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About the paper

This paper provides an overview on ways of thinking 

about young children’s respect for diversity. It maps 

sources of knowledge about four different sorts 

of diversity in young children’s lives: cultural and 

racial diversity, developmental diversity (including 

‘special needs’), gender diversity and socio-economic 

diversity. It sketches this knowledge base in terms of 

the extensively researched terrain (what we know 

with relative certainty), the inadequately explored 

terrain (promising directions), the theoretical 

terrain (conceptualising and informing practice), the 

methodological terrain (developing and validating 

the knowledge), researchers and research centres in 

the terrain, and regional nuances in the terrain.

 

The literature review conducted for this paper has 

identified five broad schools of thought on issues 

of respect for diversity in the education of young 

children: the laissez-faire school, the special provisions 

school, the cultural understandings school, the equal 

opportunities school and the anti-discrimination 

school. The paper maps each school of thought in 

terms of its characteristic perspectives on the best 

methods for understanding and engaging with 

diversity in young children’s lives.
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Chapter 1:  Mapping the knowledge base on respect 
      for diversity

Cultural and racial diversity













Researcher

Frances E. Aboud

Lawrence A. 

Hirschfeld

Kurt Kowalski

Glenda M. Mac 

Naughton

Patricia Ramsey

Debra Van 

Ausdale

Focus

development stages in 

the acquisition of racial 

knowledge

young children and the 

cultural biology of race

the emergence of racial 

attitudes among pre-

schoolers, including the 

effects of contextual 

factors

pre-schoolers constructing 

and reconstructing 

understandings of race

stages of racial attitude 

development in young 

children

pre-school children’s 

ethnic concepts and 

interactions

Theoretical 
Perspective

cognitive 

psychology

cultural biology

cognitive 

psychology

postcolonial theory, 

postmodern 

theories of identity

cognitive 

psychology

sociocultural 

perspectives

Key 
Publication

1988; with 

Doyle, 1996

1995a, b; 1996

1998

2001a, b, c; 

2003a; with 

Davis, 2001

1987; with 

Myers, 1990

1996; with 

Feagin, 1996

Location

McGill University, 

Montreal

New School for Social 

Research, New York

California State 

University at San 

Bernardino

Centre for Equity and 

Innovation in Early 

Childhood, University of 

Melbourne

Mount Holyoke College, 

South Hadley, MA

Syracuse University, 

Syracuse, NY



Region

Africa

Asia, Middle East 

and North Africa

Europe

Latin America

North America, 

Caribbean

Countries, 2002-06

Kenya, Mozambique, Nigeria, 

South Africa, Tanzania, Uganda, 

Zimbabwe

China, Egypt, India, Indonesia, 

Israel, Malaysia, Morocco, 

Thailand

Czech Republic, Germany, Greece, 

Hungary, the Netherlands, 

Poland, Slovakia, Turkey, United 

Kingdom

Brazil, Colombia, El Salvador, 

Guatemala, Mexico, Nicaragua, 

Peru, Venezuela

Jamaica, Trinidad, United States 

Nuance

The legacy of apartheid offers particular challenges to 

the development of positive racial identities among 

black children in South Africa. One study on race and 

self-esteem found that the preference for whites was 

stronger among black children at age 6 than it was at 

older ages (Kelly and Duckitt, 1995).

Research on race and children is extremely limited. 

However, a study of the development of racial 

attitudes and concepts of self among pre-schoolers 

in Taiwan found that pro-white preferences were 

evident everywhere, but stronger in girls than in boys 

(Chang, 2000).

A study of the relationship between ethnicity, age, 

classroom composition and the development of 

racial and ethnic awareness and attitudes found that 

Hungarian children were more pro-Hungarian and 

anti-Roma when the Hungarian children were in all-

Hungarian classes (Tamás, 2002)

No specific researchers or research pertinent to this 

subject have been identified for this region.

A cross-cultural examination of racial identity and 

racial preference found that 85% of West Indian 

pre-schoolers preferred to play with white dolls, and 

82% saw the white dolls as prettier than black dolls 

(Gopaul-McNicol, 1992, 1993, 1997). The effects of 

colonisation may be a key issue in respect for diversity 

in the Caribbean.



