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foreword

Hate crime is a persistent and divisive issue in our society, affecting many people because of their race,
disability, gender, sexual orientation, religion or belief. It is also something that can flare-up under certain
circumstances, as demonstrated by its increase after the 2016 EU referendum.

The role of education in combating hate crime was highlighted in the UK Government’s 2016 Action
Against Hate strategy which states ‘it is vital that young people and teachers are given the right tools and
skills to challenge hatred and prejudice from an early age’. The Cumberland Lodge conference A
Generation Without Hate draws together those involved in education from a range of perspectives to
consider how best equip children and young people to respond to the attitudes and pressures in society
that can lead to hate crime, and the role that can be played by schools and colleges. 

This document is designed to ensure that those taking part in A Generation Without Hate are fully briefed
in advance of the conference. It is also being made more widely available, and we hope that it will help
inform others in education and other sectors to address the underlying societal issues relating to hate
crime.

We are extremely grateful to the Barrow Cadbury Trust and Culham St Gabriel’s Trust for helping to
initiate A Generation Without Hate and for their generous support of the conference. 

We also thank Cumberland Lodge Research Associate Deborah Grayson for writing this excellent
briefing document, and Yas Taherzadeh for her help in its preparation.

Canon Dr Edmund Newell, 
Principal



about Cumberland Lodge

Cumberland Lodge in Windsor Great Park is home to an educational charity with the vision of more
peaceful, tolerant and inclusive societies.

We offer a ‘safe’ space for unsafe conversations, tackling the causes and effects of social divisions by
challenging silo thinking and equipping and inspiring people to engage in constructive dialogue.

We bring together leaders and influencers, students and community practitioners, and foster learning and
critical thinking through:

Subsidised residential study retreats for students in higher education•
Inter-disciplinary conferences, lectures and seminars, with leading figures from public life•
Mentoring schemes and scholarships for early career researchers and international students•
Educational and cultural events for the local community, including schools workshops, art exhibitions,•
public lectures and literary events.

Cumberland Lodge is celebrating its 70th anniversary as an educational foundation in 2017. Find out more
about its history and heritage at: cumberlandlodge.ac.uk/timeline

http://www.cumberlandlodge.ac.uk/about-us/history-and-heritage/interactive-timeline
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executive summary

1.  People across the political spectrum agree that Britain should be a fair and equal country. Yet recent
political events have challenged this self-image of Britain as a place that is becoming steadily more equal
over time. One indicator of this is the persistence of hate crime, which saw a surge in the wake of the
2016 referendum to leave the EU. This report, which accompanies the conference A Generation without Hate,
is intended to provide a basic overview of the current literature on hate crime, and on school-based
educational interventions which might reduce its prevalence. 

2.  Hate crime legislation in the UK provides protection on the basis of five identity characteristics: race,
disability, sexual orientation, religion or belief, and transgender identity. There are specific hate crime
offences, and also provisions for longer sentences if perpetrators of crimes are judged to have been
motivated by identity-based hostility. Hate crime laws have become mainstream, but remain controversial
in some quarters.

3.  There are a number of different theories of the causes and motivations underlying hate crime. These
include: theories which focus on the personalities of the perpetrators; those which focus on intergroup
dynamics; and structural perspectives which look at socio-economic factors and how prejudice is supported
by institutions. Each of these has different implications for the design of educational initiatives.

4.  The protected characteristics have entered into equalities legislation in different ways, and how they are
defined in law has often been contested. For example, there have been debates about whether caste is
protected as an aspect of race, whether the social or medical model should be used to understand disability,
and how the diversity of trans identities are recognised. Other groups have been argued to be the victims
of hate crime who are not covered in law. These include women, elderly people, and members of alternative
subcultures. There are tensions between identity-specific and more intersectional approaches to both hate
crime prosecution and educational interventions.

5.  There are many different kinds of interventions designed to reduce hate crime and prejudice against the
protected groups. These include: informational approaches such as resource packs created by the Crown
Prosecution Service; encounter-based approaches such as school linking, workshops and multicultural
curricula; holistic approaches focusing on school structures and restorative anti-bullying measures; and
empowerment approaches which encourage young people from marginalised groups to take action
themselves. Overarching issues in schools include the place of these initiatives within the curriculum, and
the status of visible and less visible minorities within the classroom.

6.  The evidence base for the effectiveness of educational interventions in terms of preventing hate crime
has some limitations. A direct measure of reductions in hate crime perpetration is unlikely to be feasible,
and what might be considered reliable proxy measures will depend on the theoretical assumptions being
made about what causes and motivates hate crime. There are significant gaps in the overall evidence base,
which are important to address if interventions are to be scaled up.
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1. introduction

Across the political spectrum people agree that today’s Britain should be a fair and equal country where
those of all backgrounds and identities can flourish. Equalities legislation to protect historically marginalised
groups has been extended in recent decades, and prejudiced attitudes in some domains have changed
dramatically in that time (NatCen, 2013). Yet recent political events, including Brexit and the 23% rise in
hate incidents reported to police in the year after the EU referendum (Bulman 2017), have challenged the
self-image of Britain as a country that is becoming steadily more equal over time. The persistence of hate
crime is one indicator, but there are many others –  from the needless deaths of the poor and migrant
residents of Grenfell Tower, to the growing rates of suicide amongst people with disabilities undergoing
Work Capability Assessments (Barr et al., 2015).

This report, which accompanies the conference A Generation without Hate, is intended to provide a basic
overview of the current literature on hate crime, and on school-based educational interventions which
might reduce its prevalence. Section 2 provides a summary of the legal framework in the UK, as well as
some of the criticisms made of hate crime legislation as a solution to identity-based violence. Section 3
looks at the major theories of the causes and motivations of hate crime, drawing out some of the
implications for the design of educational interventions. 

Section 4 looks at each of the five characteristics protected under hate crime legislation in turn: these are
race, disability, sexual orientation, religion or belief, and transgender identity. Each one is given a brief history
and some of the specific issues relating to it are explored, alongside a case study of an educational
organisation specialising in that area. Some additional identity markers and intersectional critiques are also
discussed. Section 5 presents a range of educational interventions, such as encounter-based workshops,
restorative anti-bullying measures and youth-led approaches. 

Why focus on hate crime? Many of the issues raised here apply to equalities work more broadly. However,
it has been taken as the lens for this report and conference because it is being used by the state to target
resources, particularly since the publication of Action Against Hate: the UK Government’s plan for tackling
hate crime (Home Office 2016), and funders are increasingly interested in it as an indicator of the social
value of interventions. There are limitations to this criminal justice focus, which are highlighted in the report,
but it provides a starting point for discussion.

Why look at education? Childhood is often identified as a period when attitudes are developing, with
prejudices and stereotypes against outgroups being harder to change in adulthood (Aboud and Levy, 2000).
In addition, adolescents and young adults are the most common perpetrators of hate crimes (McDevitt et

Rise in hate incidents
reported to police in the

year after the EU
referendum
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al., 2010), and bullying behaviours in schools are strongly connected to criminal offending in later life
(Farrington et al., 2012). Schools are therefore key institutions for influencing perspectives and behaviours
since they provide a point of connection at this crucial developmental stage. This is recognised in Action
Against Hate (Home Office 2016), with educational interventions playing a central role in the government’s
plans to prevent hate crime (2016, 22-23).

This is not to say that schools are solely responsible for correcting broader societal problems. Learning
does not only occur in the classroom or in the school environment, and young people are constantly
receiving messages at home, in the media and in wider society about who is valued and important, and
how we should treat each other. However, schools are still vital players in the journey towards equality –
and there are major risks when they do not get it right. If bullying and discrimination against minorities are
overlooked or even encouraged in schools, both victims and perpetrators will take this as an indication of
the kind of society they are entering. Conversely, the best educational initiatives can not only reduce
prejudice but can also foster engaged, courageous citizens, and make a significant contribution towards
raising a generation without hate.

Schools are vital players in the journey towards equality –
and there are major risks when they do not get it right
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2. what is hate crime?1

‘Hate crime’ is defined in the criminal justice system as ‘any criminal offence which is perceived, by the
victim or any other person, to be motivated by a hostility or prejudice’ (College of Policing, 2014). In the
UK, five characteristics are specifically protected in law: race, disability, sexual orientation, religion or belief,
and transgender identity. The use of the term ‘hate’ has been critiqued and some prefer the language of
‘bias crime’ to cover a wider range of discriminatory motivations than just hatred. Police forces in the UK
also record ‘hate incidents’, which covers noncriminal but harmful incidents motivated by prejudice against
particular groups.

‘Hate crime’, as a concept, emerged in the US in the wake of the post-war civil rights movement, initially
as an extension of anti-lynching laws (Whitlock, 2012). There are two principal rationales for legislation
that provides harsher penalties for crimes motivated by prejudice against specific groups. First, the impact
is seen as extending beyond individual victims – they are ‘message crimes’ intended to terrorise other
members of that group, and thus the harm is greater than for non-bias crimes (Perry, 2001). Second, because
the groups who tend to be victimised have also historically been mistreated by the state – indeed, this is
partly why they are targeted, since perpetrators think they will not be held to account for their actions –
these laws are meant to indicate a new relationship between marginalised communities and state agencies,
particularly the police and the criminal justice system.

