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Abstract 

#Blacklivesmatter is a social media hashtag used to raise awareness of racist attacks on black people and promote protests against white supremacism, whereas fashion is an industry complicit with racism and racial inequality. Corporate Social Responsibility is increasingly important in business management, and fashion management education is beginning to research pedagogy about environmental sustainability. However, studies investigating teaching about fashion’s social responsibility to racialised minorities are seemingly absent. This chapter supplements the lack, by drawing together sustainability and responsibility pedagogy, with literature about safety in the classroom and decoloniality of the curriculum. The chapter suggests that embedding anti-racist and sustainability ethics throughout academic institutions is necessary to create an inclusive teaching environment, particularly for students of colour. In the future, research with students of colour about their educational needs, should actively listen to their voices and centre those voices, rather than the author’s own. 
 


Introduction

In May 2020, the terrible death of George Floyd, a black man, brutally killed by a white US police officer, provided increased impetus for protests organised as part of the Black Lives Matter [BLM] movement. #BlackLivesMatter, the social media hashtag, was used in helping raise awareness of racist attacks, galvanising protestors and enabling them to organise their activities, spreading world-wide (Bell, et al., 2021; Sharma, 2017).
At the beginning of June 2020 many fashion companies used their social media channels to post a black square for Blackout Tuesday which, whilst not officially organised by BLM, was about showing solidarity with the movement and black communities (Bakare & Davies, 2020; Dike, 2021). On the 3rd June, Women’s Wear Daily reporter Roshitsh’s (2020) interview with Hannah Stoudemire, co-founder of Fashion for All Foundation was published. Stoudemire argued that fashion companies were predominately silent about the growing spate of racist attacks and atrocities, though she acknowledged that gradually some sparse comment was appearing (Roshitsh, 2020, p. 10). 
By September of that year, I began teaching a unit called ‘Fashion Histories and Theories’ to Fashion Business Management postgraduate students, based in the Business School at University for the Creative Arts (UCA) in the UK. One of the subjects I wanted to address was the history and theory around race and racialised representation such as preeminent academic Stuart Hall’s (2013) work, and to consider these concepts in the context of the fashion industry. The students and I had some interesting discussions around the tokenism of fashion brands posting black squares on social media, whilst black models struggle for work and suffer industry racism (Wissinger, 2012) and Asian women are paid pittance to make fashionable garments (Entwistle, 2015; Clark, 2019).
After the unit, reflecting on my white privilege, and my feelings of embarrassment when addressing the ways in which many white people stereotype, mistreat and abuse people of any racial background besides their own, I decided my allyship needed to go further. I applied for funding to carry out research with students to discuss issues around race, aiming to develop teaching materials that would help that enable both teachers and learners to consider representation of racialised ethnicities, particularly people of colour[footnoteRef:2], both in terms of fashion marketing and levels of fashion industry employment. I hoped that through dialogue, racialised minority students would be able to challenge the ways in which they may be stereotyped and under-represented, whilst white students will be encouraged to question their white privilege and go on to provide allyship to colleagues from racialised minority backgrounds. I used the BLM hashtag in the title of my proposal, both to engage with the debates around racism that inspired the research, and as a way of ensuring that once the study was completed, the recommendations could be easily located in keyword searches. Fashion Business education must be vocal about these issues going forward. [2:  Terms such as ‘racialised ethnicities’ and ‘people of colour’ are discussed later in the chapter.] 