Developmental diversity









Gender diversity

Researcher

William H. Brown

Karen Diamond

Paddy Favazza

Samuel L. Odom

Focus

promoting and assessing 

peer interactions 

between children with 

and without disabilities

the integration of 

children with disabilities 

into pre-school settings

the integration of 

children with disabilities 

into pre-school and 

kindergarten settings

the integration of 

children with disabilities 

into pre-school and 

kindergarten settings

Theoretical 
Perspective

ecological

broadly 

ecological

ecological

ecological

Key Publication

with Odom, 

1994; et al., 1999; 

with Odom and 

Conroy, 2001

2001; with 

Hestenes and 

O’Connor, 1994 

with Odom, 1997; 

et al., 2000

2000; 2002; et al., 

1998

Location

University of South 

Carolina, Columbia, SC

Purdue University, West 

Lafayette, IN

University of Memphis, 

Memphis, TN

Indiana University, 

Bloomington, IN
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Socio-economic diversity

Researcher

Nola Alloway

Naima Browne

Bronwyn Davies 

Glenda M. 

Mac Naughton

Focus

boys and literacy in the 

early years 

gender practices in early 

childhood classrooms

gender and literacy 

practices in the early 

years

action research; 

intersections of gender, 

race and class

Theoretical 
Perspective

feminist 

poststructuralist

sociocultural

feminist 

poststructuralist

feminist 

poststructuralist; 

postcolonial 

theories of 

identity 

Key Publication

1995, 1997

with France, 

1986; with Ross, 

1991; 2004

 

1989, 1998

Location

James Cook University, 

Queensland, Australia

United Kingdom

University of Western 

Sydney, Australia

University of 

Melbourne, Australia



Summary maps



Knowledge Base

The extensively 

researched terrain: 

what we know with 

relative certainty

The inadequately 

explored terrain: 

promising directions

The theoretical 

terrain: 

conceptualising and 

informing practice

The methodological 

terrain: developing 

and validating the 

knowledge

Researchers and 

research centres

Issues and Comments

The child: Children are racially aware by 3 years of age. They can display both positive 

and negative attitudes towards racial diversity.

The child: What are the individual and society-wide factors that contribute to cultural 

respect among young children and how can they be sustained over time? What 

experiences will best support positive identity formation among mixed-race and 

bilingual children?

The child in the family: What is the role of the family in the development among 

children of cultural and racial attitudes and preferences?

The child in the cultural context: How does race influence ways of being and 

understanding in cultural contexts other than those that have been extensively 

researched?

The programmes and pedagogies: What are the most effective pedagogies for 

promoting respect for cultural and racial diversity?

The early childhood professional: What staff training models best support the 

development of respect for diversity programmes?

The outcomes among children: What are the short- and long-term outcomes among 

individuals who have experienced respect for diversity programmes during their early 

years?

The prevalent lines of inquiry: Cognitive developmental psychology, sociocultural 

perspectives.

The new lines of inquiry: Postcolonial theories and theories on white privilege.

Prevalent methods: Scientific studies using standardised strategies and measures.

Emerging alternatives: Action research in context. Children’s voices and experiences.

Frances Aboud, Lawrence A. Hirschfeld, Kurt Kowalski, Glenda M. Mac Naughton, 

Patricia Ramsey, Debra Van Ausdale



Knowledge Base

The extensively 

researched terrain: 

what we know with 

relative certainty

The inadequately 

explored terrain: 

promising directions

The theoretical 

terrain: 

conceptualising and 

informing practice

The methodological 

terrain: developing 

and validating the 

knowledge

Researchers and 

research centres

Issues and Comments

The child: Children 3-8 years of age display positive and negative attitudes towards 

developmental diversity in others.

The programmes and pedagogies: Specific strategies have been identified for building 

positive peer relationships between children with disabilities and children without 

disabilities.

The child: How do children without disabilities in non-inclusive classrooms form 

attitudes towards disabilities? How do children under 3 form attitudes and 

preferences towards disability and physical diversity?