The legal framework within the UK is rather complicated, made up of provisions from a number of different
Acts, all of which are separate from other legislation, such as the Equality Act 20102. There are three main
legal routes to prosecute someone for a hate crime. The first is to show that they are guilty of inciting or
stirring up hatred on the grounds of race, religion or sexual orientation; the second is to show that a crime
was motivated by hostility to the victim’s actual or perceived race or religion, disability, sexual orientation
or transgender identity, which can lead to a sentence uplift (longer sentencing); and the third is to show
that they have committed a racially or religiously aggravated offence, such as assault, harassment and stalking. 

The legal protection given to the five groups is uneven and the Law Commission has recommended that
the legislation be clarified and some of the protections extended (Law Commission 2014). If this were to
happen, it would also simplify the task of educators trying to teach this complex area of law.

Hate crime is defined in the criminal justice system as
any criminal offence which is perceived, by the victim or any
other person, to be motivated by a hostility or prejudice

1 Further reading: Chakraborti and Garland (2015) Hate Crime: Impact, Causes and Responses. Sage.
2 This is why there are different protected characteristics for hate crime and other forms of
discrimination. The absence of sex, age, pregnancy/maternity and marital status from hate crime law is
discussed in section 4.6.
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These five protected characteristics are monitored by all police forces in Great Britain. In addition, some
police forces monitor hate crimes and incidents against groups such as alternative subcultures and sex
workers (see section 4.6.2). Data from police reports show 52,528 crimes were reported between 2014
and 2015. However, this should be compared with the 222,000 hate crimes a year estimated by the Crime
Survey of England and Wales (CSEW) (Home Office 2014). Underreporting is particularly acute for some
groups, with hate crimes against disabled people standing at nearly 30 times the number officially reported.
Even the CSEW estimates do not capture the full picture, as everyday forms of abuse and harassment are
often unrecognised by victims as hate crimes or incidents.

Hate crime legislation has become increasingly widespread and is now considered a mainstream approach
for addressing the victimisation of minorities. However, for some the approach remains controversial. One
strand of criticism concerns tensions between hate crime laws, particularly incitement and stirring up hatred
offences, and other rights such as free speech (Gellman, 1992). This is of particular concern for the
characteristics which are universal (race, religion or belief, sexual orientation) rather than those which
protect minorities (disability, transgender identity). For example, when Goldsmiths student diversity officer
Bahar Mustapha included the hashtag #killallwhitemen in a tweet, she was arrested for a ‘racially motivated
malicious communication’ – something her supporters saw as an infringement on her right to express her
frustrations against a powerful group (white men) who could never realistically have felt threatened by her
(Elgot, 2015).

A second set of criticisms highlights the individual focus of hate crime legislation, and the framing of
discrimination and prejudice in relation to physical and direct violence, obscuring structural and institutional

Crime and Disorder Act 1998: proscribes racially and religiously aggravated
offences including assault, criminal damage, harassment and stalking.

Criminal Justice Act 2003 (England and Wales): provides for enhanced penalties
where the perpetrator of the crime is shown to be motivated by the victim’s
(presumed) race or religion, disability, sexual orientation or transgender identity.

Public Order Act 1986: prohibits the use of words or behaviours intended ‘to stir
up racial hatred’. Extended to religious hatred in 2006, and sexual orientation in
2008.

Scottish laws: hate crime is covered by the Criminal Law Act 1995 (racially
aggravated harassment), the Criminal Justice Act 2003 (which added religion) and
the Offences (Aggravation by Prejudice) Act 2009 (which added disability, sexual
orientation and transgender identity).

Northern Irish laws: hate crime is covered by the Criminal Justice Order 2004
(which introduced aggravated offences on grounds of race, religion, disability, sexual
orientation) and the Public Order Order 1987 (stirring up hatred with regard to
race and religion, extended to sexual orientation and disability in 2004).
Transgender identity is not covered.1

1 See PPSNI (2010) for more details.

hate crime legislation
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forms. Additionally, it asks why the direct violence enacted by perpetrators as part of institutions would
not be considered hate crimes. While Stephen Lawrence’s attackers could be prosecuted for racially
aggravated murder, the racial profiling that the families of Mark Duggan and Sean Rigg would say led to
their deaths at the hands of police would not fall within that category. One response to this has been to
suggest that victimisation by police should also be included within hate crime statistics (Whitlock, 2012).

Finally, some critics have questioned whether criminalisation is an effective way of preventing or reducing
violence and abuse in society. Rather than acting as deterrents, prisons have been argued to encourage
prejudiced views and hate group activity (Hall, 2013), with punishments failing to challenge behaviours or
provide healing to victims (Walters, 2014b). In addition, the evidence-driven approach necessary for
prosecutions has been shown to leave victims frustrated and even retraumatised, especially when they are
the target of ‘low level’ hate incidents (Williams and Tregridga, 2013). Alternative means of fostering
accountability for harmful behaviour, such as restorative approaches, have been explored by Gavrielides
(2007) and Walters and Hoyle (2012), and may be particularly relevant within a school setting where
restorative measures have been shown to be especially effective at preventing bullying (Thompson and
Smith, 2010).

52,528 hate crimes were reported between

2014 and 2015.

However, this should be compared with the
222,000 hate crimes a year estimated by the
Crime Survey of England and Wales (CSEW)
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3. theories of hate crime

There are a number of different theoretical approaches to the causes and motivations behind hate crime.
In this section, we will look at three approaches: those which focus on the personalities of perpetrators;
those which look at intergroup dynamics; and those which take a more structural perspective. Evidence
for each is presented, alongside critical perspectives, and some of the implications for educational
interventions are drawn out, which will be expanded upon in section 5 of this report.3

3.1 perpetrator personality theories
The personality traits of hate crime perpetrators have been the focus of one strand of theory in this field.
An early formulation of this was ‘The Authoritarian Personality’, described by Adorno et al. (1950) as an
individual with high levels of prejudice towards certain groups resulting from these views being prevalent
in their family environment. Altemeyer (1998) extended this in his description of ‘Right Wing
Authoritarianism’, a personality type characterised by conformism, being deferential towards authority
figures and having strongly negative attitudes towards those who challenge what they consider ‘normal’.
Social Dominance Theory (Sidanius and Pratto, 1999) holds that some people have a strong desire for
power over others and superior status, and people with a Social Dominance Orientation believe their
ingroup is superior and tend to be more prejudiced towards outgroups.

Psychological tests developed to measure Right Wing Authoritarianism and Social Dominance Orientation
(SDO) have found that both are linked to prejudices against groups protected in hate crime legislation, e.g.
ethnic and religious minorities, queer people, immigrants, and disabled people (Duckitt, 2001; Duriez et al,
2005). SDO has also been found to have a relationship with other hierarchy-enhancing views such as
supporting rape myths, nationalism and the death penalty (Pratto et al,. 2006). Goodboy et al., (2016) found
that Social Dominance Orientation was strongly correlated with a range of different bullying behaviours
within schools.

Personality accounts of prejudice have faced criticism for downplaying its group and societal dimensions.
As the studies highlighted by Brown (2010) have shown, in situations where overt discrimination between
groups is socially sanctioned (e.g. Apartheid South Africa) levels of prejudice are very high across the
population, although the levels of authoritarianism show the usual levels of individual variation (e.g. Pettigrew,
1958). In addition, measures of prejudice have been shown to reduce over short timeframes (e.g. Levinson
and Schermerhorn, 1951), raising questions about whether measures such as SDO can be interpreted as
capturing stable aspects of personalities. 

Another limitation of this theoretical perspective is that interventions based on the personalities of
perpetrators are difficult to design. If somebody’s propensity to prejudice is a fixed aspect of who they are,
and is rooted in their family context, then there is little that educators can do to influence this. However,
a characteristic such as Social Dominance Orientation could be useful as a way of identifying which kinds
of children are likely to be most responsive to which kinds of interventions. In a study of anti-fat attitudes
amongst medical students, Meadows et al. (2017) found that empathy-building training had little or even
adverse effects in students with high SDO, while positive contact with higher weight individuals improved
attitudes towards heavier patients, regardless of personality traits.

3 Further reading: Walters et al. (2016) ‘Causes and Motivations of Hate Crime.’ EHRC.
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3.2 intergroup dynamics
A second set of theories concerning hate crime highlights the importance of intergroup dynamics. This is
not just because of the relevance of the group membership of the perpetrator and victim, but also because
the majority of hate crime is perpetrated in groups: 70% of victims in Williams and Tregidga’s (2015) Welsh
study said there was more than one perpetrator.