Whilst noting fashion’s initial glaring silence around issues of race and racism, Stoudemire flagged fashion’s growing statements and claims of sustainability, but simultaneously noted that “racism is a sustainability issue; it cuts down on life expectancy. You can’t be sustainable and not be anti-racist” (Roshitish 2020: 10). Indeed, the United Nations, in its Sustainable Development Goals [SDGs], sets out the need for global work to increase inclusive, equitable education (Sengupta, et al., 2019, p. 5), reduce inequalities, and dramatically improve lives. The UN’s initiative, Principles of Responsible Management Education [PRME], aims to encourage business schools to consider these goals in teaching business students to become responsible and sustainable business leaders of the future (PRME Secretariat, 2022). 
Business Schools focussing on subjects related to fashion need to engage with these goals around reducing inequality, particularly as the fashion industry is currently far from offering equality or being racially diverse. This inequality is conveyed by many reports in the UK and US, such as the British Fashion Council’s (2022) Diversity and Inclusion in the Fashion Industry, the British Textiles and Fashion All-Party Parliamentary Group’s (2021) Representation and Inclusion in the Fashion Industry and the Council of Fashion Designers of America’s (2021) State of Diversity, Equity & Inclusion in Fashion. For example, the British Fashion Council’s (2022) research shows that ethnic diversity is very poor in the fashion industry, particularly in senior roles, with many businesses having solely white people on their Boards and executive committees (British Fashion Council & MBS Group, 2022, p. 10). What is also evident from these reports, is that there is also an intersection of social identity factors that result in exclusion from key roles, with under-representation also of women, people with a disability and those from a socially deprived backgrounds (British Fashion Council & MBS Group, 2022, p. 10; Textiles & Fashion All Parliamentary Party Group, 2021). 
My initial academic literature research made clear this interlacing of various subordinated social identities, as scholars discussing the poor wages and working conditions for textile and garment workers, highlight that these workers are overwhelmingly women in Asian countries (Clark, 2019; Entwistle, 2015). I argued that new managers entering the fashion industry should be made aware of these issues of inequality. My proposal was that increasing student’s knowledge of these ethical problems, could strengthen their sense of social responsibility, enabling them to endeavour to improve working conditions for workers and ensure that these workers receive a fair pay in the future. Developing professionals who question racial inequalities and fight for equal rights for all is both timely and important, hence my funding applications were successful and PRME and UCA have contributed financially to the research. Whilst intersectionality and the interlocking of social factors to produce subordinated identities is a significant issue, my study aims to focus on race to enable an in-depth exploration of this one axis of subordination (Harris & Leonardo, 2018, p. 7).
In terms of focussing on racial issues, back in 2018, UCA commissioned a manifesto and Inclusive Practice Guide, building on research carried out about statistics and experiences for “Black, Asian and Minority Ethnic students” [BAME] [footnoteRef:3] at the university (UCA, 2018a; UCA, 2018b). The Inclusive Practice Guide stated that in 2018/19 the attainment gap between White and BAME students in UCA was such that 21% fewer BAME students received a first or upper second-class degree than White students (UCA, 2018b, p. 1). Certainly, these figures fit with other more recent research carried out within Higher Education [HE] in the UK (Arday, et al., 2022; Rana, et al., 2022). [3:  Racial terminology is discussed later in this chapter] 

In the UCA manifesto amongst the many recommendations to improve attainment, was the need to develop increased opportunities for the co-creation of the curriculum with students (UCA, 2018a, p. 3) – one which my research accords with. White allies and collective resistance to structural and systemic racism are key in developing a more ethnically diverse and inclusive HE, reflective of our multicultural and multi-ethnic society (Arday, et al., 2022, p. 20). This same equity needs to be achieved in the fashion industry, where beside ethical reasons, figures show that diverse teams are more profitable (Textiles & Fashion All Parliamentary Party Group, 2021, p. 18) and loss of revenue on sales that could have appealed to diverse spending groups, is significant (Textiles & Fashion All Parliamentary Party Group, 2021, p. 36). Linking both, improvements needed in education, and business, the Council of Fashion Designers of America (2021) suggest that change might be aided by fashion education incorporating issues of diversity and inclusivity into the curriculum (Council of Fashion Designers of America & PVH Corp, 2021, p. 26). How best to include these issues into fashion history and theory teaching for Fashion Business Management students, is the crux of this research project.
[bookmark: _Hlk124486318]The planned study will involve two focus groups of Fashion Business Management postgraduate students debating a set of questions around race, ethnicity, diversity teaching and the fashion industry. Focus groups are group discussions with typically between six and eight participants (Morgan, 1998), and undertaking two focus groups has been shown to be adequate to reveal key themes and ideas for analysis (Guest, et al., 2016). I will ask a few questions, about the students’ experiences with regards race, what they think educators can do to explore racialised issues, and suggestions they have for preparing them for the fashion industry. The idea is that with minimal intervention from the researcher (Gibbs, 1997), participants raise the topics of most relevance to them, generating their own questions and concepts on their own terms (Barbour & Kitzenger, 1999, p. 5). Building on their ideas in a co-construction of knowledge, the aim is to investigate how to develop student engagement and learning in issues relating to racialised minority under-representation, stereotyping and discrimination within the fashion industry. The intended outcome is teaching materials that facilitate good teaching and learning about racialised minority representation in the fashion industry.
[bookmark: _Hlk124487731]As background to the research, a survey of the academic literature is necessary, to consider what is already known in relation to another intersection, that where pedagogical literature around race and diversity crosses ways with that about fashion business management teaching. This review of existing scholarship is the focus of this chapter. Firstly, the chapter discusses literature that addresses general pedagogy around increasing inclusive practices and catering for a diverse student body. It will then concentrate on racial diversity, examining language in relation to race to consider the ways educators discuss racial issues. This discussion moves on to exploring the growing social awareness in academia of the need to decolonise the curriculum and how that decolonising can be achieved in relation to fashion education. The next section of the chapter examines literature from the perspective of pedagogy about sustainability and responsibility in business, progressing to teaching about sustainability and responsibility in the fashion business specifically. This final section considers how far this sustainability discussion engages with corporate responsibility around ethnic and racial equality.