The child in cultural contexts: How does cultural context affect children’s respect for 

disability?

The early childhood professional: How can we improve teacher sensitivity and 

responsiveness towards children with disabilities?

The outcomes among children: How can we measure the outcomes due to the 

experience of children in inclusive classrooms?

Prevalent theories: Developmental and medical perspectives; ecological perspectives 

on inclusive classrooms.

Prevalent methods: Scientific studies using standardised strategies and measures.

Emerging alternatives: Sharpening outcome measurement tools.

William H. Brown, Karen Diamond, Paddy Favazza, Samuel L. Odom, Early Childhood 

Research Institute on Inclusion (www.fpg.unc.edu/~ecrii/).



Knowledge Base

The extensively 

researched terrain: 

what we know with 

relative certainty

The inadequately 

explored terrain: 

promising directions

The theoretical 

terrain: 

conceptualising and 

informing practice

The methodological 

terrain: developing 

and validating the 

knowledge 

Researchers and 

research centres 

Issues and Comments

The child: Children’s gender awareness and identity are well established by 3 years of 

age. Children construct increasingly gender-stereotyped behaviours and feelings from 

the age of 3. Young children’s play and use of learning materials are often gender 

stereotyped.

The programmes and pedagogies: Early childhood practices often differentiate 

between boys and girls in ways that reinforce gender stereotyping. Gender 

stereotyping is remarkably resistant to change through early childhood programmes. 

Reading non-sexist books to children does not represent a sufficient challenge to 

gender stereotyping.

The child: How can children become enabled to overcome traditional sex-role 

stereotypes?

The child in the family: How can children become enabled to challenge gender-role 

stereotypes and resist the peer pressure to be stereotyped?

The child in context: How does the cultural context affect the capacity of children to 

challenge gender stereotyping?

Programmes and pedagogies: How can early childhood professionals work most 

effectively with children who resist attempts to establish gender equity?

Outcomes among children: How can the outcomes among children of the experience 

of gender equity programmes be accurately measured?

Prevalent theories: Sex-role socialisation theory, liberal feminist theories of change.

New lines of inquiry: Feminist poststructuralism and relational theories of gender.

Prevalent methods: Emphasis on observational studies and on practical challenges.

Emerging alternatives: Classroom-based action research to explore best practice.

Nola Alloway, Naima Browne, Bronwyn Davies, Glenda M. Mac Naughton



Knowledge Base

The extensively 

researched terrain: 

what we know with 

relative certainty

The inadequately 

explored terrain: 

promising directions

The theoretical 

terrain: 

conceptualising and 

informing practice

The methodological 

terrain: developing 

and validating the 

knowledge 

Researchers and 

research centres 

Issues and Comments

The child: The pre-school years appear to be formative in children’s understanding 

of socio-economic differences. Children develop class-related attitudes in their 

early years. Children’s understanding of social mobility and change tend to involve 

stereotypes.

There is very little recent research, and little is known on this issue.

Questions about children’s understanding: What specific markers of class do children 

notice at different ages? Do these markers differ according to a child’s class? To 

which of these markers do children attribute value, and does this differ according 

to the class of the child? What impact do class stereotypes have on children’s peer 

relationships?

No consistent theoretical approaches exist to explain how and why children learn 

about class in many different ways.

Children’s understanding of class has been explored in a general way, but this sort of 

research has not been prominent.

Much of the research was conducted over 15 years ago; no contemporary researchers 

have become prominent by studying this issue.

Reflections and comments
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‘We’re all the same’: the ‘laissez-
faire’ school of thought

Chapter 2:  Mapping schools of thought on issues of   
      respect for diversity
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‘Making everyone normal’: the 
‘special provisions’ school of thought

.

.

.

.



.

.

Terms

‘Colour blind’

‘Gender neutral’

‘Business as usual’

‘Conforming 

approach to equity’

‘Liberal 

multiculturalism’ 

Reference/Country/Use

Derman-Sparks and the Anti-Bias 

Curriculum Task Force (1989), United 

States, criticise this approach as part of 

their argument for anti-bias education in 

early childhood.