Intergroup emotions and perceptions of threat have been theorised as an underlying impetus for causes of
hate crime. These threats may be ‘symbolic’ (e.g. a minority faith group challenging established traditions
and norms) or ‘realistic’ (e.g. new migrants to an area being perceived as economic competition). These
threats give rise to negative intergroup emotions which then elicit behaviours (Cottrell and Neuberg, 2005;
Mackie and Smith, 2015). For example, the introduction of halal meat in a school may make members of
the local white community feel that its Christian values are threatened, generating feelings of disgust and
leading to hostility.

In a study of the perpetrators of hate crime, McDevitt et al. (2010) found four different types. These included
‘defensive’ perpetrators, who believed their neighbourhood need protecting; ‘retaliatory’ perpetrators, who
believed they were responding in kind (e.g. those who targeted mosques after the murder of Drummer
Lee Rigby); and ‘mission offenders’ acting out of ideological hatred. While this latter group might be the
most common image of a hate crime perpetrator, it was actually the least common at only one per cent of
the sample. The biggest group – two thirds of the cases they examined – were ‘thrill seekers’; groups of
teenagers and young adults acting primarily out of a desire for excitement, and selecting targets based on
their perceived difference. Secondary school may therefore be a key developmental stage for interventions.

Adolescence has been identified as a period in which the pressure to adhere to group norms is especially
strong, and when young people see loyalty to the group as paramount (Killen, Rutland, Abrams, Mulvey and
Hitti, 2013). In a study of attitudes towards race-based humour amongst teenagers, Mulvey et al. (2016)
found that teenagers thought such humour was problematic, but didn’t expect peers to intervene if they
heard students using it, since they knew this could result in social exclusion. In addition, their tenth grade
(year 11 in the UK) participants thought that race-based humour was more acceptable than those in eighth
grade (year 9). This indicates that interventions need to be tailored for the age of the students, and that the
messages they contain may need to be repeated as children progress through school in order to counteract
the increased propensity to conform to prejudiced group norms in older teens.

Educational interventions informed by theories of intergroup dynamics, which will be discussed later,•
include:
Providing opportunities for positive intergroup contact, such as school linking programmes between•
schools with different demographics (section 5.2.1) 
Story-based workshops where people from marginalised groups share their experiences with students•
(section 5.2.2)
Using multicultural curricula to lower prejudice where face-to-face interactions are not possible (section•
5.2.3).

3.3 structural theories
A final set of theories stresses the broader social context in which hate crime takes place. Some theories
highlight the role of socioeconomic factors. Sibbitt’s (1997) study of racist violence in south London found
that conflict over resources underpinned feelings of hostility, with the local white working-class culture
perceiving local authorities as giving preferential treatment to ethnic minorities. A number of studies have
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shown that those who commit hate crimes often already have criminal records and come from deprived
backgrounds and difficult family situations characterised by poor mental health, domestic violence and
addiction (Dunbar and Crevecoeur, 2005; Gad et al., 2005; Ray et al., 2004). Walters (2011) argues that
those under socio-economic strain will have low self-control and will ‘be less able to control any feelings
of animosity towards those they deem as “different”’ (2011, p. 325). Conversely, Fisher and Salfati (2009)
found that perpetrators in the US are commonly middle-class with no criminal records.

Other approaches have taken a more institutional perspective to hate crime. These point out that
perpetrator motivations ‘aren’t merely about personal prejudice or “bad attitudes”… [but] are supremacist
in nature, touting the alleged superiority of Whites over people of color; heterosexuals over queers; men
over women’ and so on (Whitlock, 2012, p. 3). These ideas of supremacy are reflected in and supported by
wider society, for example in the fact that white heterosexual men dominate Britain’s elite institutions
(Archbishops’ Council, 2012; Bowcott, 2012; Goodfellow, 2014).

Rather than seeing hate crime as being about the behaviours of individuals or decontextualised groups,
vulnerability and victimisation is therefore understood in relation to the behaviours of certain institutions.
For example, anti-terrorist legislation targeted at Muslim communities has been argued to perpetuate
negative stereotypes about this group and increase their stigmatisation and alienation (Awan, 2012; Busher
et al., 2017), with the media regularly overemphasising the link between terrorism and Islam (Poynting and
Perry, 2007). Similarly, cuts to public services and increased stigmatisation of those in receipt of welfare
have contributed to a hostile environment for people with disabilities, with growing levels of abuse related
to the perception that people with disabilities are ‘benefit scroungers’ (Quarmby, 2015).

Some have argued that the ‘hate frame’ which underpins hate crime legislation is itself part of the problem,
since it expands ‘perceived differences between extreme and mainstream behaviours’ (Whitlock, 2012, p.3)
and ‘focuses primarily on public, intentional expressions of bias and bigotry’ (ibid., p. 4). Educational
interventions, from this perspective, should not just look at hostile behaviours but also at the ‘structures
of oppression [which] inflict violence on marginalised communities’ (ibid.). This is particularly important
when criminal sanctions are pursued as the principal means of resolving conflicts, as criminalisation tends
to target marginalised groups such that the ‘paradoxical consequences’ of hate crime laws ‘may include
disproportionate punishment of minorities whom they were intended to protect’ (Franklin, 2002).

This viewpoint could be combined with the evidence presented earlier on the class background of hate
crime perpetrators. Rather than interpreting these studies as showing greater prejudice amongst working
class communities, a structural perspective would highlight the different kinds of behaviours which people
with greater resources who hold such prejudices are likely to engage in. For example, rather than being
aggressive towards ethnic minority neighbours, many white families with the economic means to do so
simply avoid contact by moving to whiter areas (‘white flight’) as their neighbourhoods become more
diverse (Andrews, 2016). Consideration should be given, therefore, to how discussions of hate crime are
connected to learning of other kinds of discriminatory behaviours.

Educational interventions informed by structural theories, which will be discussed later, include:

Whole school approaches and work with teachers/school leaders (section 5.3.1)•
Restorative anti-bullying measures (section 5.3.2)•
Youth-led initiatives (section 5.4)•
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4. the protected characteristics

This section looks at each of the characteristics protected in hate crime legislation: race, disability, sexual
orientation, religion or belief, and transgender identity – roughly in order of their entry into equalities law.
For each one, a brief timeline of discriminatory and anti-discriminatory legislation and events are provided,
as well as an overview of the demographics involved and the incidence of both hate crime and school-
based bullying. Each characteristic is defined and given a brief history, and some of the implications for
educators are drawn out, along with a case study of an organisation which specialises in that area. Section
4.6 then considers additional categories that some have argued should be covered by hate crime legislation,
and explores what a more intersectional approach to educational initiatives might look like.

4.1 race
timeline

1596 Queen Elizabeth attempts to deport ‘negroes and blackamoors’ to Spain and Portugal
in exchange for English prisoners

1660s British colonies in the US start to pass anti-miscegenation laws

1860s British Australia passes laws to restrict immigration from China

1905 Aliens Act restricts immigration of people not of British nationality for the first time

1965 Race Relations Act is passed prohibiting racial discrimination in public places
(strengthened in 1968 when protection is extended to discrimination in employment, housing
and advertising)

1971 Immigration Act ends primary immigration

1976 Race Relations Act is strengthened again to include indirect discrimination, and provides
for the setting up of the Commission for Racial Equality

1981 Racial Attacks, published by the Home Office, is the first official recognition of racist
harassment directed at ethnic minority communities

1993 Murder of Stephen Lawrence. The MacPherson report into the police investigation
(published in 1999) acknowledges institutional racism

2000 Race Relations Act amendment introduces the public-sector duty to eliminate racial
discrimination and promote equal opportunities
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demographics, incidence of hate crime and bullying 

Roughly 14% of the British population are black or minority ethnic4 (BME), with a further 4.4% consisting
of non-British white groups (ONS, 2012a). The Crime Survey of England and Wales estimates that 106,000
race hate crimes occur every year, making it the most prevalent kind. Of these, 42,930 were reported to
police in 2014 and 2015 (Home Office, 2016). This represents relatively high levels of reporting compared
to other characteristics. The NUS No Place For Hate report on race found that 18% of students of colour
had experienced at least one hate incident, with Chinese students most likely to report having been targeted
(30%) (NUS, 2012).

Studies have found that ethnic minority pupils are particularly at risk of bullying (Estyn, 2014), and there
are some indications that this may be worsening. During 2012 and 2013, ChildLine received calls from 1,400
young people who said they were experiencing racist bullying, a 69% increase on the previous year (NSPCC,
2014).

definition and history

The definition of ‘race’ within equalities law refers to ‘colour, race, ethnic or national origins’ – a definition
which first appeared in the 1965 Race Relations Act and continues into the present. This means that white
groups targeted for their nationality are grouped together with non-white groups under the category of
‘race’. This is somewhat counterintuitive because the Race Relations Act was passed in a context where
the most visible minority were recent arrivals from the Caribbean, and the law itself was the outcome of
lobbying by Afro-Caribbean-led organisations, such as the Campaign Against Racial Discrimination. In practice
‘race’ has always been strongly associated with communities of colour, particularly black (African heritage)
people. 

