materials can 
also send out mixed messages about who is truly welcome in the community.

The hidden curriculum is conveyed through, and includes, social expectations of gender, language, race, 
age, behaviour or morals. It also includes social procedures, social controls and ways that schools are 
governed, which can reinforce existing prejudices and disparities. 

The hidden curriculum has the potential to positively or negatively impact on students and change lives. 
It is therefore essential that governors and senior leaders are aware of the hidden curriculum and take 
active steps to challenge it.

Ask yourselves:
•  Are staff aware of their own biases and how these can impact on their expectations of students, the way 

they manage their classrooms, streaming and aspiration for different children, the way they relate to 
parents and carers and other staff members?

•  If you have a display board on ‘British values’, does it represent a wide range of British experiences and 
ways to be British?

•  Do you know what staff, students and families think are the ‘hidden messages’ of school life that they 
experience? E.g. Do they feel that the school has high aspirations for all children? Are some pathways or 
extra-curricular activities seen as ‘not for us’?

Curriculum and Pedagogy
A school curriculum should whisper ‘you belong’ to the whole school community and should reflect 
multicultural Britain and the global world. There should be ample time for teachers, leaders and support 
staff to feel pedagogically confident in delivering any changes to the curriculum. There should be robust 
policies and practices regarding race equality in school which promotes teaching and learning to develop 
students’ and teachers’ critical understanding of anti-racism and multicultural society. Curriculum 
leaders and teachers should include the contribution of people of colour to knowledge construction in 
their subject. Trips, visits, visiting speakers, after school and extra curricular activities should be carefully 
selected and scrutinised for their appropriateness in line with the school’s commitment to anti-racism.

Ask yourselves:
•  Do you only celebrate or represent experiences of people of colour at specific times (e.g. Black History 

Month)? Are these celebrations or representations reinforcing tropes or stereotypes, or in any way tokenistic? 
•  Do text books and reading books have characters and individuals included in them that positively 

represent your school’s population and also widen knowledge around a diverse range of populations 
which may not yet be part of the school community? (See https://thegec.org/books for a diverse collection 
of books for all ages)

Professional Learning and Development
Professional learning and development of staff members, governors and trustees should include learning 
about ‘race’, racism and anti-racism in ways that will continually improve racial literacy and confidence. 
It should also be delivered in ways which are anti-racist. For example, all external or internal trainers 
and facilitators should be able to deliver their training through an anti-racist lens whether it is about 
curriculum, data management or special needs and disability matters.

Learning and development should be ongoing, scaffolded and regular. If it all takes place through training 
days which some staff members, governors or trustees may miss, schools need to develop a ‘catch-up’ 
strategy for staff development (i.e., record sessions as they happen, repeat key sessions twice a year, share 
session slides/resources).

Ask yourselves:
• Do you train staff and governors/trustees on equality, diversity and anti-racism?
• If you have a union representative, have they had training on equality, diversity and anti-racism?
•  Is knowledge, action and vigilance around anti-racist practice recognised, rewarded and afforded the same 

priority as other safeguarding concerns? Is it part of all staff members’ objectives for professional development?

Parents, Carers and Community Partnerships
In order to create an anti-racist environment in schools, it is essential that governing bodies support 
parents and carers in understanding and implementing anti-racist approaches at home with their children. 
There are a number of ways in which governors can provide support.

Firstly, they can work with organisations to promote anti-racism in the school and the wider community.  
This could involve hosting events or workshops on anti-racism or inviting speakers to share their 
experiences with parents and carers. Secondly, specialists can be brought in to provide training or facilitate 
discussions for parents and carers on recognising racism, as well as highlighting strategies they can use 
to challenge racism. By collaborating with these organisations, governors can contribute to creating a 
community that is truly inclusive.

Furthermore, governors may be able to support the production of information leaflets on anti-racism, regular 
and open forums to discuss issues related to anti-racism, or simply provide access to governors.  In delivering 
this support, governing bodies can play a vital role in tackling racism in schools.

Ask yourselves:
•  Is there a database of skills/experiences that governors bring to the board? Is it up to date and easily searchable?
•  How can connections that governors have with local businesses be utilised? Can they support the school 

and other areas of the local community?
•  How will you ensure that representatives of local organisations have the right knowledge and are adequately 

trained to speak to your parents and carers on issues of anti-racism in their context? How will they be vetted?
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Additional Concepts
In addition to these six areas, we must consider the following important concepts too.

Colour-Evasiveness
When individuals deny racial differences, they are engaging in colour-evasiness. They may do this by 
making comments such as ‘we are all human’, ‘I don’t see race’. On the surface this seems like a positive 
way to downplay the significance of ‘race’, however, in reality it does the opposite.

Research by Xiao et al (2017) has found that children as young as 6 months associate their own ‘race’ faces 
with happy music and other ‘race’s’ with sad music. As they age and enter their teenage years they continue 
to make observations based on race. As educators and governors, it is important that we do not avoid talking 
about differences as this perpetuates the status quo. We need to engage in conversations about ‘race’ and 
observations of differences, so that we are modelling the behaviour we expect to see in students.

Ignoring differences only perpetuates discrimination and inequality; by pretending it doesn’t exist we allow 
it to continue unopposed. This makes it difficult to address discrimination at a systemic level therefore 
affecting policies and how they are enacted.