Sleeter and Grant (1999), United States, 

use this term to describe the situation 

found in most classrooms in the United 

States in a series of studies of classroom 

practices in the 1980s and 1990s.

Mac Naughton (2003b), Australia, uses this 

term to describe approaches to equity and 

respect for diversity whereby all children 

must conform to the status quo.

McClaren (1995), United States, cites this as 

a term used widely in the United States.

Comments

Refers to laissez-faire approaches to 

race, whereby a child’s colour is not 

acknowledged by the dominant group, 

and the dominant group believes 

‘blindness’ to racial differences will 

produce racial equality.

Refers to the laissez-faire approach to 

gender, whereby it is assumed that, if one 

ignores gender differences, then gender 

equity will follow.

Teachers make no adjustment for 

children’s diversity in the subjects and the 

methods they use to teach and the way 

they organise groups of children.

Refers to education that bows to existing 

social practices, rules, traditions and 

understanding and tends to assimilate 

children rather than respect their diversity.

Approaches to multiculturalism that 

acknowledge different cultures, but, 

in policies and practices, reinforce the 

dominant culture as the norm.







‘You’re different from me’: the ‘cultural 
understandings’ school of thought

Term

‘Early intervention’

‘Special needs 

education’

‘Teaching the 

exceptional and 

culturally different’

‘Immersion’ 

programmes  

References/Country/Use

Widely used internationally.

Widely used internationally, notably by 

UNESCO (1994) in the Salamanca statement 

to further the ‘Education for All’ initiative.

Sleeter and McClaren (1995), United 

States, use this term to describe how 

white educators responded to efforts 

to desegregate schools in the 1960s and 

beyond and in special education for 

children with disabilities.

Hawaii and New Zealand

Comments

Refers to programmes designed to 

intervene in children’s developmental 

pathways as early as possible in order to 

maximise potential. Generally targeted at 

the ‘early’ identification of developmental 

delay or disability.

Refers to children whose educational 

needs and challenges arise from 

disabilities or learning difficulties.

Refers to children with disabilities and 

ethnic minority children.

Refers to programmes in which 

indigenous children are immersed in non-

indigenous culture and language.



.

.

.

.
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‘Giving a fair go’: the ‘equal 
opportunities’ school of thought



Terms

‘Tourist 

approaches’

‘Tokenistic 

approaches’

‘Cultural additive 

approach’’

‘Multicultural’ 

‘Black awareness’ 

References/Country/Use

Derman-Sparks and the Anti-Bias 

Curriculum Task Force (1989), United 

States. Developed as part of the 

introduction to the anti-bias approach and 

now used widely in countries where early 

childhood educators are familiar with the 

anti-bias approach (for example, Australia, 

New Zealand, the UK).

Clarke and Siraj-Blatchford (2000), 

Australia and the United Kingdom. Used 

widely in educational circles, including 

early childhood education.

Banks and Banks (1989); Banks (1993), 

United States.

Used widely, but differently in various 

countries.

Davies (1993), United States.

Comments

This approach may create stereotypes 

rather than challenge them, by 

representing a token gesture, not 

diversity.

Describes an approach to respect for 

diversity in which diversity (gender, culture, 

ethnicity, language, sexuality, ability) 

is presented in teaching and learning 

resources, but peripherally, not centrally.

Adds content about different cultures to 

the curriculum, but does not change the 

structures and processes of teaching and 

learning significantly.

‘Multicultural’ is a highly problematic 

term as it is used differently in different 

regions. Sometimes, the related 

approach seeks solely to build cultural 

understanding among groups of children; 

sometimes, it is tokenistic.

A research-based review that presented 

a black awareness programme for pre-

school children in the United States based 

on four themes: famous black people, the 

family, social interaction among children 

and exploring the community.

.

.



.

.