This definition was critiqued from the 1980s by some scholars for sidelining the specific issues faced by
non-black communities, and especially Asian Muslims (Modood, 1994). The increasing focus on religious
discrimination and Islamophobia can, in part, be seen as a response to these criticisms, although these older
arguments may need to be reconsidered in light of the subsequent growth of the population who are both
black and Muslim. The breadth of the definition of ‘race’ does have the advantage of capturing the overlap
between racist and anti-immigrant sentiment, which in some areas may be directed primarily at white
groups, such as Polish migrants.5

Because race has been institutionally embedded for so long there is little active controversy around its
definition; an exception to this concerned the inclusion of caste within the Equality Act 2010. Educators
may want to consider whether it is more helpful to look at the different kinds of prejudice grouped under
the heading of ‘race’ – such as anti-blackness and xenophobia against eastern Europeans – within the same
intervention, or whether to highlight the distinct histories and content of these prejudices.

is ‘caste’ an aspect of ‘race’?

When the Equality Act 2010 was being drafted, several groups representing discriminated against castes,
such as the Bhagwan Valmiki Trust and Central Valmiki Sabha International, argued that caste should be

4 In the 2011 census, black groups made up 3.4% of the population, Asian (Pakistani, Indian, Bangladeshi,
Chinese, other) groups were 7.5%, ‘mixed’ groups were 2.2%, and ‘other’ ethnic groups were 1%) (ONS,
2012a).
5 For a discussion of the historical links between race equality legislation and restrictions on immigration
see Bourne (2015).
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listed alongside ethnicity and nationality as an aspect of ‘race’, as caste discrimination was widespread (JCHR,
2009). Provisions were placed within the Act to add caste at a later point following a public consultation,
which is still ongoing; case law in the meantime has determined that caste may already be considered an
aspect of ‘race’ (Cranmer, 2015). Many Hindu groups are opposed to its inclusion on the grounds that it
will unnecessarily interfere in the affairs of Indian communities, and force them to monitor caste
membership in socially inappropriate ways (Shah, 2016). 

A complication for educators is the contested status of caste as an aspect of religious practice. One of the
concerns raised by the Bhagwan Valmiki Trust was that caste was being taught within RE as part of a
religiously sanctioned hierarchy, without providing opportunities to question it or hear critical perspectives.
This was argued to further bullying against lower caste children in schools; one report found that 16% of
these children had experienced caste-based verbal abuse by the age of 12 (ACDA, 2009). This raises
questions about where in the curriculum anti-discrimination measures should sit, and whether interventions
aimed at reducing prejudice in some areas might be undermined by the content in others.

Show Racism the Red Card provides educational workshops, training sessions and multimedia
packages with the purpose of tackling racism in society. Established in January 1996, the
organisation utilises the high-profile status of football and football players to publicise its
message, delivering school-based workshops to more than 20,000 young people every year.
These participatory and interactive workshops involve students taking part in a range of
activities designed to build empathy and understanding, focussing on a range of different forms
of prejudice, including anti-Muslim hatred, anti-Immigrant sentiment, racism toward Black and
other minority groups and anti-gypsyism. ‘Football and Fitness’ sessions are delivered alongside
the classroom workshops by ex-professional footballers. 

Evaluation of a two-year programme run by the organisation to tackle far right extremism
found that the proportion of participants who said they would stay away from an EDL march
in their town rose from 17% to 38%, and the proportion who said they would try and stop it
rose from 5% to 15%. Islamophobic attitudes decreased, with the proportion agreeing with
the statement 'Muslims are taking over England' falling from 41% to 10%. The proportion who
would take positive actions if they saw an anti-immigrant joke on Facebook also increased
(Trapeze Consulting).

Show Racism the Red Card is about to embark on a Hate Crime project, offering full day
sessions in schools in three areas of England, including two longer term delivery programmes
in each area, based on identification of schools with either a) recent incidents of prejudice in
school or b) evidence of increased amount of hate crime in the community.

case study 1: Show Racism the Red Card

‘CSEW estimates that 106,000 race related hate
crimes occur every year, making it the most

prevalent kind.’
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4.2 disability
timeline

1500s Poor Laws make provisions for the ‘lame, impotent, old, blind’ but also put conditions on
receiving help

1845 Lunacy Act requires asylums to be registered 

1886 Idiots Act creates separate institutions for intellectually impaired patients, and tries to
clarify distinctions between ‘idiots’, ‘imbeciles’ and ‘lunatics’

1890 Unnecessary restraint in asylums becomes an offence

1959 Mental Health Act encourages the development of community care

1970 Chronically Sick and Disabled Persons Act is the first in the world to recognise and give
rights to disabled people, strengthened in the Disabled Persons Act 1986

1995 Disability Discrimination Act introduces reasonable adjustments, which are extended in
2005

2005 Disablist hate crimes are recognised in the Criminal Justice Act

2009 Autism Act is the first disability-specific legislation to be passed in the UK

2010 UK government ratifies the UN Convention of Rights of People with Disabilities

demographics, incidence of hate crime and bullying

Disability is very widespread, with over 12 million people in the UK estimated to be living with a disability,
and one in four of the population experiencing a diagnosable mental health condition every year (Papworth
Trust, 2014). Hate crime against this group is common, although reporting levels are very low. In 2014 and
2015 there were 2,500 reported crimes (5% of the total), compared to the 70,000 estimated by the CSEW
(one third of the total) (Home Office, 2016). People with disabilities are at higher risk of sexual and property
offences (e.g. theft and fraud) than other groups, and are more likely to know their perpetrators as carers
or family members. (Walters et al., 2016, pp. 47–8). Those with learning disabilities are especially at risk
(EHRC, 2011).

In schools, children with disabilities are more vulnerable to bullying than non-disabled children (Mishna,
2003; Smith and Tippett, 2006). This cuts across all kinds of disability, although there may be different
dynamics with different impairments. For example, young people on the autistic spectrum may be targeted
because they lack normative social skills, while others may be victimised because of differences in their
physical appearance (National Children’s Bureau, 2007).
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definition and history

A person is defined as disabled within the Equality Act if they have ‘a physical or mental impairment and
that impairment has a substantial and long-term negative impact’ on their ability to perform day-to-day
activities. While the impairments covered are broad, this definition has been critiqued by disability rights
groups for excluding some (such as those with intermittent conditions) and, more generally, for continuing
to reproduce a medical rather than a social model of disability (JCHR, 2009, pp. 252–4). 

The medical model of disability is based on diagnosis by medical professionals, with impairments being
defined by those who are not disabled. It focuses on separate services and segregation of people with
disabilities, and imposes ‘treatment’ on them, leaving society unchanged.

The social model of disability says that people are disabled by society, not by their impairments. Strengths
and needs should be defined by the disabled individuals themselves, as well as by others, with a focus on
developing solutions to identified barriers. Integration into ordinary services and inclusion within broader
society is emphasised, with society evolving as a result of these changes. 

Stereotypes about people with disabilities are often patronising, with this group regarded ‘as lacking
competence, and as being unsuccessful but receiving special treatment’ (Abrams et al., 2016, p. 47).  A Scope
attitudes survey found that 38% of respondents believe disabled people to be less productive, and 76%
thought they needed to be cared for (Scope, 2014). These perceptions feed into vulnerability to hate crime.
The struggle for disability rights has always been bound up with questions about state resources, and as
evidenced in section 3.3, attacks on people with disabilities have increased as support for welfare provision
more generally has declined. This may be combined with low levels of understanding about impairments,
for example in cases where people have been victimised as ‘fakers’ because they have intermittent conditions
and only need walking aids some of the time (Quarmby, 2015). For educators, this raises questions about
how interventions which focus on reducing prejudice towards people with disabilities fit with how the role
of the welfare state is taught and discussed more broadly.

case study 2: Time to Change

Time to Change is a campaign run by the charities Mind and Rethink Mental Illness to end the
stigma and discrimination faced by people with mental health problems. The education side of
this involves training teachers, setting up young leadership groups in schools, and training young
leaders with lived experience to share their personal stories. These Young Involvement Workers
have been involved in teacher training sessions; where it isn’t possible for them to attend a
film is shown instead, but the sessions are more meaningful when face-to-face contact as
possible.