What can be done:
• Equip educators to have age-appropriate conversations about race with their students.
• Ensure librarians and support staff receive training alongside educators where relevant
•  As a community, be consistent in your responses to students when they make race-based observations

Hidden Workload
Senior leaders, educators and governors need to be aware of the hidden workload that minority educators 
face on a daily basis. This hidden workload can take a toll on mental health if not addressed. Signs of a 
hidden workload include, exhaustion from being the go-to person for advice, being asked to translate for 
parents, dealing with minority ethnic students (usually behaviour incidents).

As a governor, it is important to be cognisant of the language you might hear as this may also be a sign 
that the hidden workload is present. Addressing this workload is crucial in order to create an inclusive 
environment for all educators. We can work to reduce or eliminate the hidden workload through 
monitoring, and ensuring this is a standing item at leadership and governance meetings.

What can be don e:
•  Ensure planning for ‘cultural events’ is the responsibility of a collective group of staff, not just one individual
• Review current processes to distribute this workload equitably
• Analyse incidents related to minority groups reported and who frequently deal with these issues

Mental Health
The relationship between mental health and anti-racism is important and should be considered by all 
educators, school leaders and governors. As previously discussed, the hidden workload associated with 
being a minority ethnic educator can be even more challenging when combined with the stress of dealing 
with overt and covert racism.  Teaching and support staff from minority ethnic backgrounds may experience 
microaggressions on a daily basis and this can take a significant toll on mental health, leading to trauma and 
anxiety which in turn makes it difficult to perform their role at their best.  

It is essential that educators and support staff have access to resources that meet their specific needs, 
to ensure they feel safe and develop a sense of belonging within their school and local community.  This 
may comprise a regular check-in with senior leaders, opportunities to debrief after challenging incidents, 
and tailored training programmes (i.e., how to deal with microaggressions).  It is essential that governing 
bodies provide adequate support for these educators, as they play a vital role in promoting anti-racism in 
the education system.  

In addition to ensuring that all staff receive proper mental health training, governing bodies should also 
aim to create an environment where staff feel comfortable speaking about their experiences of racism.  
However, we must be cognizant of the fact that in talking about and reliving racist incidents, this can cause 
further trauma for those involved; this can be mitigated as previously stated, by employing appropriately 
trained individuals to facilitate discussions and manage debriefing sessions.

By taking steps to address the unique challenges faced by educators from minority ethnic 
backgrounds, there is the potential to build better relationships with peers and students, whilst 
creating a more inclusive and supportive environment for all staff.

What can be done:
• Create a mental health policy and establish a mental health group
• Be transparent with processes and policy
•  Regularly obtain feedback on the mental health of all staff; if using surveys, focus groups, consider 

the words used and phrasing of questions

Antiracism in Predominantly White Schools
Anti-racism is the belief that all people are equal regardless of their racial identity, and that racism 
is an unjustified system of discrimination and oppression.  It is a commitment to action, not just 
words, in order to end racism.  It also relates to teaching and learning about the varied experiences 
of people from different racial groups.

Predominantly white schools are institutions where the majority of students and staff are white; here 
anti-racist programmes can sometimes be met with resistance. In these schools, you might find 
that policies, practices and ideologies have a propensity to centre whiteness which may result in the 
marginalisation of perspectives, identities and practices of minority groups.

In a predominantly white school, ways for students, educators, and governors to become anti-racist 
may require more planning, but various approaches can be taken. One way is to learn about and 
celebrate the diversity of cultures within the school community through events, curricular resources, 
and extracurricular activities (being mindful of not making this a tokenistic effort).
Another more challenging approach is to identify and challenge racist attitudes and behaviours 
whenever they occur. This includes the promotion of anti-racist values among peers, and speaking 
out against racism when it is witnessed. But most crucially, you need to work with other anti-racist 
organisations and individuals/educators, to promote social change.

What can be done:
•  Encourage staff and students to talk about race and racism openly, without fear.  Encourage all staff 

to challenge, call-out or call-in (see link in Resources and Next Steps), peers and senior leaders
•  Ensure your curricula and extra-curricular activities are inclusive, reflect your community, but also 

incorporate aspects relevant to other cultures/communities
•  Assign a governor responsible for challenging items related to issues of ‘race’ that are raised in 

governance meetings; consider who will be responsible for developing strategy to bring about actions
• Join forums where you can learn from other schools (i.e. Mighty Networks)

Case study: A small multi-academy trust in the South of England
This is a small multi-academy trust (MAT) with fewer than 10 schools; primary and secondary 
provision. The population is not diverse and there are very few staff from minority ethnic 
backgrounds. This would be classed as a predominantly white school as the majority of students and 
staff are white. Senior leadership and the governing board have identified a need for further learning 
amongst staff and students.

What was happening?
Leaders were aware they were not able to fully support some of the underrepresented communities 
across the multi-academy trust nor within their local communities. The school required advice on 
next steps and leaders reached out to independent consultants, and charities for guidance.

This MAT made the decision early on to engage an external supplier to conduct a Diversity, Equity, and 
Inclusion (DEI) audit at the trust and school level. The following are examples of a few of the key findings:
• Racism is endemic within one of the schools
• There is a lack of understanding of how to tackle race related incidents
• Low confidence from staff to teach Black History
• Restricted by the curriculum in some subject areas
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In relation to the first bullet point, ‘casual racism’ was highlighted as a major concern in this 
predominantly white school and potentially within the community. Leaders and governors acknowledged 
that swift changes had to be made to develop a safe and inclusive environment.