Inclusivity in teaching practice

Since the turn of the twenty-first century there has been increased academic discussion about creating inclusive learning environments in UK higher education [HE], to support greater social and cultural diversity (Skelton, 2002, pp. 193-194) in an attempt to democratise knowledge (Sengupta, et al., 2019; Skelton, 2002). Concurrently there has been a steady rise in the number of international students attending UK HE (Ploner, 2018) resulting in more cultural diversity, if not yet resulting in better satisfaction or outcomes for students from marginalised groups (Mercer-Mapstone, et al., 2021). Recommendations around teaching to engage a diverse student body highlight the importance of classrooms to be safe spaces for students to express their own views from their perspectives (Currie, 2007; Dylan, 2012; Sengupta, et al., 2019). This safety needs to be a result of teacher and learner working together to develop the learning environment (Sengupta, et al., 2019) which can progress out of an agreement drawn up with lecturer and students together to create collaborative group norms (Dylan, 2012) and aims to encourage mutual respect. 
Dylan (2012) argues that discrimination and inequality must be openly discussed and examined, key issues driving this research. A teacher should also model good behaviour and communication, for example in reinforcing egalitarianism, ensuring that discriminatory language is corrected “respectfully without censure or derision” (Dylan, 2012, p. 39). Developing mindfulness in both lecturers and students, about the power of words to dominate or deride others, should encourage the acceptance of difference and acknowledgement our shared humanity. As Johnson et al. (2019) suggest, it is “vital to unpack the nature of language as all terms have an agenda to maintain dominant social structures” (Johnson, et al., 2019, p. 86). The power dynamics in the use of language about race and ethnicity is analysed next.  

Racial inclusivity and language

Whilst BLM was the inspiration for the research, the importance of the lives of people from all racialised minority backgrounds are the focus of my study. “Racialised minorities” is a phrase taken from Dr Gabriel (2022) founder and director of Black British Academics, to draw attention to the racialisation of all people of colour and as a critique of whiteness (Gabriel, 2022). Many articles discussing racial diversity and education use the acronym BAME with no rationale for their choice of this term (Arday, et al., 2022; Lim, 2022; Rana, et al., 2022). UCA (2018a) explains, as seen above, that it stands for Black, Asian and Minority Ethnic students (UCA, 2018a). Whereas Rana et al. (2022) refer to “Black and minority ethnic” backgrounds (Rana, et al., 2022, p. 12) in their abstract and first sentence, but have ‘Black Asian and minority ethnic’ in their keywords. Universities UK and National Union of Students (2019) report on “BAME” student attainment, acknowledges the challenges of using this type of “homogenising language” (p.5) and aggregating all racialised ethnic groups. As Gabriel (2022) points out, BAME also reinforces racial inequality by maintaining White as a privileged unnamed identity against which people of colour can only exist as marginal. Gabriel’s (2022) suggestion is that whilst people of colour is also homogenising, it does not use “minority”, a subordinated subject position. Hence this chapter predominately uses the term people of colour, and only uses minority when prefaced with racialised, to highlight the invisibility and normalising of white privilege (Dar, et al., 2021).

Racial inclusivity and teaching practice                           

Teaching is political in that power and privilege shape who is taught what and has tended to exacerbate rather than ease inequalities (Johnson, et al., 2019; Silva, 2022). As seen earlier, research has uncovered the extent to which educational experiences and achievements at universities are shaped by racial inequalities (Arday, et al., 2022). Dar et al. (2021) highlight the colonialist bedrock of capitalism, its continued endemic racism and the rise of white supremacism in the US and the UK, but stress that these issues are not addressed in business schools (Dar, et al., 2021). Dar et al. (2021) contend that there are no easy answers to tackling whiteness as a regime of power, replicated in business schools, but call for collective anti-racist scholar-activism whereby academics of colour challenge the white hegemony. Bell et al. (2021) similarly argue for the need to radically challenge the white supremacist nature of business schools. Dar et al (2021) address their appeal for collective activism to the small number of scholars of colour who exist in academia. This lack of academics of colour is also highlighted by other researchers as part of the reproduction of white privilege to be gatekeepers to types of (white) knowledge (Arday, et al., 2021; Mir & Zanoni, 2021). Bell et al. (2021) encourage white female academics to react to and resist anti-blackness, as strongly as they resist gender discrimination (Bell, et al., 2021, p. 49); a call to arms that I am rising to in this research, as solving oppression is a job for us all (Mercer-Mapstone, et al., 2021).
A sense of belonging is understood to be a key part of retaining and encouraging students of colour, and greater numbers of lecturers from racialised minority backgrounds to act as role models would help (Arday, et al., 2022; Bell, et al., 2021). Culturally sensitive, pastoral tutoring is also considered to play a role in increasing a sense of belonging in students from diverse backgrounds (Rana, et al., 2022). These tutorials could be seen to be part of the general notion of academic hospitality, a phrase derived from discussions around welcoming international students, whereby ongoing dialogue of sharing ideas and experiences between staff and students creates hospitable encounters (Ploner, 2018). Academic hospitality could be extended to also think about creating dialogue between all students and teachers, to help find ways to dissolve estrangement between us, as academics, and them, as students, thereby assisting students to feel home at university (Mann, 2001). There are many reasons why students may feel alienated in HE (see Mann, 2001) and Mann (2001) suggests another way to lessen the feelings of alienation for students is also to increase safety, whereby all students feel accepted and respected (Mann, 2001, p. 17).
As suggested earlier, in relation to teaching, safety for all to speak in the classroom needs to be promoted (Currie, 2007; Dylan, 2012; Sengupta, et al., 2019). This security can be increased through the willingness of lecturers to share their thoughts about difficult issues such as race (Dylan, 2012). Teachers who never discuss discrimination, oppression and global inequalities, lead students to believe that these issues are not important, or that “there is only one view, that promulgated by the dominant culture” (Dylan, 2012, p. 40). Intellectual activism challenges the status quo (Bell, et al., 2021; Dar, et al., 2021) and promotes social justice (Mir & Zanoni, 2021). To make black lives, and therefore all lives, matter in education, I suggest that academics must view their teaching as a form of intellectual activism. There needs to be constant discussion between university staff and between staff and students about all issues around inequality and what to do about it (Lim, 2022; Rana, et al., 2022). Rana et al. (2022) propose that there should be a two-pronged approach to activist teaching: as well as providing a safe space for discussing racism, it also involves tailored curriculum content to reflect a diverse student body, exploring a variety of cultures (Rana, et al., 2022, p. 10). This curriculum development is discussed next. 