.
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‘We must make it fair for everyone’: 
the ‘anti-discrimination’ school

Terms

‘Gender parity’

‘Non-sexist’ 

programmes 

‘Non-discriminatory 

practices’

‘Multicultural’ 

programmes 

‘Cultural pluralism’

‘Inclusive 

education’ 

References/Country/Use

Used by UNESCO to refer to one of its key 

goals in primary education. At the World 

Forum in Dakar in 2001, 164 governments 

adopted the goal.

Used widely in many Western countries 

since the 1970s.

Used widely in many Western countries 

since the 1970s; now used also in parts of 

the Asia-Pacific region.

A highly problematic, but widely used 

term (as noted in tables above).

See Sleeter and Grant (1999) for a good 

overview of the ways in which cultural 

pluralism has been understood and 

practised in education in the United States.

Used since 1994 by UNESCO in applying 

Education for All initiatives to children 

with disabilities in, for example, 

Bangladesh, Hong Kong, Laos and Viet 

Nam.

Comments

Refers to the equitable enrolment of girls 

and boys in education. Does not equate 

gender parity with gender equity, but sees 

it as a necessary precondition.

Aims to remove traditional gender-role 

stereotypes from teacher expectations, 

teaching and learning resources and 

learning experiences.

Refers to practices that do not discriminate 

in favour of or against a specific group or 

an individual child on the basis of gender, 

race, culture, or disability.

Approaches to cultural diversity that 

attempt to maintain diversity, respect 

differences and ensure that all cultural 

groups can participate equally in society.

Includes children with disabilities in 

mainstream classrooms and adapts the 

learning environment to their needs, 

rather than making them adapt to their 

environment.

..

.



.

.

.





Terms

‘Critical education’

also known as 

‘emancipatory 

education’, ‘social 

reconstructionist’ 

education and 

‘transformative 

education’

‘Anti-bias approach’

‘Human rights 

educare’

‘Anti-prejudice 

curriculum’

‘Social responsibility 

approach to valuing 

diversity’

‘Anti-racist 

education’

‘Gender 

inclusiveness’ 

References/Country/Uses

These terms build on the work of Brazilian 

educator Paulo Freire and on liberation 

strategies throughout Latin America. 

‘Critical education’ is used most widely. It 

encompasses feminist educational theories 

and critical race theory (sometimes called 

‘critical multiculturalism’; see Sleeter and 

Grant, 1999).

Derman-Sparks and the Anti-Bias 

Curriculum Task Force (1989), United 

States. Also used in Australia, Canada, 

Japan, New Zealand and countries of the 

Diversity in Early Childhood Education and 

Training network (www.decet.org/).

Tamaki (2000), Japan, uses this term in 

discussing approaches to education among 

the Buruku peoples in Japan.

Wallance (1998), Ireland, in discussing 

the need for such a curriculum in early 

childhood in Ireland.

Department of Education, Tasmania 

(2004), Australia.

Term used in early childhood education in 

Australia and the United Kingdom. 

Alloway (1995), Australia, but used more 

widely. 

Comments

Critical pedagogical approaches can help 

children construct knowledge grounded 

on their experiences and serving as a tool 

of self-empowerment. Schools are sites 

for historical, critical and transformative 

action. Critical educators focus on how 

social identities are constructed within the 

unequal power relationships present in 

schools (Rossatto, 2001).

Developed by the Anti-Bias Task Force in 

California using critical pedagogy (Paulo 

Freire) and early childhood research and 

practice to work on anti-discrimination 

with young children. The principles are still 

evolving.

Liberating education for the Buruku 

within Japan with a focus on anti-

discrimination.

Covers the promotion of positive attitudes 

among young children in regards to race, 

culture, language, disability and gender.

Explicit commitment to education that 

builds a civil, compassionate and more 

equitable society, including challenging 

discrimination and injustice.

Focuses on how racism operates throughout 

society; focuses on education to motivate 

and empower people to challenge racism.

Refers to approaches to gender equity 

that celebrate and revalue the feminine.

Summary maps of schools of thought 
on enhancing respect for diversity



Key Tenets

Key aim: produce equity for all within existing structures and 

attitudes.

Inferred meanings of ‘respect for diversity’: treating everyone 

the same as one treats the majority, dominant groups.