In order to develop an anti-racism strategy, senior leaders funded two of their schools (one primary and 
one secondary) to register for the Centre for Race, Education and Decoloniality’s Anti-Racist School Award.  

What was the outcome?
In completing the initial diagnostics for the Anti-Racist School Award, the designated anti-racism leaders 
highlighted areas that these two schools need to focus on (i.e., changes to their curriculum, and working 
with parents/carers to develop their understanding of issues related to race and casual racism). 

In addition to meeting their coach and identifying resources to support educators, feedback from the 
external audit has allowed all schools in the MAT to develop a strategy to support underrepresented 
groups and better understand how an anti-racist school looks and feels.

Other actions have included securing the services of an external consultant to work with the leadership 
team and governors in developing their understanding of race related issues in their context.  And, to raise 
awareness amongst all staff and ensure they are able to engage in discussions on ‘race’ and racism, an 
external consultant will deliver bespoke training during an INSET day. The school will also develop an 
ongoing programme of training through a combination of free and commissioned resources, face to face 
and online training.

Resources and Next Steps:
Structural racism: what it is and how it works
Prof.Vini Lander  
https://theconversation.com/structural-racism-what-it-is-and-how-it-works-158822

Understanding race equality in British schools: a 75-year timeline 1950 - 2025
Prof. Heidi Mirza
https://www.leedsbeckett.ac.uk/research/centre-for-race-education-and-decoloniality/critical-race-theory/ 

Interrupting Bias: Calling Out vs. Calling In
https://diversity.tufts.edu/resources/interrupting-bias-calling-out-vs-calling-in/ 

SECTION TWO: WHAT IS ANTIRACIST GOVERNANCE?
Anti-racism is active, iterative and continuous. It is about changing not only what is done but also how this 
is done. It is about outcomes rather than intent and finding ways to seek out inherent and structural racism 
with the assumption that it will be present unless we take steps to deliberately disrupt it and mitigate against 
it resurfacing in our schools. The whole school community needs an understanding of the issues around 
‘race’ and racism, to know where racism dwells in schools, and to know where there are opportunities within 
governors’ and trustees roles and responsibilities to deploy an anti-racist lens whilst keeping this a strategic 
priority embedded at every level of school life. We have set out some of these points in the following section.

Measurement and Publishing Progress
Anti-racist governance is a moral and legal duty, but it is also important that you use your power as a 
governor or trustee to disrupt racism and its impact on the lives of those you serve. As a governor you may 
recognise that you have power, but you must dedicate time and budget to this work, and make yourselves 
and the school, academy and/or MAT accountable to make measurable progress towards racial equity. You 
can do this through:
•  Setting measurable key performance indicators (KPIs) around progress towards racial equity across 

a range of areas within your remit as a school e.g. a KPI could be around closing gaps in progress 
and achievement between ethnic groups or recruiting more Black and Asian staff members to senior 
positions within the school

•  Publishing your progress annually, including the whole picture of any KPIs you have not yet met. Include 
this as part of the annual report that the school, academy or MAT produces. 

The Public Sector Equality Duty for Schools
All schools should be compliant with the Public Sector Equality Duty for schools (PSED). There are 
three main elements: Eliminating discrimination and other conduct prohibited by the Equality Act 2010; 
Advancing equality of opportunity between people who share a protected characteristic and people who do 
not share it; Fostering good relations across all characterstics - between people who do share a protected 
characteristic and people who do not. 

‘Race’ is a protected characteristic and the others are: age, sex, disability, religion or belief, sexual 
orientation, gender reassignment, pregnancy or maternity, marriage and civil partnership. Of course, 
people’s identities are intersectional, meaning they are never just their ‘race’ or age or sex but can have 
intersecting characteristics.

As governors and trustees you will be keen to be compliant with the PSED for schools and will need to 
publish evidence on the school or trust website to show compliance. 
Such evidence might be policies relating to behaviour, anti-bullying, anti-racism; evidence of staff and 
governor training; monitoring activities and records. 

It can also be seen in attainment data showing how pupils with different characteristics are performing; 
initiatives designed to promote equality for specific groups; evidence showing improvements for specific groups.

You could also demonstrate you are fostering good relations through your curriculum choices, assemblies, 
partnerships with local communities and initiatives that tackle tensions between different groups within 
the school community.

Compliance is important, but all commitment to equality and to anti-racism must show commitment 
beyond compliance. The PSED is a good place to start to understand how inequality can manifest itself 
and how a commitment to equality can be embedded in activity, strategy and practice across the entire 
organisation. As with the other aspects of anti-racist practice, this should very much be a ‘done-with’ and 
not a ‘done-to’ activity, so you will need to consult with staff, students, parents/carers and the wider school 
community to understand how to ensure a greater level of success.

Ask yourselves:
• How might the board eliminate discrimination and do you understand where it comes from? 
• How can you ensure equitable access to opportunity for staff and students alike as a board?
•  How might you monitor and report on this? E.g. reporting on gender and ethnicity pay gaps and setting a 

strategy to act on what you find
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Ethos (is not enough)
All schools take time to develop their unique ethos, and often have this displayed around the school, on 
promotional material, and try to ensure that this is embedded throughout the ways the school operates 
day to day. Governors and trustees have an important role to ensure that the school ethos is ‘lived and not 
laminated’. One way to do this is to audit how, when and where elements of the school ethos are actually 
demonstrated, lived and practised throughout the curriculum, in how staff, students and families are 
treated and more. You can do this through regular surveys of the school population, and through reviewing 
the curriculum, HR practice, and other policy areas of the school. Maintaining racial inequity prevents 
schools from living their ethos and achieving your vision.