Decolonising the curriculum

In most of the studies tackling racial inequality and inclusive teaching, one of the frequently cited improvements that could increase student feelings of belonging, is a diversification of the curriculum (Arday, et al., 2021; Currie, 2007; Phoenix, et al., 2020). This broadening of what is taught would aim to increase the range of cultural references and counter white Eurocentrism. Although direct colonial rule no longer exists, the impact of colonialism is still being felt and underpins most institutions, including universities (Arday, et al., 2021; Currie, 2007; Phoenix, et al., 2020). As already discussed, colonist discourse structures business schools, their pedagogy and their curricula (Bell, et al., 2021; Currie, 2007; Dar, et al., 2021); hence the process of critiquing and reforming what is taught within business schools and HE as a whole, is usually referred to as decolonisation of the curriculum (Moghli & Kadiwai, 2021).
One of the key components of decolonisation is the inclusion of texts that go beyond the white, patriarchal, Eurocentric canon in subject matter, thereby offering history and examples from a range of cultural backgrounds (Dar, et al., 2021; Dylan, 2012). Historically, academics from the Global North/West have universalised their experiences and dominated the scholarly discourse and curricula, so that Global South experiences and knowledge have been erased or silenced (Dar, et al., 2021, p. 697). Even within the Global North/West, as seen earlier, the low number of scholars of colour has also created a deficit of research from varied perspectives, unreflective of the multi-cultural UK population (Arday, et al., 2021). Yet, there is existent research that could be used to diversify the viewpoints on offer (Moghli & Kadiwai, 2021). The lack of divergent material is perhaps more related to established, white, male, heterosexual, able-bodied sources of knowledge being presented as objective, benchmark or normative, particularly in business schools, with voices of people of colour side-lined, othered, and issues of race considered niche (Dar, et al., 2021). 
To respond to calls to decolonise the curriculum, UK HE institutions are increasingly (Moghli & Kadiwai, 2021) drawing on a variety of ideas from “feminist researchers, critical race theorists, queer scholars and disability researchers” (Moghli & Kadiwai, 2021, p. 7). This variety of standpoints offers a broadening of ways of looking at the world. However, these initiatives can be seen to be about simply adjusting reading lists and adding to the mainstream, rather than decentring Eurocentric knowledge, or questioning the white, patriarchal canon and the existing power structures of universities (Ahmed, 2012; Arday, et al., 2021; Moghli & Kadiwai, 2021). To properly address the inequity of academic power relations, scholars need to unlearn or disrupt knowledge saturated in historical amnesia or informed by colonial histories curated to subjugate and exploit the other (Arday, et al., 2021, p. 309). Decolonising the curriculum must not leave the status quo intact, it must address the epistemic violence of colonial knowledge and rewrite these histories (Arday, et al., 2021).
It is not just the content of the curriculum that needs to be dismantled, critiqued and re-written but also pedagogy, how things are taught (Currie, 2007). As Moghli and Kadiwai (2021) argue decoloniality in HE is a call to examine the production of knowledge, values, rationality, ways of knowing and being (Moghli & Kadiwai, 2021, p. 4). Rather than working from the starting point of student lack, lecturers could consider more dialogic practice as discussed earlier, learning from students, attempting greater understanding of student’s cultural backgrounds, and their ways of learning and interaction (Currie, 2007). Arday et al. (2021) propose that it is white scholars who need to act to make these changes, though Swan (2017) counsels that white people should not rush in to act too soon. Hastening to act can deny the agency, and block the actions, of those who are othered and can instead be a form of white self-protection seeking speedy answers to verify their own moral goodness (Swan, 2017, pp. 547-8). Swan’s (2017) main proposal is that white academics pause to listen more, this emphasis on listening fits with the recurring notion discussed throughout this chapter, of increased dialogue with students, particularly those of colour. Swan (2017) suggests developing encounters and communities with others, in which white people reflect on how knowledge production and space are structured. 
Earlier, this section explored critiques of business schools, charged with not listening to the voices of people of colour nor examining the continuing colonial structuring of knowledge. But the business school I work in has developed within a liberal arts university, and the master’s degree my research relates to, is a fashion business management course. Therefore, this chapter turns to fashion scholarship next to consider what reflexive tools the field of fashion education may be offering.