Key targets for change: no change is needed in the way issues 

are now being addressed.

Key environments for change: none is targeted as no change is 

needed in the dominant culture’s practices or policies.

Key early childhood pedagogies: since equal treatment among 

all children will produce equity and respect, educators can 

ignore social, cultural, racial, talent and gender differences 

among children, parents and other adults.

Key outcomes among children: if one group can succeed in a 

programme, then all groups should be able to succeed so long 

as they are given the opportunity.

Criticisms of Programmes

They are paternalistic (McLaren, 1995).

They manage diversity for the benefit of 

the dominant group (McLaren, 1995).

They attempt to create a common culture 

that silences diversity (Nieto, 1995).

They result in loss of identity, poor 

self-esteem, loss of dignity and feelings 

of hopelessness among the assimilated 

groups (Vajda, 2001).

They can undermine and disrupt the 

capacity of children in a minority group 

to function in their own cultural context 

(Sleeter and Grant, 1999).

Key Tenets

Key aim: equalise educational opportunity for children and 

groups that are considered different by teaching them to 

succeed within the mainstream.

Inferred meanings of ‘respect for diversity’: recognition of 

children’s special needs.

Key targets for change: individuals or groups identified as 

different relative to the dominant group within a specific 

cultural context.

Key environments for change: special or separate facilities or 

structures created to meet the children’s special needs.

Key early childhood pedagogies: specialist programmes and 

teaching techniques address children’s difference so as to 

normalise the children; the target norms are often associated 

with gender, culture, language, developmental factors, abilities, 

class, or sexuality.

Key outcomes among children: children deemed different are 

enabled to fit more readily into the mainstream because they 

have learned to be ‘normal’.

Criticisms of Programmes

The programmes often segregate 

children seen as different from the norm.

They reinforce rejection and a continuing 

sense that the segregated child is valued 

less than others, since only ‘normal’ 

children take part in some activities.

They create low expectations about 

children by focusing on what children 

cannot do and by limiting consideration 

of the reasons for their lack of 

accomplishment.

They ‘blame’ children by ignoring their 

social and political circumstances.

They obliterate cultural and 

developmental distinctions by 

encouraging children to adapt to existing 

physical, social and cultural norms.



Key Tenets

Key aim: create understanding among diverse groups of children.

Inferred meanings of ‘respect for diversity’: the understanding 

of our similarities and differences as people.

Key targets for change: the individual child who lives within 

diversity at the local, regional, national, or international levels.

Key environments for change: mostly formal pre-school and 

child-care settings, but some work is aimed at families.

Key early childhood pedagogies: one should alert children to 

people’s different ways of dressing, eating and living; this is often 

accomplished by creating special experiences, such as pretending 

to be blind for a day, having Indian food for lunch so as to 

appreciate the differences of people from India, using chopsticks, 

conducting a visit to a disability or ethnic cultural centre.

Key outcomes among children: greater understanding of 

people’s similarities and differences.

Criticisms of Programmes

They often focus on the negative aspects 

of disabilities, not on the positive 

characteristics of the whole child.

They often represent cultures in simplistic 

and stereotyped ways.

They often homogenise a particular 

group, ignoring differences within it.

They may ignore social, cultural, racial, 

or ability diversity if no children in the 

programme show this diversity.

They may encourage teachers to 

develop superficial understandings of 

diverse groups, leading the teachers to 

misinform children about diversity and 

reinforce stereotypes and prejudices.

Key Tenets

Key aim: give all an equal opportunity to succeed within society.

Inferred meanings of ‘respect for diversity’: lack of opportunity 

generates inequity.

Key targets for change: removing the factors in policy and in 

practice that prevent all children from participating equally in 

an early childhood programme.

Key environments for change: mostly formal pre-school and 

child-care settings.

Key early childhood pedagogies: ignore structural, social, 

cultural, racial, ability and gender differences among children, 

parents and other adults; provide equal opportunities for all 

children, irrespective of these differences among them, because 

equal opportunities create equal outcomes.

Key outcomes for children: all children attain equal outcomes 

because they have been given equal opportunities.