Case study: Reviewing policies with an anti-racist lens
Many schools wish to review their existing policies with an anti-racist lens and to commit to all new 
policies and cyclical reviews of policies to include this lens. 

It is important to have an anti-racism policy, policies and practices around reporting racist incidents, and 
an equalities policy. Schools should also be mindful that there are policies which lend themselves to having 
concepts and commitments around anti-racism explicitly stated within them, such as a curriculum policy 
and a behaviour policy. 

To deploy an anti-racist lens to all policies, it can be useful to use sites such as https://www.whiteaccomplices.org 
to guide the ways in which the school could be actively anti-racist in all areas of school life.

When reviewing policies, make a list of critical questions
Does this policy benefit or disadvantage certain groups?

Does the policy have actions that could be deemed degrading or offensive for those from minority groups?

Do policies contain prejudicial, ignorant, outdated language? Or racist stereotyping which disadvantages 
minority groups?

Does this policy frame its worldview from a single perspective e.g. when your packed lunch policy lists 
acceptable carbohydrates, does this list include options which are staples likely to be prepared in the 
homes of the children your school serves?

Does this policy exclude certain groups’ experiences or needs? e.g when you list items deemed acceptable 
to wear in your uniform policy, does this include culturally appropriate references to hair, hairstyles, 
jewellery, head coverings, and so on?

Does this policy highlight ways you can ensure inclusion? E.g. Does your school trips policy remind staff of 
their obligation to check thoroughly whether a planned trip might fall during a day of religious significance 
for anyone in the school community, or may involve compromising principles, beliefs or needs of a specific 
group or individual?

Does this policy provide opportunity to diversify and challenge the school’s usual approach e.g. If the 
school is based in a racially diverse area and needs to carry out some repair work, would they prioritise 
businesses with racially diverse ownership when seeking quotes?

Is this policy created with a particular group in mind and could it be extended to be more inclusive?

Is the language used in this policy accessible and understandable to every member of the school community e.g. 
Can you ensure that if you have to use jargon or acronyms, these are explained clearly throughout the document?
 
If the document is translated into community languages does it also properly translate the concepts and 
culturally-specific language used by the school? Have you had a community translator check it for you to 
ensure it makes sense?

Recruitment, Professional Development, Retention of Governors
Governor and trustee training and development usually involves regular skills audits to understand the 
needs of the board members compared with the responsibilities of their role. It is important to understand 
that becoming a governor or trustee usually means a level of prior knowledge and comfort with the role. 
In actual fact, well-seasoned governors and trustees also need regular training, support and updates 
in a rapidly changing sector such as education. Therefore, it is important to ensure that in recruiting, 
developing and retaining governors and trustees, the focus on de-mystifying, simplifying and supporting 
each board member is central. 

Lived experience is vital and people should be encouraged to draw on this where appropriate and useful. 
Remember, that just as a parent governor is a representative from the parent body and not a representative 
of the parent body, so a person of colour on your board should not be expected to speak for or about all 
people of colour. The same applies for any of the protected characteristics.

When recruiting governors and trustees with anti-racism in mind (see also case study below):
•  Audit skills and experience as well as the ethnicity, gender, and other demographics or characteristics 

of your board to see how well you represent the population you serve. Focus your recruitment efforts 
around the elements where you have gaps. Remember, much of the skillset can be learned whereas 
things like lived experience and connection with the communities you seek to represent cannot.

•  Start recruiting very early and for the purpose of good succession-planning, search for additional 
governors when others on the board are in their second or third years of a four-year term.

•  Recruit as you would for any other role. Produce a role description, put an advertisement in as many 
places as you can: local newspapers, Twitter, LinkedIn, charity jobs boards, organisation newsletters, 
university jobs boards, community notice boards, and the school noticeboard.

• Consider speaking to local businesses to see if they would like their staff to gain board experience. 
•  Speak with other headteachers and governing boards to see if staff at their schools would benefit from 

governor or trustee experience.
•  Make a shortlist against your search criteria and choose which candidates you will interview. Run a 

formal interview process with an interview panel.
•  Make sure all prospective candidates are aware of the training and development opportunities, how you 

will induct and support them, and any services or support packages that they will receive as part of their 
role e.g. local authority training, subscription to National Governance Association or The Key Governance.

•  Ensure that all candidates are clear on the time commitment, and be honest that there is reading and learning 
that should take place between meetings, and an expectation to visit the school(s) regularly and so on. 

•  Ensure all candidates are asked about their commitment to race equity and anti-racism and make it 
clear that this is a priority for the school or trust if this is the case.

When thinking about retention and development of governors and trustees:
•  Make no assumptions about anyone’s understanding of governance. They will need a thorough induction 

not only to governance itself if they are new to the role, but also to your school(s). Governance changes 
regularly so everyone needs refreshers.

•  Make sure every new board member has a ‘buddy’ who helps support and orientate them for the first 
year of their term, no matter how proficient or expert they seem to be at governance. This will be useful 
for the buddy as well as the new member of the board.

•  Papers for meetings should be circulated at least a week before the meeting date. Don’t use jargon or 
acronyms in meetings or papers that are circulated and explain every term in full the first time it is used.