Decolonising the fashion curriculum

Decolonising fashion studies has been of recent growing interest to academics, with two key journals in the field, Fashion Theory and the International Journal of Fashion Studies, having special issues about decolonisation and fashion in 2020 and 2021 respectively. In addition, Fashion, Style & Popular Culture’s 2021 special issue was titled ‘Black Lives Matter: Fashion, Style & Aesthetics’, advocating the need for a diversity of voices in fashion scholarship, and tackling issues of social injustice through dialogue around fashion. 
The importance of listening, raised in the previous section, is also emphasised at the beginning of Slade and Jansen’s (2020) ‘Letter from the Editors’ in the Decoloniality and Fashion special issue of Fashion Theory. The editors explain how, as a part of a research collective formed a decade ago, they had been experimenting with knowledge-building about fashion through “acknowledging and listening to a diversity of voices across geographies, age, race, gender, and life experiences…to diversify the understandings of fashion” (Slade & Jansen, 2020, p. 810). Despite communicating with members around the world, the editors recognised that most of the collective worked within colonial institutional frameworks on the privileged side, communicating in English, thereby needing to recognise their relationship to privilege (Slade & Jansen, 2020). Also, in an echo of Swan’s (2017) injunction, Slade and Jansen (2020) discuss decolonising as the need for those with privilege to take part in painful conversations, and to make way for, and listen to, unprivileged voices (Slade & Jansen, 2020).
Fashion’s own history is embedded in a network of colonial institutions and practices; it has come to refer to newness and nowness, and “a system of power and a capitalist industry that was conceived in Europe and exported to the rest of the work through European imperialism and globalization” (Jansen, 2020, p. 815). This system of power and dress, this notion of fashion, is the one that has dominated scholarship in the Global North/West, which concentrated on Euro-American production and consumption of fashion (Taylor, 2013). The system itself was occasionally critiqued by academics such as Wilson (1985) and Phizacklea (1990), who stress that it is an industry predicated on colonialist, misogynist and classist exploitation. There have also been critiques of fashion studies’ Eurocentrism ongoing for several decades, for example Craik’s (1993) discussion of the ways in which academia repeatedly links fashion exclusively with capitalist societies and notions of civilisation and modernity. Fashion is presented in opposition to the supposedly static, regressive, traditional dress of nations considered less developed (Craik, 1993, p. 7). 
Gradually there has been a widening of the places and spaces where fashionable behaviour is recognised as existing, and therefore an increased awareness of the need to internationalise the field (Black, et al., 2013; Paulicelli & Clark, 2009). This understanding has prompted the inclusion of research about fashion in a whole range of global contexts into fashion handbooks and edited volumes (Black, et al., 2013; Paulicelli & Clark, 2009). But as Jansen (2020) recognises of her own previous work, and that of others, the research of these international contexts is often by scholars from privileged cultural backgrounds working within Eurocentric institutions, bringing with them their colonial bias (Jansen, 2020). For Jansen (2020), that bias was in her definitions of fashionable versus traditional dress, mirroring the classifications foregrounded in Craik’s (1993) work, whereby fashion exists only in relationship to imperialist structures and taxonomies. Similarly, this could be said of much work that is added to the canon, as if to supplement the literature is an unproblematic task, a critique explored earlier (Arday, et al., 2021; Moghli & Kadiwai, 2021). 
One example in the scholarship that relies on the limiting position of fashion’s existence only relative to the Western fashion system is research about Fashion Weeks outside of the Euro-American contexts (Slade & Jansen, 2020). This same intermeshing of problematic power relations exists for professionals working within fashion in the Global South too. For instance, Hughes (2022) (2022), argues that on the one hand the creation of Lagos Fashion Week [LGW] enables designers to represent themselves and counter Euro-American global fashion domination. Yet simultaneously, LGW replicated and relied on the “very oppressive power structures they are seeking to overcome” (Hughes, 2022, p. 283), such as the social hierarchy of catwalk shows and seating arrangements, and the promoting of individual designers to the detriment of the skilled craftworkers producing the fabrics.
Peoples from around the world have been finding ways to decolonise fashion in their fashion practice and writing for decades, even centuries (see Cheang, et al., 2022). Unfortunately, just as in Hughes’ (2022) study, “many decolonial efforts reinscribe the very power relations they seek to dismantle as a seemingly inescapable condition of capitalist modernity” (Cheang, et al., 2022, pp. 251-252). These contradictions and difficult processes also run through the decolonising of teaching practice. Even in the wish to challenge the existing status quo and to disrupt fashion’s colonial history through teaching, Cheang (see Cheang & Suterwalla, 2020) explains her realisation that she had structured her course critiquing fashion history with colonial history and the views of the colonisers first (Cheang & Suterwalla, 2020, p. 884). Despite best intentions, fashion practitioners, academics and teachers find that they are enmeshed in paradoxes and ambiguities. Recognising that there is no pure pre-colonial space or dress to return to, decolonising can be perceived as an ongoing journey, continually unfolding (Barry, 2021; Cheang, et al., 2022).
A key proposition moving forward is the importance of positionality, the notion that scholars should be open about their cultural and political standpoint, and reflect on their relationship to power and privilege (Barry, 2021; Cheang & Suterwalla, 2020; Jansen, 2020; Moghli & Kadiwai, 2021; Swan, 2017) . Though Swan (2017) advises that white lecturers must be wary of “white-indulgent self-reflexivity that returns white narcissism to the centre” (Swan, 2017, p. 550). Instead, being reflective of their own position and discussing this perspective in their teaching, academics can use their reflexivity to prompt discussion with, and between, students. This dialogue would seek to problematise the notion of the normative, neutral, universal truth and interrogate existing Eurocentric thought, knowledge and power structures (Moghli & Kadiwai, 2021, p. 10). Those in academia should stress the importance of students’ right to speak, to draw on their own experiences, to add to the plurality of knowledge that decolonisation should be aiming for (Cheang & Suterwalla, 2020). Yet again Swan (2017) offers a warning, drawing on Ahmed (2002 cited in Swan, 2017, p.9), of being aware that in our encounters with others, not all can be spoken, scars and traumas may remain unsaid. Ethical communication remains attentive to what may be unvoiced and accepts unfinished and incomplete knowledge (Swan, 2017, p. 9). This incompleteness is a reminder of the continuous process of communication, learning and decolonising itself, and as Ahmed (2012) argues, of the always unfinished nature of all social action (Ahmed, 2012, p. 11).
Ben Barry (2021)(2021) acknowledges this open-endedness of decoloniality and contends that fashion educators’ teaching practice should not be for the fashion system that is, “but for the fashion system as it should – and must – be” (Barry, 2021, p. 129). This system must change in relation to a range of social issues and whilst this chapter has examined criticism around business school education’s white supremacist structure, there has been movement in educating about sustainability issues (Perry & Win, 2013). The beginning of this chapter noted that racism and addressing racial inequality should also be part of these sustainability discussions; the next section considers whether there is any sign of this focus emerging in the business pedagogical literature.

