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How are tensions in New Labour’ s Third
Wa)f for Education played out in Bractice?
he case of Education Action Zones

Sharon Gewirtz

Introduction

In the paper I presented yesterday I argued for a more complex approach to analysing Third
Way politics than is currently prevalent in sociological analysis. The approach I advocated
involves doing two things. First, it involves viewing New Labour’s Third Way for education as
a complex and unstable amalgam of strands that are in tension with each other. And second, it
entails developing conceptualisations of the Third Way that are based on grounded, empirically
informed analyses of how New Labour policies are interpreted and enacted in practice.

In this paper I want to demonstrate this more complex approach through an exploration of
the Education Action Zone (EAZ) policy, a policy that was presented by its architects as
emblematic of New Labour’s Third Way for education. I will begin by introducing the main
components of the EAZ policy and explaining the ways in which the policy can be said to
exemplify the Third Way. Then I will say something about the empirical research study upon
which my analysis draws, before going on to examine some of the ways in which tensions
within the Third Way have been manifested and played out in the implementation of the EAZ

policy.

The EAZ policy as emblematic of New Labour’s Third Way

The EAZ policy was one of a range of initiatives introduced by New Labour in its first year
of office to tackle the twin problems of ‘underperforming schools’ and *social exclusion’. As I
have already noted, the policy was presented by its architects as an emblem of the Third Way —
a third way, as the Times Educational Supplement (TES) put it, between the ‘stifling statism’ of
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Old Labour and the ‘ruthless free-for-all’ of the market (TES 1998). The Secretary of State for
Education at the time of the policy’s launch, David Blunkett, suggested that EAZs represented
‘an entirely new way of delivering the education service’ that was ‘about partnership based
on success rather than outdated dogma on either side (quoted in Carvel, 1998a: 4). Stephen
Byers, Minister for School Standards at the time of the announcement of the policy, referred
to it as a 'forerunner for the future delivery of public services in the next century', arguing
that ‘the purpose of [EAZs] is that the government believes there is a third way in public
services’ (Hackett 1998). And Margaret Hodge, Chair of the House of Commons Education
and Employment Select Committee, argued in the TES that ‘The development of the Third
Way is perhaps best seen in the development of education action zones’ (Hodge, 1998: 15).
Meanwhile, DfEE officials described the initiative at its launch in 1998 as ‘the centrepiece of
Labour’s modernisation agenda’ (Carvel, 1998b). Just three years later, however, following the
publication of two reports indicating that EAZs had had mixed success in meeting their policy
objectives (CELSI 2000, Ofsted 2001), the Government announced that no further EAZs of the
kind discussed in this paper were to be introduced. Nevertheless, given the initial claims made
about the policy and the fact that several key elements of the policy have since been introduced
more widely across the English schools system, the policy constitutes a particularly interesting
site within which to explore in a concrete way the practical implications of — and tensions
inherent in - third way approaches to education reform. Before discussing these tensions and

implications, however, I want briefly to set out the main ingredients of the EAZ policy:

. The first 25 Education Action Zones were announced in June 1998; 48 ¢

second round’ zones were subsequently established.

. Areas were selected on the basis of a competitive bidding process.

. Each Zone has approximately 20 schools, usually including a specialist
school.

. The aim is to raise standards and tackle social exclusion in areas of social

and economic disadvantage.

. Zones are based on public-private partnerships.

. Each zone is awarded £1m per year plus priority access to other
Department for Education and Employment [DfEE grants]. (£500k of this
is guaranteed DfEE funding; £250k is available to ‘match’ private sector
funds).

. Funding was initially awarded for three years with the possibility of an
extension of the funding for a further two years providing progress was
deemed satisfactory by the DfEE.
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. Zones are governed by Education Action Forums [EAFs] — made up of
representatives of schools, parents, and the ‘local business and social

community’ ~ and school governing bodies were given the option of ceding

their powers to the EAFs.

. Zones are expected to set and meet ‘tough’ targets (for student achievement
and behaviour).

. They are free to opt out of teachers’ national awards and conditions of
service.

. They can deviate from the National Curriculum (to focus on, for example,

basic skills and work-related learning).

. They are meant to offer ‘joined-up solutions’ to disadvantage (e.g. by
working with Health Action Zones).

. Zones are encouraged to apply for other DfEE grants (e.g. for family
learning and other schemes designed to build social capital).

It Will be clear from this brief description that the EAZs contain some of the key hallmarks of
third way thinking as identified in the table below:

Table 1: EAZ policy as an exemplar of New Labour’s Third Way

Neo-liberal elements Moral authoritarian/ Social democratic/
neo-conservative elements humanistic elements

Operates within broader Responsibilisation/ Forums — engaging local
context of marketisation Resocialisation (e.g. people in policy development

emphasis on family learning) and delivery?
Emphasis on differentiation Commitment to social
(through specialist schools inclusion/social capital
initiative) Empbhasis on basic skills building
Freedom to opt out of ‘Joined-up’ solution to disadvantage
teachers’ naticnal pay and
conditions
Managerialism Redistribution of resources
(competitive tendering, to areas of disadvantage

performance monitoring, target setting)

Private sector involvement

Emphasis on work-related learning
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Clearly EAZs are only one manifestation of third way thinking and therefore it is impossible to
draw any once-and-for-all conclusions about the Third Way on the basis of an analysis of this
policy alone. Nevertheless, the research that I am going to present to you today does illuminate
some of the tensions within the Third Way policy amalgam that I briefly identified yesterday.
To recap, these tensions are between:

. New Labour’s advocacy of private sector involvement in education, on
the one hand, and its commitments to a more egalitarian distribution of
educational resources, social inclusion and a humanistic curriculum, on the
other;

. New Labour’s advocacy of competition, markets and managerialism,
on the one hand, and its commitments to collaboration and ‘joined-up’
solutions, on the other;

. New Labour’s commitment to encourage or, where necessary, coerce people
to be more responsible, on the one hand, and its commitment to foster social inclusion,

on the other.