Evaluation of the programme in 2015 found the interventions resulted in a 10% improvement
in young people’s mental health knowledge, and a 15% reduction in derogatory language to
describe someone with mental health problems. There were significant changes for young
people with personal experience, including a 6.8% increase in their ability to take steps to
challenge stigma. Amongst those who helped deliver aspects of the campaign, 40% reported
an increase in confidence and 35% reported an increase in their likelihood to get involved in
their local community (Loughran and Boon, 2015).
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4.3 sexual orientation
timeline

1533 Buggery Act makes buggery (‘an unnatural sexual act against the will of God and man’)
a capital offence. It remains punishable by death until 1861

1885 Gross indecency is prohibited between males; Oscar Wilde is imprisoned under this
law in 1895

1950s Police clampdown on homosexual offences in response to the Cold War

1967 The Sexual Offences Bill decriminalises homosexual acts ‘in private’ between two men
over the age of 21

1988 Section 28 of the Local Government Act forbids local authorities from ‘promoting
homosexuality’

2001 The age of consent for gay male sex is lowered to 16

2002 Same-sex couples are granted equal rights to adopt

2003 Section 28 is repealed

2004 The Civil Partnership Act gives same-sex couples the same rights and responsibilities as
married heterosexual couples

2013 The Marriage (Same Sex Couples) Act is passed

demographics, incidence of hate crime and bullying

Research estimates that 3.4% of the population of England and Wales are lesbian, gay or bisexual (Antjoule,
2016), amounting to roughly 2.2 million LGB people in the UK. A Galop survey found that over 75% of
people in each of these categories had experienced a hate crime relating to their sexual orientation at
least once in their lifetime, with 31% of gay men, 19% of lesbians and 18% of bisexual people experiencing
physical assault (Antjoule, 2016). 

Research from Stonewall has shown that homophobic and biphobic bullying is prevalent in schools, with
53% of lesbian and gay pupils and 35% of bisexual pupils experiencing bullying related to their sexual
orientation. Three in five of these pupils have self-harmed, and one in five have attempted suicide. Pupils
report that teachers and school staff often fail to challenge homophobic, biphobic and transphobic language
when they hear it (Stonewall, 2017).

definition and history

The definition of the characteristic within equalities law is ‘a person’s sexual orientation towards a) persons
of the same sex b) persons of the opposite sex or c) persons of either sex’ (Equality Act, 2010). This way
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of conceiving of ‘sexuality’ is culturally and historically specific, emerging in Europe and America in the 19th

century; accounts from other times and places have shown very different ways of understanding genders,
relationships and attractions (e.g. Morgan and Wieringa, 2005). 

The language in equalities legislation of ‘same-sex’ and ‘opposite sex’ constructs both sex and gender as
binary: the only options are male or female, or men and women. This excludes intersex people6,  and non-
binary and genderqueer identified people (see section 4.5) and their partners. The definition also presumes
normative romantic relationships, excluding asexual and aromantic people (those who do not want to have
sexual and/or romantic relationships with others). While there is little research on the experiences of these
groups, asexual people have reported being targeted for sexual assault when they disclose their asexuality
(Mosbergen, 2016). It is unclear whether this would be categorised as a hate crime motivated by sexual
orientation under the current legislation.

Attitudes towards LGB people in general have shifted enormously in the past 30 years, with the passing of
same-sex marriage indicating a very significant change in how non-heterosexual orientations are viewed by
the state. One question for educators is whether interventions which emphasise the ‘normality’ of gay
relationships might exacerbate prejudice against queer people who choose to live in nonnormative ways
(see Riggs and Due, 2013).

case study 3 : Diversity Role Models

6 ‘Intersex individuals are born with physical sex characteristics that don’t fit medical or social norms for
female or male bodies’ (ILGA, 2017, p. 1).

Established in 2011, Diversity Role Models (DRM) actively seeks to prevent homophobic,
biphobic and transphobic (HBT) bullying in UK schools through encounter-based
workshops. At secondary level, these typically involve an introductory discussion and an
activity aimed at dispelling stereotypes, before hearing personal stories from positive
volunteer role models who are lesbian, gay, bisexual, transgender (LGBT) and straight allies.
Sessions are run by trained facilitators, who create a safe environment for the young people
to ask questions. An adaptation for primary level focuses on different kinds of family by
bringing in volunteer speakers who are same-sex parents.

Pupils show high levels of increased knowledge after sessions: 96% of those evaluated say
they have learnt about LGBT issues, while 86% say they would not use homophobic,
biphobic or transphobic language in the future. Evaluation of the workshops in 2015 showed
that the interventions had a number of positive impacts, including supporting LGBT
students, increasing empathy for and challenging stereotypes about LGBT people, increasing
confidence among staff in addressing LGBT issues, and reducing homophobic, biphobic and
transphobic language at school (DRM, 2017).
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4.4 religion or belief
timeline

1290 Edict of Expulsion expels Jews from England; they are only permitted to return in 1657

1660s Penal Laws are passed discriminating against Catholics and Protestant nonconformists;
these begin to be repealed in 1778

1819 Blasphemy laws prevent the publication of materials intended ‘to wound the feelings of
Christians’

1905 Aliens Act introduces immigration controls for the first time to curb Jewish immigration
from Eastern Europe

1965 Race Relations Act (and subsequent Acts in 1968 and 1976) does not mention religion,
but it is assumed that Jews are a ‘race’, and subsequent case law establishes that Sikhs are
covered as an ethnic group

1970 Northern Violence Prevention of Incitement to Hatred Act, intended to tackle anti-
Catholic discrimination, makes it illegal to arouse hatred against any individual because of their
religion or belief (alongside ethnicity and race)

1989 Protests in relation to the Satanic Verses include demands to protect Muslims from
discrimination, for example by extending the 1838 Blasphemy Act

1998 The Human Rights Act expressly protects the right to freedom of thought, conscience
and religion for the first time

2003 Employment Equality (Religion or Belief) regulations places obligations on employers not
to discriminate on the grounds of religion or belief

2006 Equality Act prohibits direct and indirect discrimination, harassment and victimisation on
grounds of religion or belief

demographics, incidence of hate crime and bullying

The UK has been described as having a ‘three-dimensional religious landscape’ which is simultaneously
Christian, secular and religiously plural (Weller, 2005). The largest groups7 according to the 2011 census
were Christian (59.3% of the population), those of no religion (25%) and Muslim (4.8%) (ONS, 2012b).
Other studies have found the religious ‘nones’ outnumber those who self-define as Christian (NatCen
2014a).

Religiously motivated hate crime is underreported: in 2014 and 2015 there were 3,254 religiously motivated
hate crimes reported, compared to a CSEW estimate of 38,000 (Home Office, 2016). Most research in
this area has focused on hate crime against Jewish and Muslim communities. The Community Security Trust,

7 817,000 people identified themselves as Hindu, 423,000 as Sikh, 263,000 as Jewish and 248,000 as
Buddhist (ONS, 2012b).
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which monitors anti-Semitic hate crime, has recorded increases in anti-Semitic incidents in recent years
(CST, 2017), and Tell MAMA (Measuring Anti-Muslim Attacks) recorded 2,317 Islamophobic incidents in
2015, up from 599 in 2014 (Home Office, 2016, p. 17). Monitoring has shown spikes in attacks after Islamist
terrorist attacks (Home Office, 2016, p. 6), and Islamophobic bullying within schools also appears to show
similar patterns around ‘trigger events’ (Milmo, 2015).

definition and history

The definition of religious or philosophical belief in the Equality Act – which includes lack of belief – has
been a topic of some controversy. Exactly which ‘philosophical beliefs’ should be protected has been
debated: case law has established that belief in man-made climate change is covered, but belief in a political
party is not (Donald, 2012, p. 54). Some secular feminists have criticised the inclusion of religion as a
protected characteristic at all, given that ‘it is often the most authoritarian interpretations that are dominant’
(Pragna Patel of Southall Black Sisters, quoted in Donald 2012, p. 130). For others, its inclusion has been an
important step towards achieving equality for the UK’s minority religious communities, given that
Christianity was already protected under the Blasphemy Act, and Jews and Sikhs had recourse to the Race
Relations Act. This was argued to be particularly important for Muslims in a context of growing Islamophobia
in the 1990s, and Muslim civil society was the driving force behind its entry into equality law (O’Toole et
al., 2013, p. 32).

‘Religion or belief ’ has different connotations within the devolved nations of the UK, particularly Northern
Ireland, where religious belief has been protected in law since 1970. In Scotland, where Protestant/Catholic
sectarian violence overlaps with football fandom, there is an additional offence relating to inciting religious
hatred at football matches.

Interventions relating to religion or belief raise a number of questions for educators. Unlike the other
characteristics, there is a clear relationship with an academic subject; however, when RE teachers are made
responsible for dealing with religiously motivated bullying they often feel unequipped (Abrahams, 2012).
Counterterrorism measures, which disproportionately target Muslims, have also now become part of
education with the new Prevent duties on schools, and have been argued to create an Islamophobic
environment for students (Busher et al., 2017; NUT, 2017). There are also complex overlaps with racial
discrimination, not least for black Muslim students.