Sustainability and responsibility in business education

Sustainability has increasingly become a buzzword in the last few decades, originating in reference to the use of renewable sources without damaging ecosystems, but then proliferating in usage and definitions (Vos, 2007). According to Vos (2007), what the definitions of sustainability generally share, is the notion that there is an interlinking between environmental concerns, the economy and society. None of these three interconnected elements should be exploited to the deficit of the others and all should support each other (Vos, 2007, p. 335). International discussions around sustainability and sustainable development, emerging out of decades of global summits and initiatives aiming to cultivate shared plans for peace and prosperity, led to the United Nations creating 17 Sustainable Development Goals [SDGs] in 2015 (United Nations, n.d.). These goals are a call to action for countries to work together to “to improve health and education, reduce inequality, and spur economic growth – all while tackling climate change and working to preserve our oceans and forests” (United Nations, n.d.); demonstrating the linking of society, economy and environment as discussed by Vos (2007). 
The UN supported the emergence of Principles for Responsible Management Education [PRME], a global network that encourages business and management HE institutions to engage with the UN SDGs (PRME Secretariat, 2022). Since its instigation in 2007, PRME’s aim has been help shape business students into responsible future leaders, who will steer businesses towards responsible development, engaging with these sustainable goals. Currently it has 800 signatories worldwide, all institutions who want their teaching to engage with ideas of sustainability and responsibility in business (PRME Secretariat, 2022). The use of the word “responsible” in relation to sustainability introduces another often-cited concept that frequently goes unexamined but needs unpicking (Hibbert, 2021). As Hibbert (2021) reflects, responsibility can be understood as a moral decision-making, based on shared ideals of societal well-being (Hibbert, 2021, p. 375), under which racial equality could be foregrounded. Hibbert (2021) does note that this definition then leads to further questions about what is considered well-being and the relationship between the individual making the decision and the voices of those with whom they may or may not share the ideals. This last point is important, as in the business education literature the responsibility usually explored is corporate social responsibility [CSR], stressing the idea that the context and culture of the company will be relevant to how people of colour are treated. 
Frequently, issues of both sustainability and responsibility are addressed simultaneously, and sometimes inter-changeably. This section now considers how far PRME’s objectives, general acknowledgement of sustainability concerns, and issues of corporate social responsibility, translate into teaching practice at HE institutions. Also, it investigates how far this notion of sustainability and responsibility in education engages with ideas of equality, particularly given that notions of morality and well-being are thought integral. 
Perry and Win (2013) explain that growing support for PRME has been helped by the understanding that corporate social responsibility should not be a separate activity for businesses but incorporated into the entire business model. They contend this perception is reflected in the way “business ethics, environmental sustainability and social responsibility” (Perry & Win, 2013, p. 50) are all now part of business school curricula. Certainly, Young and Nagpal (2013) describe how in their study there was a move to integrate corporate responsibility, and all its related areas, economic, environmental and social responsibility, into the main Masters of Business Administration curriculum. Young and Nagpal (2013) argue that otherwise, to teach sustainability separately, suggests that it is not an integral part of business enterprise, and runs the risk of “even greater disconnect with the mainstream curriculum and thinking” (Young & Nagpal, 2013, p. 504). This disconnect is likewise noted in Araç and Madran’s (2014) research about business schools around the world, as they describe how “corporate responsibility and sustainability issues have entered the current academic environment, but these issues have not yet become embedded in mainstream business school education” (Araç & Madran, 2014, p. 139). They also explain that whilst most business schools make efforts to teach sustainability and responsibility issues, only half of the schools in their study reflect on these issues in their own corporate mission (Araç & Madran, 2014). This lack of universal approach is similarly addressed by Young and Napal (2013) who suggest that sustainability must be embedded holistically throughout the culture, strategy and actions of the university to demonstrate its centrality to all business practice (Young & Nagpal, 2013).
The need to move crucial pedagogical messages from the side-line to the mainstream and emphasise their significance throughout all institutional practices, reiterates the decoloniality and anti-racist arguments discussed earlier (Bell, et al., 2021; Dar, et al., 2021). This dearth of holistic thinking around pedagogy and university culture and practice demonstrates a lack of commitment to change on behalf of institutions. Yet social equity is a key part of sustainable development, as Vos (2007) argues, “one of the most important, but often overlooked, parameters in definitions of sustainability is equity” (Vos, 2007, p. 5). This relative silence in the sustainability literature and public discussion around people and social equality, also exists within the sustainability in business education literature and pedagogy. As Young and Napal (2013) discuss, environmental sustainability has been prioritized at the expense of a greater range of issues (Young & Nagpal, 2013, p. 497). Sharma (2017) suggests that sustainability and responsibility in education must be about developing an ethical, moral stance, but it seems this position is not yet reflected in pedagogical practice in business or management education. How far it enters the fashion business educational discourse is discussed next.