•  Make sure that meetings take place at times that work for people with a variety of commitments and 
duties outside of their governor/trustee role. E.g. If possible, offer a place at the school breakfast or 
after-school club if they have children; hold meetings from 7.45am so that people with jobs that don’t 
afford them flexibility can be at work on time; consider blended meeting attendance so people can work 
around work and caring responsibilities; cover costs for travel, childcare or care for dependants to 
facilitate meeting attendance.

•  Create a development plan for each governor/trustee which includes reading, training sessions online 
and face to face, and small working parties within the board itself. This should also include your 
curriculum for racial literacy that all governors will complete together.

•  Consider self-evaluation of governors mid-way through the year and at the end of the year. The Chair 
should have a performance review including receiving anonymous feedback from fellow governors/
trustees and other key members of the school community.



The Centre for Race, Education & Decoloniality CRED@leedsbeckett.ac.uk

The Centre for Race, Education & Decoloniality CRED@leedsbeckett.ac.uk

14

15

Case study: Recruiting governors with a focus on race equity
This is a one-form entry primary school in Tottenham, London. It serves a very diverse population 
representative of the wider community. The governing board identified that while their board is racially 
diverse it would like to recruit community governors with knowledge and understanding of some of the 
under-served and underrepresented communities in the school.
How did the school go about recruiting onto the governing board?
Importantly, for the purpose of good succession-planning, the search for additional governors started 
when others on the board were in their second or third years of a four-year term. This gave ample time to 
follow a rigorous and thorough process. The board was invested in disrupting the often-used ‘tap on the 
shoulder’ method of recruiting governors/trustees, as this often results in a lack of diversity.

The board used the free ‘matchmaking’ services Inspiring Governance and The Black Governors Network 
to place an advertisement on websites. They also placed an advertisement in The BAMEed Network 
newsletter. Interested candidates were approached and were interviewed on the phone or via video 
conferencing. The board sought out specific skills and experience based on their skills audit and the needs 
of the school, as well as racial diversity. Potential candidates were asked directly about their positionality 
with regards race, racism and anti-racism, and about their links with the local communities.

Another technique was to go and speak with local business owners on the small high street near the 
school to ask them if they knew much about the school, what, if anything, they knew about school 
governance, and whether they would be interested in finding out more. They were also asked about their 
own positionality with regards their links to the communities that the school serves. One or two suitable 
candidates were identified, and they were asked to consider becoming an associate governor with a view to 
increasing the commitment to becoming a community governor for a four-year term within a year.

The school planned to use the model of associate governor to give the potential governor plenty of time to 
come and take part in meetings, visit the school, undertake induction and some training put on by the local 
authority. This supported an ‘easing in’ of new governors to the role, the school, and to meetings without 
the pressure of being an appointed member of the governing board yet.

What was the outcome?
The school recruited one local authority governor through the first technique and an associate governor 
through the second. Both had unique and different experiences, networks, skills and perspectives which 
they were able to bring to the board, and which enhanced the knowledge and understanding of the whole 
board. Each new governor was from an ethnic minority group served by the school, and was a resident of 
the school’s borough.

What would they do again/differently?
The school has identified that there is more work to do to make the role of governors more visible, tangible and 
interesting to a range of staff, parents/carers, community members and the children as well. 

Recruitment, Professional Development, Retention of School Staff
When it comes to staff recruitment, governors and trustees are generally not involved unless it comes to 
the recruitment of the headteacher, principal or CEO. However, governors and trustees do have a role in 
setting the strategy and monitoring how well their school or academy does in recruiting, developing and 
retaining staff members across the school.

As part of your anti-racism strategy, you will be keen to ensure that the staff team is reflective of global 
society at every level and will have a plan in place to recruit, develop and retain staff. 

Monitoring and Evaluation with an Anti-Racist Lens
A significant part of governors’ and trustees’ roles is monitoring and evaluation of the strategic plans and 
activities of the school, academy or trust. There are several sites of inquiry through which you can use a 
lens of anti-racism in your role as governor or trustee.

Wellbeing, Absence and Attendance (Students) 
Questions to ask the school about persistent absence of students:
• What are the persistent absence rates?
• Is absence (and persistent absence) more widespread within certain groups of pupils?
• Are the figures influenced by a small number of pupils?

• Is there a particular age group/year/class that has a significantly lower attendance rate than the others?
• How much of our absence is authorised? Who gets authorisation and who doesn’t?
•  What are we doing to promote attendance in positive ways and are we sensitive to barriers to attendance 

that we may have missed?
• What impact are these strategies having? 
• How does our attendance compare with the national figures?
•  If poor attendance is a problem, what strategies have we put in place to address this? How do we know these 

are the right ones? Are there cultural sensitivities that we are missing and need to improve our knowledge on?
•  Have we made the connection between poor attendance, persistent lateness or children missing from 

education and any safeguarding risks to specific children?
• How do we support student wellbeing?
• How is wellbeing promoted through the curriculum and nurtured in various activities in school?
• What do students know about mental health and wellbeing? Are staff equipped to support them?
• What has been the impact of any student wellbeing initiatives?

Behaviour and Exclusions
Questions to consider regarding behaviour and exclusions:
•  What is our behaviour policy? Is it culturally sensitive and appropriate to our ethos and commitment to 

anti-racism? e.g. Do we deploy restorative justice methods and how might these promote better student 
engagement and behaviour?

•  When considering behaviour reports, what groups stand out? Has the school had appropriate training and 
guidance on the impact of teacher bias, structural and institutional racism on behaviour management 
and exclusion rates?

•  What is the impact of any exclusions on the safeguarding risks for young people in our care? How are we 
mitigating these?