Tell MAMA (Measuring Anti-Muslim Attacks)
recorded 2,317 Islamophobic incidents in

2015, up from 599 in 2014.
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4.5 transgender identity
timeline

1951 Roberta Cowell is the first known British trans woman to undergo reassignment
surgery

1966 Trans support group The Beaumont Society is founded 

1970 April Ashley’s marriage to Arthur Cameron Corbett is annulled on the basis that April is
legally male, setting a precedent that birth certificates of trans and intersex people cannot be
changed

1980 British documentary ‘A Change of Sex’ is aired on the BBC following the social and
medical transition of Julia Grant 

1996 The landmark case P vs S and Cornwall County Council finds that an employee who
was about to undergo gender reassignment was wrongfully dismissed

1999 Trans Day of Remembrance is founded in the USA

2004 The Gender Recognition Act allows trans people to acquire new birth certificates

2010 The Equalities Act recognises transgender identity not under medical supervision

2012 A sentence uplift for offences aggravated by hostility on the grounds of transgender
identity is added to the Criminal Justice Act 2003

3FF is a London-based interfaith charity which works to build understanding and relationships
between those of all faiths and non-religious beliefs. There are two strands to their schools’
work. They run a number of school workshops, of which the most popular is Encountering
Faiths and Beliefs, in which speakers of different faiths and nonreligious beliefs share a short
life story about their journey with their faith or beliefs. Speakers then answer questions from
students, modelling interfaith dialogue and co-operation between those from different faith
backgrounds. 

In addition, since 2007 they have run a faith school linking programme, matching up schools
schools with a different faith ethos and supporting teachers to run link days with their students
over the course of an academic year. Teachers receive three Continuing Professional
Development training days a year, and run three links, first at a neutral venue, and then each
school hosting the other. In evaluations of the programme, teachers agreed that school linking
had helped their students to build positive attitudes to people who are different to themselves,
and that it had improved their own understanding of different communities and beliefs (3FF
2017).

case study 4: 3FF
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demographics, incidence of hate crime and bullying

Estimates of the size of Britain’s trans population range from 120,000 (Equity Partnership, 2016) to closer
to half a million (GIRES, 2009)8. A Galop survey (Antjoule, 2016) found that trans people are the LGBT
group most at risk of violence, with 32% having experienced physical assault and 16% sexual assault as part
of a hate crime. A survey of non-binary trans people found that 32% had experienced physical intimidation
and threats in public places because of their non-binary identity (Valentine, 2015). In addition, trans people
are often subject to daily harassment, abuse and misgendering, including from medical professionals (Equity
Partnership, 2016). 

Stonewall research (2017) has found that trans pupils are particularly at risk of bullying, for both their
gender identity and their perceived or actual sexual orientation, with 64% being targeted in school. Four in
five trans young people have self-harmed, and 45% have attempted to take their own life. Transphobic
bullying is less likely to be explicitly condemned by schools than homophobic or biphobic bullying.

what does the ‘T’ stand for?

Transgender identity is the strand in which there is least public knowledge. The meaning of the ‘T’ in the
LGBT acronym has changed over time and the language and concepts for talking about transgender
identities are constantly developing. The following explanation, from a government document supported
by Gendered Intelligence, provides a simple starting point but a longer discussion can be found in Flamingo
(2011).

Although the words ‘gender’ and ‘sex’ both have the sense of ‘the state of being male or female’, they are typically
used in different ways. ‘Sex’ tends to refer to biological differences, while ‘gender’ tends to refer to cultural or
social ones. A trans person is someone who feels that the sex they were assigned at birth (male or female) does
not match or sit easily with their sense of their own gender. 

Trans people come from all walks of life and include those who may describe themselves as transsexual,
transgender, a cross-dresser (transvestite), non-binary and anyone else who may not conform to traditional
gender roles. It includes those who have transitioned from male to female (transgender women) or from
female to male (transgender men) as well as those who do not have a typically ‘male’ or ‘female’ gender
identity (non-binary).’ (Equalities Office 2015, 3)

definition and history

The wording in the Equality Act refers to ‘gender reassignment’ rather than ‘transgender identity’, and has
been criticised for being based in an outdated medical model (Women and Equalities Committee, 2015).
The language also leaves it unclear whether non-binary and some other gender nonconforming people are
included, leaving a number of groups under the broader trans umbrella unprotected (Fernandez et al., 2015).
Intersex people also remain unrecognised in law (ILGA, 2017), and whilst being intersex is different to being
trans (and people can be both), there are commonalities in the discrimination and prejudice faced by
intersex and trans people.

For educational interventions, the low level of knowledge about trans identities raises a number of issues.
First, there are many overlaps between homophobia and transphobia which is why they are usually looked
at together; there are also specific issues facing trans people, not least transphobia within gay and lesbian
8 (See ‘What does the T stand for?’ below, for who would be included in this.)
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spaces. Second, the diversity of relationships to sex and gender needs to be emphasised in order to avoid
erasing certain experiences or even exacerbating prejudice against different groups. For example, if students
come away believing that all trans people wish to read as men or women, or conversely that all trans people
have a non-binary gender, this may perpetuate misunderstandings rather than address them.

Gendered Intelligence, established in 2008, seeks to increase understandings of gender diversity
through creative ways, specialising in providing support for young trans people aged 8–25. Their
education work seeks to enable young people who come out as trans or who are questioning
their gender identity to feel fully supported within their educational setting. This is done
through providing information and assistance for schools, including staff training, policy
development and consultation, workshops, lessons, lectures and assemblies. 

They also provide mentoring to young people who are trans or gender-questioning, offering
practical support and the chance to explore around a young person’s gender identity. Trans-
identified trained mentors also spend time with key staff members to work on making sure
the educational environment is safe, inclusive and a vibrant place to learn. Teacher feedback
after interventions from Gendered Intelligence includes quotes such as, ‘I feel confident
discuss[ing] transgender issues of my pupils’ and ‘I know how to recognise incidents of
transphobia in school and make an appropriate professional response’ (GI, 2016). 

case study 5: Gendered Intelligence

4.6 exclusions

This section looks at some of the characteristics currently excluded from hate crime legislation, and the
questions which are raised when a more intersectional approach to identities is taken.

4.6.1 the ‘missing four’
The five protected characteristics under hate crime legislation are narrower than the nine covered in the
Equality Act; the ‘missing four’ being: sex, age, maternity/pregnancy and marital status. Of these, the most
notable absences are sex and age. Domestic violence, for example, could be considered a gendered hate
crime, given that women are twice as likely to be subjected to it than men (ONS, 2014). If gender was a
protected characteristic under hate crime legislation this would also provide greater protection for trans
people, as they may find it easier to show that they were targeted for gender nonconformity rather than
‘gender reassignment’.

Violence on the basis of age is also widespread. O’Keeffe et al. (2007) estimated that 277,000 people over
the age of 66 were neglected or abused in the year leading up to the study, and the CSEW estimated
143,000 incidents of age-motivated hate crime per year (Smith et al., 2012, p. 25). Elder abuse is to a large
extent a hidden crime, often perpetrated by family members, with low levels of police reporting (2,832
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cases in 2014 (CPS, 2014)). There are parallels here with disablist hate crime, which is perhaps unsurprising
given that the stereotypes against these groups are similar (Abrahams et al., 2016) and that 40% of older
people have a disability.

4.6.2 other characteristics
A number of other identity markers have been argued to deserve inclusion as protected characteristics
under hate crime legislation. The murder of Sophie Lancaster, a 20-year-old woman who was viciously
assaulted with her boyfriend on the basis of her alternative/Gothic appearance in 2007, has led to some
police forces in the north-west to begin recording attacks against members of alternative subcultures as
hate crimes. Sex workers are another group who are highly vulnerable to abuse and assault (Campbell and
Stoops, 2012; O’Doherty, 2011), and since 2006 Merseyside police have treated crimes against sex workers
as hate crimes. Homeless people also experience high levels of violence (Newburn and Rock, 2005); this
connects with the exclusion of social class as a protected characteristic in equalities legislation more
broadly9. 

Some argue that ‘targeted victimisation’ is a better approach for defining a hate crime than listing protected
characteristics, since all identity-based abuse is highly damaging (Mason, 2014). However, others maintain
that there is a fundamental difference between identities which have a long history of mistreatment by
society and the state, and those without this connection to historical struggles (Chakraborti and Garland,
2015, p. 100).

4.6.3 intersections
The origins of hate crime legislation were rooted ‘in the recognition in the 1960s in the United States of
the shared suffering of those groups, like gay and minority ethnic communities, who found themselves
routinely at the receiving end of discrimination, harassment and violence from majority communities’
(Gerstenfeld, 2013). From its inception, therefore, there has been an emphasis on alliance-building between
marginalised groups. However, this may also serve to make the intersections between identities less visible,
for example by assuming that ‘gay’ and ‘minority ethnic’ communities are mutually exclusive. 

For victims of hate crime, the focus on distinct protected characteristics often results in agencies treating
‘hate-related victimisation in a simplistic way, with victims categorised into discrete groups that failed to
acknowledge any intersecting identities that may have been targeted by the perpetrator’ (Chakraborti and
Garland, 2015, p. 77). However, many studies have shown that those who are part of multiple marginalised
groups are most at risk. For example, black and disabled LGBT people are more likely to be subject to
violence, and BME and disabled gay and bisexual groups are twice as likely to feel that homophobic attacks
are a problem in their neighbourhood than white and able-bodied groups (Guasp et al., 2013).