Sustainability and responsibility in fashion business education

As with the literature around sustainability and business there has been a rise of studies discussing sustainable fashion, for example, Kate Fletcher is an academic who has published widely about sustainability and fashion (Fletcher, 2013; Fletcher & Williams, 2013; Fletcher & Tham, 2016). Fashion education’s engagement with sustainability and associated literature is also on the rise (Fletcher & Williams, 2013; Radclyffe-Thomas, et al., 2018; Rana & Ha-Brookshire, 2019; Schramme & King, 2019). A key message from this educational research, echoes all the urgent calls for behavioural change elsewhere throughout this chapter, ethics and sustainability must be integral core values of fashion management (Schramme & King, 2019, p. 258). Rather than bolted-on, these values must be threaded throughout all practice in education and business (Fletcher & Williams, 2013, p. 81). 
[bookmark: _Hlk124416503]Whilst sustainability in fashion education has been increasing, it has mostly focused on design and production, and what has been much less developed in fashion management education is sustainability and social responsibility (Radclyffe-Thomas, et al., 2018, p. 91). Johnson et al. (2013) in their survey of research addressing fashion and social responsibility, note the use of the term “social responsibility” as having gained traction since the 1990s (Johnson, et al., 2013, p. 147). The authors discuss a key definition of social responsibility [SR] in fashion as referring to balancing the environment, economics and people, through a philosophy informed by ethics and morality. This definition of SR resonates with Sharma’s (2017) earlier suggestion that teaching must help students to develop their own moral and ethical code. Johnson et al. (2013) emphasise that responsible industry outcomes must positively affect, or do little harm, to the world and its people, and they also stress issues such as consumer well-being, human rights and health and safety (Johnson, et al., 2013).  Yet, in the literature that Johnson et al. (2013) survey, they note that whilst fashion and SR research is on the rise, there has been a drop in labour-related research. Labour-related studies could be an area where issues of inequality and racially related labour abuses might be addressed (Johnson, et al., 2013). 
More recently, Thorisdottir and Johannsdottir (2020) reviewed literature about fashion and the more often used term, CSR, and similarly found an increase in scholarly interest. Yet concurrently the authors explain that the “(fashion) industry is still not taking corporate social responsibility seriously, as few companies have hired CSR experts so far” (Thorisdottir & Johannsdottir, 2020, p. 2), suggesting that issues like racial inequality are still not considered vital concerns in the fashion industry. Thorisdottir and Johansdottir (2020) propose that future research is needed around workers’ rights, welfare and income levels, all of which would add to the knowledge about racial inequality in fashion business. Whilst the fashion industry may not be taking CSR seriously, Radclyffe-Thomas et al. (2018) argue that in fashion sustainability teaching, ethical business practices such as those relating to CSR, are increasingly a priority for educators. Though Johnson et al. (2013) found that this interest was not yet fully reflected in the educational literature, a finding that my searches also confirm.
In the research that does exist about fashion, sustainability and CSR pedagogy, an idea that could usefully inform the decolonial, anti-racism curriculum, is that of a social conscience framework (Goldberg in Radclyffe-Thomas et al., 2018). In their work at London College of Fashion, Radclyffe-Thomas et al. (2018) refer to developing sustainability literacy through this framework of social conscience. Students are encouraged to identify their values using an interconnected framework: combining their awareness of issues of injustice, their understanding of social structures, and their own agency, so that they then can judge their “designation of responsibility and willingness and/or ability for action” (Radclyffe-Thomas, et al., 2018, p. 92). It is essential that whilst students are made aware of difficult social issues and learn the skill of critical thinking in order to critique these issues (Rana & Ha-Brookshire, 2019), they are also encouraged to think through ways to move forward so as not to weaken the possibility of being proactive (Dylan, 2012). This social conscience framework was used to harness students’ innovation and collaborations as they developed transformative outcomes through analysing case studies of current business practices (Radclyffe-Thomas, et al., 2018). To begin to bring this review to a close, active listening is raised as one last fundamental sustainability literacy skill to discuss. Rana and Ha-Brookshire (2019) suggest its value in enabling students to undertake ethical interactions during business negotiation. The impact of active listening reiterates a central message aimed at white educators, raised earlier in this chapter, the significance of listening to people of colour.