Criticisms of Programmes

They assume that the programme 

experiences offered to children are all 

important and worthwhile for each child.

They assume that stereotypes and formal 

barriers prevent participation, but girls, 

for example, may avoid certain activities 

they do not value or enjoy.

They give the child no role in socialisation 

and no capacity to ignore or resist 

messages.

They prevent people (children) who are 

unable to shape educational practices and 

curricula from expressing their opinions 

about what is worthwhile.

They do not explain what occurs when a 

child encounters contradictory messages, 

sexist and anti-sexist messages, for instance.



Key Tenets

Key aim: challenge inequity and injustice.

Inferred meanings of ‘respect for diversity’: power relationships 

and ideologies create and sustain inequities and injustices.

Key targets for change: the power relationships and ideologies 

that create and sustain inequities and injustices.

Key environments for change: the power structures and 

pedagogies that create and sustain inequities and injustices.

Key early childhood pedagogies: pedagogies aiming to 

empower all children to stand up for diversity and challenge 

discrimination in their lives and in the lives of others.

Key outcomes for children: all children learn to champion 

fairness, respect diversity and build self-esteem.

Criticisms of Programmes

As active meaning-makers, children can 

resist anti-discrimination curricula in ways 

linked with gender, race and class.

Early childhood professionals can actively 

undermine anti-discrimination approaches 

in services that lack team commitment.

Several regions lack the resources and 

training necessary to support anti-

discrimination approaches.

Few resources and little research support 

early childhood professionals who wish to 

advocate among colleagues, parents and 

policy makers for an anti-discrimination 

approach.



Chapter 3:  Final reflections





Postcolonial theories and the effects 
of ‘whiteness’

Appendix 1:  Emerging lines of inguiry



Feminist poststructuralist theories of 
gender and identity



Developmental diversity and 
disability

Appendix 2:  Centres of expertise: a beginning guide



Gender diversity



Racial and cultural diversity
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About the Bernard van Leer Foundation

The Bernard van Leer Foundation, established in 

1949, is based in the Netherlands. We actively engage 

in supporting early childhood development activities 

in around 40 countries. Our income is derived from 

the bequest of Bernard van Leer, a Dutch industrialist 

and philanthropist, who lived from 1883 to 1958.

Our mission is to improve opportunities for vulnerable 

children younger than eight years old, growing up in 

socially and economically difficult circumstances. The 

objective is to enable young children to develop their 

innate potential to the full. Early childhood development 

is crucial to creating opportunities for children and to 

shaping the prospects of society as a whole.

We fulfil our mission through two interdependent 

strategies: 

Making grants and supporting programmes 

for culturally and contextually appropriate 

approaches to early childhood development;

Sharing knowledge and expertise in early 

childhood development, with the aim of 

informing and influencing policy and practice. 

The Foundation currently supports about 150 major 

projects for young children in both developing and 

industrialised countries. Projects are implemented 

by local actors which may be public, private or 

community-based organisations. Documenting, 

learning and communicating are integral to all that 

we do. We are committed to systematically sharing 

the rich variety of knowledge, know-how and lessons 

learned that emerge from the projects and networks 

we support. We facilitate and create a variety of 

products for different audiences about work in the 

field of early childhood development.

Information on the series and sub-series

 is a ‘work 

in progress’ series that presents relevant findings and 

reflection on issues relating to early childhood care 

and development. The series acts primarily as a forum 

for the exchange of ideas, often arising out of field 

work, evaluations and training experiences. As ‘think 

pieces’ we hope these papers will evoke responses 

and lead to further information sharing from among 

the readership. 

The findings, interpretations, conclusions and 

opinions expressed in this series are those of the 

authors and do not necessarily reflect the views 

or policies of the Bernard van Leer Foundation. 

Reproduction of material from the publications by 

photocopying or electronic means for non-commercial 

purposes is permitted. However, it is requested 

that the author(s), 

 and the Bernard van Leer Foundation are 

cited as the source of the information. If copyright 

is indicated on photographic or any other material, 

permission to copy these materials must be obtained 

from the original source. 
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