•  What is the exclusion process and are there steps in place to ensure that this is equitable and includes as 
many interventions, external professional guidance and efforts to prevent permanent exclusion? e.g. the 
headteacher should not make a permanent exclusion decision in isolation, in the heat of the moment, nor 
without input from the local authority or other external agencies.

• How are families involved in behaviour management and any exclusion processes?
• How are staff supported when dealing with behaviour positively?
•  Are staff aware of issues such as bias around ‘adultification’ that affect decision-making with regards 

children from some ethnic groups? e.g. see the Child Q case 

Absence and Sickness (Staff)
Questions to ask the school about absence of staff:
•  What are the absence rates and patterns? Is absence (and persistent absence) more widespread within 

certain roles, times of the year, days of the week, career stages? 
•  Is there a particular group that has a significantly lower attendance rate than the others? Why might this 

be and what might their challenges be?
•  How much of our absence is related to persistent health issues and what might we do to support staff 

better to manage their health?
•  What are we doing to minimise absence and sickness in positive ways and are we sensitive to issues that 

we may have missed? Have we asked staff what they need?
• How does our staff absence and sickness compare with the national figures?
• If high absence rates are a problem, is this due to issues around workload and wellbeing?
•  What strategies have we put in place to address this? How do we know these are the right ones? Are 

there cultural or other sensitivities that we are missing and need to improve our knowledge on? e.g. 
The impact of menopause on attendance, or specific health risks for BAME staff members that can be 
acknowledged and accounted for strategically (see https://www.bameednetwork.com/resources/bameed-
resources/schools-and-covid-19-pdf-document/ for example) 

•  Have we made the connection between poor attendance, persistent lateness and any safeguarding or 
other risks to specific staff members e.g. mental health concerns, domestic violence concerns, burn-out 
risk of caring for dependants? Are there ways we can be flexible to support staff members equitably?
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Staff Wellbeing
Questions to ask about staff wellbeing:
•  How do you know how staff feel about the school and their work? Are staff proud to work at this school? 

Will they tell you if they are struggling, without fear of recrimination?
• How is staff wellbeing monitored and by whom?
•  Who has responsibility for staff wellbeing in the school? Are they the right person or are there barriers 

for some groups to approach this person? e.g. gender/race/class/seniority in school
•  Do staff know what support is available to them? Do they know where they can go for help, in school and 

beyond (e.g. how to access counselling and support services)?
•  What support is in place to assist the wellbeing of particular roles? e.g. senior leaders or the designated 

safeguarding lead can be especially stressful, so support such as supervision or coaching is important
•  Do we have coaching and/or mentoring available? If not, how else are staff supported and given the 

chance to process and feel professionally valued?
• What training/support do we offer on wellbeing?
• What’s the quality of the relationships between staff? How is this deliberately nurtured?
• How are staff consulted when it comes to changes initiatives?
• What is the culture around healthy work-life balance and how is this modelled by leaders?
•  How is communication managed? e.g. is there a working hours policy or agreement to manage how parents 

communicate with staff? Are staff encouraged to delay sending emails in the evenings and at weekends?
• How are staff supported in dealing with behaviour incidents? 
•  How many staff are on support plans and how are they being actively supported?
• How do you measure staff effectiveness? How do staff know they’re doing their job effectively?
• How do staff receive feedback? How do staff give feedback and regularly are they asked?
•  Do you know your staff’s strengths? e.g. are staff encouraged to build on strengths or are they mainly 

pushed to develop in areas of weakness? Who defines what is a strength or a weakness?
•  How are staff members’ strengths and skills shared and celebrated? Does this form part of the school’s 

professional development?
•  Does the school actively seek to challenge biases around strengths, weaknesses, skills and attributes so 

that they do not colour our treatment of staff e.g. gender expectations, microaggressions, racial biases 
around roles, behaviours and notion like ‘team fit’ 

More ideas and analysis around staff wellbeing is here:  
https://tenpencemore.wordpress.com/2022/06/05/what-i-have-learned-about-staff-mental-health-and-
wellbeing-in-schools 

Achievement and Progress
Questions to ask about student progress:
•  Are we closing gaps between groups of students and are students getting the support they need to reach 

their potential?
•  How are we assessing student potential and are staff aware of and trained in the impact of bias and 

teacher expectation on particular groups?
•  What are the barriers to student progress and how is this influenced by teacher expectations, bias or 

stereotypes? Are there barriers we may not have considered that we can find out from the students and 
their families? e.g. a particular initiative is timed for after school and the bus route that serves some 
children’s neighbourhood doesn’t run regularly at that time; or children with caring responsibilities won’t be 
able to stay after school or to complete extra assignments after school.

•  Can we explain why progress might be better in one subject than another and can departments work 
together to understand what works and why?

•  How do staff report to parents/carers on progress and in what format? What do we ask parents/carers to 
do in response?

• Do staff have appropriate training to help students to progress?
•  Is appropriate identification of and support for special educational needs and disability (SEND) in place to 

ensure students progress well?

•  Are there noticeable variations in data for specific gender and/or ethnic groups? Across year groups or 
classes? By teacher or discipline?

• How do vulnerable groups compare with their peers and are our expectations high enough for them?
•  Do governors have appropriate training and skills to analyse our school’s performance and can they spot 

trends for particular groups and why these may be impacted by bias and/or structural or institutional racism?