Conclusion

This chapter was inspired by the wish to listen to students of colour and to co-construct knowledge with them about how best to develop learning in issues relating to racialised minority under-representation, stereotyping and discrimination within the fashion industry. It reviews a range of literature about inclusive teaching, decolonising the curriculum and pedagogy about sustainability and responsibility in business, to evaluate best practice that may help with addressing racial inequality and inequity in teaching and learning.
Amongst the key ideas raised by the research discussed here, is that of safety in the classroom and institution, to make teaching spaces places where students feel able to discuss their experiences and where their individual differences and voices are all respected. Teachers must model good behaviour in their communication, correcting any discriminatory language or ideas respectfully, without censure. Racial inequality and discrimination must be discussed in the classroom and out, to demonstrate that these are significant issues, worthy of bringing to account. Staff and students can also work together to critique institutional structures, exploring colonialism in all its forms. As research discussed here shows, institutions too need to play their part; economic, environmental and social concerns must all be embedded throughout their structures. 
Safety can also be promoted through using reading and teaching examples that reflect a diversity of perspectives, in subject matter and in terms of who they are by, to show that there are more voices that just white patriarchal ones. The diversification and decolonisation of the curriculum should also involve direct critique of the existing canon to demonstrate its bias and position to power. This positionality is a key concept presented in this chapter, whereby academics are also transparent about their position in relation to power. The power dynamics between staff and students, white people and people of colour, between people of colour and academic or business institutions, should be part of a constant dialogue, about how to do things differently. This chapter demonstrates that the significant skills needed to be encouraged in students, to increase their sustainability and anti-racist literacy, are critical thinking, ability to reflect on their social conscience, and active listening. 
What this chapter has not been able to do is discuss the importance of emotions, which was also raised in many sources, and the ways in which these need to be acknowledged in dealing with difficult issues such as discrimination and inequity (Barry, 2021; Cheang & Suterwalla, 2020; Rana & Ha-Brookshire, 2019). This element of human experience could be developed in relation to pedagogical research. Whilst CSR in business education literature has little to offer yet to help with dealing with racial inequality, another further avenue for research might be in terms of the new development of diversity consultants, who are being hired by fashion businesses (Vänskä & Gurova, 2022). This new role might provoke increased discussion in the educational literature.
Swan (2017, p. 548) warns against being a white, middle-class do-gooder, acting and speaking on behalf of the ‘other’, but instead counsels becoming an active listener. Hopefully, in choosing to organise focus groups, allowing students to be in dialogue with each other, means that my fundamental role is listener. Another significant recommendation is around keeping informed about important issues in the field and researching the literature for this chapter has performed that function (Swan, 2017, p. 556). On the other hand, the research is also self-serving, in that this chapter was published out of it and hopefully papers to come. Therefore, to be a scholar-activist, I need, not just to do this research with students, but to think of innovative ways to let the voices and ideas of people of colour be at the forefront in the future.
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