Educators, therefore, may want to consider whether it is best to look at the protected characteristics
separately, or whether broader interventions which emphasise diversity, equality and inclusion are more
effective. On the other hand, there is emerging evidence of secondary transfer effects – that positive
intergroup contact can not only create more positive attitudes towards the outgroups encountered
(primary outgroups) but also towards other outgroups (secondary outgroups).  For example, Schmid et al.,
(2012) found that attitudes towards gay and Jewish people were more positive amongst people who had
more contact with immigrants. This indicates that interventions focusing on one characteristic may be
effective at reducing prejudice against other outgroups – as evidenced in case study 6 on the Anne Frank

9 Some argue that this should be included in the 2010 Equality Act. For the Government's response see
JCHR (2009) pp. 201–2.
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case study 6: The Anne Frank Trust

Trust.

what is intersectionality?

The term ‘intersectionality’ was coined in the 1980s by Kimberlé Crenshaw, an African-American civil rights
advocate, to refer to the specific difficulties black women and women of colour had in accessing rights
under anti-discrimination laws. Because legal frameworks looked at the characteristics of gender and race
separately, African-American women had to choose whether to bring cases on the basis of gender or race,
when they were often experiencing compound discrimination based on both characteristics at once. 

More broadly, intersectionality theory has been used to refer to the way the different systems of oppression
– such as racism, sexism, ableism, homophobia and transphobia – interact with one another. For example,
queer people with disabilities face particular kinds of marginalisation, given that many LGBT events are
held in inaccessible venues, and that disablist stereotypes portray them as asexual.  An intersectional
approach means taking into account multiple aspects of identities rather than focusing on single dimensions.

The Anne Frank Trust is an educational charity which uses the life and diary of Anne Frank as
a starting point for empowering young people to challenge all forms of prejudice and
discrimination. Their Schools Programme involves an exhibition about Anne Frank that is
brought to the school for a two-week period, and pupils are guided through the exhibition by
students who have been trained to be Peer Guides. Selected students then receive further
training as part of the Ambassadors Programme, putting into practice the skills they learn by
working together to create and deliver presentations to local primary schools on issues of
prejudice and discrimination.

Evaluation from Peer Guides, collected during the 2015–2016 academic year (Purewal, 2016),
measured students’ empathy and attitudes towards different groups. The focus of the
programme that year was homophobic, biphobic, and transphobic (HBT) bullying, and the
intervention had a positive impact on views towards this group. For example, amongst students
who expressed negative attitudes towards gay people there was a significant reduction in the
number who said that they would ignore a homophobic bullying situation following their
participation in the programme. In addition, there was also a positive impact on attitudes
towards other groups such as Muslims and Gypsy Travellers, even though these were not the
focus of the intervention. This indicates that the programme was successful in its aim of
encouraging young people to apply the lessons learnt from the Holocaust to prejudice in
today’s society.
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5. educational approaches

This final section of the report looks at different educational approaches to reducing hate crime. These
have been broadly categorised as: informational, encounter-based, holistic and youth-led. However, many
interventions involve elements that cut across these categories. Some overarching issues for schools are
identified in section 5.5.

5.1 informational approaches
One kind of educational intervention which could reduce hate crime primarily focuses on providing
information. The implication is that hate crime is at least partly caused by a lack of knowledge, both about
marginalised groups and about the laws which protect them. Given that hate crime is a complex and poorly
understood area of law, it is likely that young people will know nothing about it, and may be unaware that
behaviours they consider normal or unimportant could actually be hate crimes. 

The Crown Prosecution Service has created a set of resource packs for schools that focus on racist and
religious hate crime (CPS, 2012), hostility towards people with disabilities (CPS, 2014b), and towards LGBT
people (CPS, 2014c). These include legal information and exercises which are designed to increase students’
understanding of the potential consequences of hate crimes for both victims and perpetrators.

Informational approaches to prejudice reduction, such as some forms of antiracist education popular in
the 1980s, have been criticised as being unlikely to foster the necessary emotional engagement. Epstein
(1993) asserts that information about ‘imperialism or black disadvantage does not in itself automatically
lead to the growth of antiracist perspectives and practices’ (1993, p. 103), and that there is a ‘necessity to
develop antiracist education at an affective as well as at a cognitive level’ (ibid., p. 104). The CPS packs
combine legal information with dramatised scenarios acted out by young people that focus on the emotional
harm caused by discriminatory behaviours, and which could be considered a form of imagined contact and
a means of fostering empathy (see 5.2.3).

The resource pack on racist and religious hate crime was launched at a Lancashire school in 2013, where
over 400 pupils utilised the resource and worked through the lessons. One of the teachers involved said
that ‘working with the CPS has been an excellent experience for our students’ and that they had ‘grown in
both awareness and confidence’ (HM Government, 2012). Since then, 3,000 hard copies of the packs have
been circulated to schools; however, there has been no evaluation of their uptake or impact on students.
It is therefore difficult to assess the effectiveness of this approach for reducing hate crime, or for factors
which motivate it.

5.2 encounter-based approaches
Another set of educational interventions are centred around staging positive encounters between different
groups in order to improve attitudes. Theoretically, these are broadly rooted in the literature on intergroup
dynamics, outlined in section 3.2. If hate crime is the result of negative emotions about outgroups, then
positive interactions may be able to lower anxiety and fear, making hostile reactions less likely. Three different
kinds of encounter-based interventions are outlined below: school linking, story-based workshops and
multicultural curricula.
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5.2.1 school linking
Where the demographics within school bodies are largely homogenous in some
respects, school linking programmes can offer opportunities for children from different
backgrounds to get to have positive encounters. This is the premise behind 3FF’s Faith
School Linking, discussed in case study 4 above, as a way of addressing the potential
for religiously-motivated prejudices to be grow within single faith environments.

The design of 3FF’s programme is in line with the principles of ‘contact theory’. Allport’s (1954) classic
formulation of this was that contact could facilitate learning about outgroups and lower negative emotions,
but, in order for these positive effects to occur, it needed to take place under four conditions: equal status
between participants, intergroup cooperation, common goals, and support by social and institutional
authorities. Later developments in this area of research have emphasised the importance of ensuring positive
views are generalised to the rest of the group, not just the individuals who have contact (Pettigrew, 1998). 

In Faith School Linking, equal status between the groups is sought by matching year groups and, as far as
possible, avoiding big disparities in socio-economic demographics. Cooperative tasks are encouraged, and
if competitive games are played then the children are placed in mixed teams. Having the sessions run by
their own teachers also demonstrates support from authority figures. The most successful links are those
in which teachers strongly model the positive relationships they hope that the students will build. 

5.2.2 story-based workshops
The use of personal narratives and storytelling to build empathy is common within peace building work,
where it is argued to help deconstruct stereotypes and reduce social stigma (Jayakumar, 2015). Studies have
found that emotional stories can enhance empathy and lead to more generous behaviour (Barraza and Zak,
2009). A number of the case studies above have involved encounters deploying these kind of personal
narratives, including workshops run by Diversity Role Models (case study 3) and 3FF (case study 4), and
the Young Involvement Workers used in teacher training with Time to Change (case study 2). This
methodology differs from intergroup contact since the members of the outgroups are in a minority, and
do not meet under conditions of equal status (as they are invited speakers). However, this makes the
encounter easier to stage and allows development of personal stories (e.g. through speaker training) that
are most likely to enable an emotional connection with students.

5.2.3 multicultural curricula
Face-to-face contact is not always possible, but further developments within contact theory have shown
that positive impacts on attitudes can be achieved through less direct means, such as watching TV shows
which include positive betrayals of intergroup contact (Shiappa et al., 2005). This has been termed ‘imagined
contact’ (Crisp et al., 2008) and has been shown to improve attitudes on explicit and implicit levels in
relation to various outgroups, e.g. British Muslims (Husnu and Crisp, 2010), the elderly (Abrams, Crisp, and
Marques, 2008), and gay men (Turner, Crisp and Lambert, 2007). The video elements of the CPS resources
discussed above could be seen as a form of imagined contact, alongside the informational components of
the packs.

In schools, imagined contact to reduce racial prejudice has been encouraged through using multicultural
curricula, including stories which contain characters from a range of racial groups and which depict children
from minority groups in ways which counter stereotypes. The findings from these interventions are mixed,
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with Litcher and Johnson (1969) finding positive effects, while others have been found to be ineffective or
even detrimental to attitudes (Koeller, 1977). More recent research in Britain has found improvements in
the attitudes of white English children towards groups such as refugees and disabled people after using
multicultural readers (Cameron and Rutland, 2006; Cameron, Rutland and Brown, 2007; Cameron, Rutland,
Brown and Douch, 2006).

5.3 holistic approaches

A third set of interventions within our categorised here as ‘holistic’: those that look outside of the classroom
to the overall structures of the school. Two kinds highlighted here are whole school approaches to prejudice
reduction and restorative anti-bullying measures.