Safeguarding 
Questions to ask about safeguarding:
•  Is our commitment to anti-racism in the school extended to include racism as a safeguarding risk to 

children, staff and families?
•  In carrying out our responsibilities around the Prevent Duty for Schools are we aware of the ways in which 

policy and practice can be racially charged and problematic? Do we understand which groups nationally 
are at high risk of radicalisation and which groups are stereotypically targeted as of interest?

•  Has the school undertaken safeguarding training with an expert in anti-racism and safeguarding? What 
has changed as a result of this in our understanding, practice and/or policies?

•  Are a variety of staff/providers involved in delivering safeguarding training? Are we hearing different 
voices, gaining different perspectives on issues?

•  Are staff aware of the possible indicators of abuse? Have staff been trained to deal with cases of FGM in a 
sensitive manner? Is there an understanding of this issue.

•  Restraining students: What training has the school done, what is the policy on restraint and how is this 
viewed through an anti-racist lens?

•  What further training on safeguarding do we (as governors) need in this context?

Special Educational Needs and Disability (SEND)
Questions to ask about SEND:
• Is the SEND policy up to date and is it aligned with policies on anti-racism?
• Who is involved in the review of this policy?
•  How can we ensure bias is reduced/eliminated when diagnosing students?  There is evidence to suggest 

that a lack of familiarity can lead to an incorrect diagnosis of SEND (See Chapter 2 in Bernard Coard’s 
seminal book “How the West Indian Child is made educationally sub-normal in the British School System” 
where he discusses the impact of Cultural Bias, Middle-Class Bias, and Emotional Disturbance Bias)

•  Behaviour vs. special needs and race (Consider overdiagnosis and underdiagnosis of certain groups e.g. a 
two-site PRU where Black students are assigned to the behaviour unit whilst white students are placed in 
the SEMH unit.) 

•  To what extent does the school work with families in culturally sensitive and not culturally assumptive 
ways around SEND?

•  SEND around the table at board level - to what extent do we have representation at board level from 
people with experience of SEND either as people who work in SEND, who are relatives of people with 
SEND or who themselves have SEND?

• Do we arrange times when we listen to students who have SEND to hear their views ?

CPD and Staff Development
Questions to ask about professional development:
•  What training do you feel would be most useful in developing your understanding of issues related to 

‘race’ in education?
• What training is currently available? Is it relevant and up to date?
• What gaps were/are there in initial teacher training?
•  Are all staff (and governors/trustees) able to analyse data relating to exclusions and spot potential trends 

(e.g. around ethnicity)?
•  What changes can be made to the current provision of professional development to build anti-racist practices?
•  Are staff afforded the opportunity to talk about the ways in which ethnicity impacts/affects school, the 

curriculum, and other areas of school life?
•  How can staff development in this area be sustained? What happens when there is not as much media 

attention? (i.e. #BLM #RaceEquality)
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Curriculum
Questions to ask about curriculum:
• Who is responsible for determining the spend on curriculum resources?
•  How are teachers trained to deliver an updated curriculum, particularly if the content relates to 

underrepresented groups? 
•  Do changes to the curriculum complement the EYFS statutory framework and other equivalent 

frameworks across different phases?
•  Who decides the content of the curriculum and how it is taught? How frequently is the curriculum 

audited?
• What steps are being taken to support staff in recognising racial stereotyping in the curriculum?
• Can we learn from other schools in our local authority/trust? How can we share our expertise with others?

Finance
• Is there a sound financial strategy? (Is there a contingency plan?)
• How are resources allocated? Are they allocated equitably? (people and tangible resources) 
•  Is funding allocated in line with priorities? (Interventions for underperforming &/or underrepresented 

groups, pupil premium, tutoring, breakfast and after-school clubs.)
• How has funding impacted interventions? Who benefits? Are certain groups missing out?
•  How are funds re-allocated if an underspend occurs?  Is anti-racism training high on the agenda? Does 

overspend get allocated to resources for Y6/Y11 students?
•  Do we have a Value for Money (VfM) statement highlighting cost savings in terms of supply teachers & 

support staff, insurance, assets.
•  How can we obtain better Value for Money (VfM) by reviewing our plans and working with the local 

community?
•  CPD and training - How much time is allocated? Are activities aligned with pupil outcomes? If so, is the 

impact of these activities evaluated/monitored against these outcomes? (i.e., through student voice, 
do students feel safe and valued? Are students experiencing a broader curriculum due to the training 
educators have received? Through parent/carer surveys, is there an improved sense of belonging and 
feeling welcome to the school.)

•  Does the school use the Integrated curriculum and financial planning (ICFP) framework? ( see https://
www.gov.uk/guidance/integrated-curriculum-and-financial-planning-icfp)

•  Have we assessed the gender and ethnicity pay gap and do we have a strategic plan in place to address this?
• Does the school pay minimum wage / living wage to all roles across the school?
•  What budget is dedicated to ensuring our recruitment strategy broadens the diversity of our staff at all 

levels, including leadership?

Community and families 
•  How do we engage families in governance? How do we promote engagement with ‘hard to reach’ 

groups? (these are groups that are often stigmatised as being different, i.e. refugees, asylum seekers, 
traveller families, families from minority ethnic communities)

• How do we recruit governors?
• How are parents made to feel welcome in the school community?
•  How well does our school keep parents/carers informed? Are communications accessible and available 

in different languages?
•  Are students and parents informed about the benefits of being multilingual? (as opposed to it being seen 

as a negative) 
•  Is there a need for school leaders/governors to lead focus groups to learn more about parents/carers, 

the community and their needs?
•  When parents/carers and communities are asked for their views, how are these actioned?  How do we 

feed back any changes or communicate the reasons why we aren’t making changes?
• In what ways do we work with the community? How do we know what impact these have?
• How do we keep abreast of changes that may impact our wider community?

Monitoring visits by governors and trustees
An important part of the governor and trustee role is school visits. It is important that these are done well 
and that they are an opportunity to deploy an anti-racist lens before, during and after the visit.

Formal monitoring visits are to discuss the school’s progress in a specific area with a relevant staff 
member responsible for this area. You might use these to see how a policy plays out in action, or perhaps 
when you attend to ensure that SATs are being administered correctly.

Learning walks are an opportunity to get a feel for a particular area under the guidance of a staff member. 
You will speak with a range of staff members and students as well as potentially parents/carers. For each, 
you will write up your findings and share these with your board. Using a template will ensure consistency 
and clear expectations when you visit the school.

There are step by step guides and templates for both monitoring visits and learning walks on The Key 
Governance here https://schoolgovernors.thekeysupport.com/the-governing-body/visiting-your-school/ 
however, these do not detail specific ways to carry out these visits with an anti-racist lens in mind, so you 
will need to build in extra time drawing on your learning to date to identify what ways you can build this in 
before, during and after your visits. Think about:

-  What is my positionality and starting point in terms of prior knowledge, experience, opinions and biases 
around the area I am investigating? How might I draw on others to broaden my perspectives and viewpoints? 

-  What extra reading, learning and engaging with research, opinion, guidance or challenge might I need to 
do before arranging a visit?

-  How and when will I report back to the board and what challenge might I want to get from them to help 
explore anything I might have missed, misinterpreted or what might I want to amplify back to them from 
my findings?

Resources and next steps:
Whole school anti-racism audits
https://schoolleaders.thekeysupport.com/administration-and-management/ethos-equality/specific-
equality-considerations/whole-school-anti-racism-audit-tool/ 
https://neu.org.uk/media/11236/view
https://www.em-edsupport.org.uk/Pages/Download/918ffab8-e31e-4a80-9bf1-fe27a1396d48/
PageSectionDocuments
https://www.theschoolbus.net/article/antiracism-audit/9177

Governors’ skills audits
https://schoolgovernors.thekeysupport.com/the-governing-body/recruitment-and-competence/governor-
skills-and-effectiveness/governor-skills-audits-competency-framework/
https://www.nga.org.uk/Knowledge-Centre/Good-governance/Effective-governance/Governing-Board-
Self-Review-(1)/Skills-Audit-and-Skills-Matrix.aspx 

Board self-evaluation
https://schoolgovernors.thekeysupport.com/the-governing-body/recruitment-and-competence/governor-
skills-and-effectiveness/governing-board-self-evaluation-process/?tab=maintained-school
https://www.nga.org.uk/Training-and-Development/Online-evaluation-tools.aspx
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SECTION THREE: FURTHER LEARNING 

The following section contains some ideas for further learning, useful websites and resources.

Talking Race Podcast
This podcast series explores the roots of race and how this invention controls the world. Race, the biggest 
myth in human history, has justified slavery, colonialism and genocide. So, let’s talk about race. The series 
hosts, Professor Vini Lander and Dr Daniel Kilvington, will speak with scholars, professionals and activists as 
we learn about race, and how racism is manifest in different contexts. This podcast will be one of interest for 
scholars, professionals, activists, students, governors and the public understanding of race and racism
https://podcasts.apple.com/gb/podcast/talking-race/id1523519574

The BAMEed Network
The BAMEed Network is a grassroots charity aimed at ensuring diverse communities are represented as a 
substantive part of the education workforce for teachers and leaders in education. BAMEed seeks to address 
the inequities in the recruitment of Black, Asian and minority ethnic colleagues into the teaching profession 
and the lack of support to ensure progress in those careers. There are lots of high quality resources, local 
area networks, a jobs board, a speaker directory, an Equality, Diversity and Inclusion consultants directory, 
coaching service for school staff and more available free at www.bameednetwork.com 

The Anti-Racist School Award with CRED
The award was written by Professor Vini Lander, of the Centre for Race, Education and Decoloniality 
at Leeds Beckett University. The research-informed award uses a criteria-based technological model 
focusing on evidencing anti-racist practice. A diagnostic tool outlines a staged approach to meeting 
criteria at gold, silver and bronze levels. It includes one-hour coaching sessions at the beginning, the end 
of year one, and on submission of evidence for the award in year two. Live webinars and an online group 
for discussion support those undertaking the award. The programme is delivered by ‘coaches’ who are 
former senior educators and doctoral researchers with extensive experience in developing anti-racist 
practice. To find out more about signing up, contact CRED@leedsbeckett.ac.uk 

The Wellcome Trust anti-racist principles and toolkit
Written in June 2021, this is an example of how a leading organisation has set out their principles, 
guidance and commitment to anti-racism.
https://cms.wellcome.org/sites/default/files/2021-06/Wellcomes-Anti-racist-principles-and-toolkit-2021.pdf 

Flair Impact
Flair helps organisations break down the barriers to racial equity through capturing data, using race and 
ethnicity analytics, showing you where and how racial bias is holding your organisation back, helping you 
set goals, monitor and report on progress. Find out more at www.flairimpact.com 

White Accomplices
This website has resources which have been developed to support white people with practical ways to act 
for racial justice https://www.whiteaccomplices.org/ 
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