5.3.1 whole school approaches to prejudice
reduction

In general terms, a whole school approach has been defined as ‘cohesive, collective
and collaborative action in and by a school community that has been strategically
constructed to improve student learning, behaviour and wellbeing, and the conditions
that support these’ (Department for Education, 2009). Where these are specifically
designed to reduce prejudice, they can be seen as reflecting the more institutional
perspectives on hate crime, as discussed in section 3.3. 

Time to Change, for example, has emphasised the importance of a whole school approach to mental health
‘because teachers, parents and other staff will be affected by mental health problems themselves’ (Time to
Change, 2017). Classroom interventions which try to impart a destigmatising message around mental illness
will be undermined if teachers use inappropriate language, or are unsupported by the school when they
face challenges themselves. This may be particularly important in the current context where teachers are
facing very high levels of stress (NASUWT, 2016).

Similarly, Educate and Celebrate is an organisation which supports schools to take a whole school approach
to LGBT inclusion. This involves not only tackling homophobic, biphobic and transphobic (HBT) bullying,
but also looks at how teaching about LGBT people can be incorporated throughout the curriculum, for
example by using lesson plans in ICT featuring Alan Turing, or by ensuring that maths questions do not
contain heterosexist assumptions. The strategies have been shown to work better ‘than only using stand-
alone teaching on HBT bullying specifically’ (NatCen, 2014b).

5.3.2 restorative anti-bullying measures
Restorative approaches to dealing with bullying focus on repairing the harm done. Broadly speaking, it
involves processes in which all parties and everyone affected has the opportunity to talk about what has
happened, explain their feelings and motivations, understand one another, and repair relationships
(Restorative Thinking, 2017). Students are encouraged to learn these techniques and use them to mediate
conflicts amongst themselves. Such approaches within school settings have been shown to be particularly
effective at reducing bullying, as well as reducing disruptions in class and antisocial behaviour.

These measures may also be effective for preventing hate crime since restorative justice approaches are an
effective alternative to criminal sanctions. Walters and Hoyle (2012) argue that mediated interventions can
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be especially effective for addressing hate crimes and incidents involving
people who know each other, such as neighbours. Their research ‘illustrates
that the process of facilitated mediation can reduce levels of anger, anxiety
and fear and can prevent further incidents from occurring or escalating’
(Chakraborti and Garland, 2015, p. 129).

In criminal justice settings, it has been argued that restorative measures are not always appropriate, especially
where offenders’ prejudices are deeply entrenched (Walters, 2014b). Examples from schools have shown
how the combination of direct sanctions and restorative measures can be effective in dealing with serious
cases. An example cited in Thompson and Smith (2010) was of teenage boys who had filmed themselves
bullying a younger child with autism and had posted the video online. The boys were temporarily excluded,
but they also participated in a restorative conference. The deputy head teacher commented that this
conference ‘was key to educating the boys about the real harm they had done, but was also critical and
reassuring victim and parent that school could be made safe’ (Ibid., pp. 81–2).

These methods can also be combined with a whole school approach to prejudice reduction.  At
Marlborough school in Oxfordshire, children with physical disabilities and able-bodied children learn
together in an integrated environment and have joint playtimes, and pupils are encouraged to share and
learn about each other’s impairments and different abilities. Name-calling or staring at disabled children is
uncommon because their presence within the school is a normal part of everyday life. On the rare occasions
such behaviour occurs, restorative meetings are used to encourage understanding of the harm done and
to repair the relationships involved (EHRC, 2011, pp. 114–5).

5.4 youth-led approaches
A final set of educational approaches focus on empowering young people from stigmatised minorities to
take action to address the power dynamics which underlie hate crimes. These can be linked to the theories
linking a crime to broader systems of structural oppression, as discussed in section 3.3. If groups are
victimised because of their relative powerlessness, the long-term solution is for oppressed groups to
become relatively more powerful.

These interventions are most likely to take place outside of a mainstream school context, and indeed may
be critical of these schools as institutions. The black Supplementary Schools movement, for example,
emerged in the 1970s following the publication of Coard’s How the West Indian Child is made Educationally
Sub-normal in the British School System (1971). Broadly speaking, supplementary schools seek to address
failings within the mainstream system, both in terms of improving the academic attainment but also filling
gaps in the curriculum which tends to ignore the histories, struggles and achievements of black people
(Andrews, 2013). 

By learning about black history and seeing themselves reflected in their curriculum, it is hoped that the
students will be better able to engage with their education, avoiding exclusion and underachievement in
mainstream settings and countering negative stereotypes about the intellectual abilities of black people.
While not overtly antagonistic to the state system, young people are taught to identify racist assumptions
within school structures which may be impeding their learning, such as low expectations from teachers
and a propensity to interpret behaviours of young black men as aggressive, thus coming to an understanding
of their personal experiences in structural terms.

Other youth-led initiatives have a more explicitly campaigning element to them. Jawaab is a London-based
organisation that works with young Muslims, involving them in action research around their experiences,
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e.g. as recipients of Islamophobia, or as British Pakistanis (see Anwar and Hussain, 2014). Similarly, Side by
Side is an organisation based in Sheffield which works with young LGBT people who use drama to explore
their experiences and share them with others. This group devised the scenarios featured in the CPS
resource packs on LGBT hate crime (CPS, 2014c). One question for educators is the relationship between
these kinds of initiatives and mainstream schooling, and to what extent young people may be empowered
to take the initiative in challenging attitudes and structures within schools themselves, rather than simply
being the recipients of interventions.

5.5 overarching issues in schools 

A number of crosscutting issues for schools can be drawn out from these examples, such as:

How do interventions fit within the curriculum? While some are placed within PSHE or citizenship,•
others are associated with academic subjects (such as religious education), and more holistic approaches
try to look across subjects to see how they can be more inclusive. What is the most effective approach,
and what are the barriers to enacting this in schools?
How are interventions affected by the instrumentalisation of education? With the launch of the English•
baccalaureate, teachers from excluded subjects, such as art and religious education, have claimed these
subjects are being devalued because they will not necessarily lead to examinations (Ward, 2016). How
does this affect student engagement with interventions designed to reduce prejudice, given that these
will not result in grades?
What are the differences between visible and less visible characteristics when it comes to prejudice•
reduction? Teachers and young people are likely to know whether others in the room are of a different
ethnicity or nationality, but less likely to know if they are LGBT or have mental health difficulties. What
does this mean for ideas of ‘encounter’, and for the assumptions made about who is in the room?
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6. conclusions

This report has outlined the legal provisions for hate crime, the dominant theories of its causes and
motivations, some of the specific issues arising with different identity characteristics, and a range of
educational interventions which may reduce its prevalence. To conclude, some final issues around knowledge
gaps and evaluation will be highlighted.

The case studies and examples above have been selected to illustrate a variety of approaches and topics
for interventions. They are not necessarily best practice (although some may be) and do not always have a
clearly articulated theory of change or strong evidence base for their effectiveness. Indeed, it is common
to find interventions designed to reduce prejudice which have been implemented with minimal evaluation
(Paluck and Green, 2009) or using techniques which are inadequate for drawing broader conclusions (Bigler,
1999). Abrams (2010) identifies a particular gap in testing the effectiveness of interventions which work
across different equality strands (2010, 88).

One major question for the evidence base in this particular context concerns its specific relationship with
hate crime. With the exception of the CPS resource packs, none of the interventions highlighted have a
particular focus on hate crime, and none have attempted to demonstrate how their work might prevent
it10. In any case, it is unlikely that a direct link can be drawn between educational interventions and
reductions in hate crime, given how difficult it would be to know how much hate crime a given group of
young people went on to commit. 

For agencies or funders who wish to use reductions in hate crime as a measure of the social value of an
intervention, this will have to be evidenced via proxy measures. However, what constitutes a reliable proxy
will depend on the theory being used to understand hate crime. If the theoretical frame is that of intergroup
dynamics, then attitudinal change and prejudice reduction could be taken as indirect measures of a lower
propensity to commit hate crime. If the theoretical frame is more structural, then measurement may need
to focus on other aspects, such as empowerment of those from stigmatised groups. Without clarity about
these theoretical models, it is hard to know where to begin to look for reliable evidence.

Developing this evidence base – whether specifically in terms of hate crime with a broader equalities lens
– is crucial if such interventions are to be scaled up. This will require close attention to context and to the
many variables which might affect the success of an intervention. In particular, the question of who is in the
room when doing identity-based work is paramount. For some characteristics such as race, this will vary
geographically; for others, the culture of the school may make it more or less likely that students and
teachers from invisible minorities will be open about their identities, thus changing the assumptions about
when ‘encounters’ are taking place. Some of the most promising areas for research could link together
restorative practices within schools and in the criminal justice system, to see if the same techniques are
able to address hatred and repair harm in conflicts occurring between both children and adults.

10 The Hate Crime project that Show Racism the Red Card is about to embark on will provide a clearer
example of this over the coming year.
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