The research study

In the following section of this paper order, in order to explore how the tensions identified
above were manifested in practice, I will draw on data collected and analysed as part of a
study of EAZs I carried out in collaboration with colleagues from the Institute of Education,
Sally Power, Geoff Whitty, David Halpin and Mamy Dicksonl). The study, entitled ‘Paving
a Third Way? A Policy Trajectory Analysis of Education Action Zones’, was funded by the
UK Economic and Social Research Council between May 1999 and October 2602. The study
was concerned to explore the origins of the policy and its operation and impact in a selection
of local areas. It drew on five kinds of data: documentary data, performance statistics, postal
questionnaire surveys, interviews and observational data. In what follows I will draw on a
small subset of this larger data set in order to illuminate how the specific tensions identified
above were played out within the context of the EAZ policy. More specifically, I will draw
on interview and observational data gathered in 12 schools across four zones (for which I
am using the pseudonyms Brickly, Nortown, Seaham and Wellford) and interviews with 46
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parents from three of these zones (Brickly, Nortown and Wellford). (For a fuller account of the

research, see Power et al 2003.)

Third Way tensions in practice 2)

I want to begin this section by exploring some of the tensions that have emanated from
attempts to harness private sector energies to the social democratic goals of redistribution,
social inclusion and curricular humanism. I then go on to examine the two other tensions
identified above —competition/managerialism /markets vs. collaboration and joined up

working’; and inclusion vs. responsibilitation.
Private sector involvement vs. redistribution, social inclusion and a humanistic curriculum

EAZ policy texts may have given the impression that EAZs represented a significant
development in the history of private sector involvement in education, but in practice the
vast majority of zones established were initiated by local education authorities (LEAs) and
Government claims about the numbers of ‘business-led’ zones were overstated (NUT, 2000;
Hallgarten & Watling, 2000; 2001). Although ‘for-profit' education businesses, such as Nord
Anglia and Edison, did express an early interest in the management of zones, this interest
quickly evaporated when it became apparent that the Government did not intend companies
to make a profit from their involvement as EAZ partners. In addition, although a variety of
private sector partners were drawn into EAZs - ranging from multi-national management
consultancies, supermarkets and professional football clubs to small local businesses - it is
perhaps significant that the only private company involved in leading a first-round zone was
a not-for-profit education company, and that two out of the three ‘business-led’ second-round
zones were led by trusts set up by companies for educational purposes. Moreover, none of
the governing bodies of schools in either the first or second-round EAZs ceded their powers
to their local EAF and nationally it is clear that ‘the amount of genuinely new money that the
private sector has contributed to EAZs has undershot expectations’ (Hallgarten & Watling,
2000, p. 26). Three years after the launch of the policy, only twelve out of seventy-three EAZs
had managed to secure the expected £250,000 per year from the private sector and most of this
sponsorship has taken the form of ‘in kind’ contributions rather than cash (Mansell, 2001).

Private sector funding seems not to favour the most economically distressed zones, but rather
zones with the good fortune to be located within areas near large, sponsorship-minded local
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employers. However, the presence of large national or multinational EAZ ‘partners’ in itself is
no guarantee that their contribution will be equally large, and some have been notably reluctant
to part with cash. In fact, the majority of private sector contributions to EAZs have been in
kind, and we came across a number of examples of businesses over-valuing their contributions.
A typical case involved valuing the time of business volunteers who listen to children read at
full private sector consultancy rather than classroom assistant rates. In addition, large-scale
business sponsorship by one company seems to act as a spur to others; conversely, a failure to
attract big contributions appears to be self-perpetuating.

An important consequence of all this local variation is a massive disparity between the
amounts of private sponsorship which different zones are able to raise. Amongst the 25 first-
round zones, one zone almost tripled their target sponsorship level of £250 000, whilst four
zones failed to register any private sector contributions. In some cases companies have earned
more from their involvement in the zone than they have actually contributed. For example,
according to an analysis of EAZ accounts carried out by the National Union of Teachers
(NUT), in Basildon RM Machines contributed £1k cash to the zone, but the zone paid RM
£118,854 for equipment (NUT 2000).

These relatively low levels of business sponsorship seem to have encouraged the development
of small, uncoordinated schemes which are frequently targeted at a small proportion of
students — often from groups deemed to be the most able or motivated. Whilst some schools
took part in new initiatives which placed business personnel or commercially sponsored
curriculum materials in schools, the scale of direct business involvement on curriculum
initiatives, attendance at meetings, visits to schools, mentoring or work placements was
relatively small. The following four vignettes provide an idea of the nature and scale of EAZ-
related business involvement in schools in one of our case-study EAZs - Wellford:

Example One: Fast-Food Reading Mentors

This initiative, which places ‘Fast Food Reading Mentors’ into zone schools, is part of a wider
national scheme run by a large multinational. Only one of the three primary schools we visited
in this zone was involved in the initiative and the scale is small, affecting only eight children in
year five. Two volunteer reading mentors visit the school once a week for an hour to listen to
four children read for thirty minutes each. The headteacher selected ‘competent readers’ who
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she felt ‘would benefit from additional encouragement’ to take part in the scheme; she was
adamant that untrained volunteers would not be suitable for working with ‘less able’ children.
In the lesson we observed it was clear that the children involved in this scheme enjoyed the
special attention and time away from their regular class. At the same time, it is possible to
question whether the volunteers had appropriate skills for this type of work. For example,
one mentor periodically interrupted one of the girls she worked with to ‘correct’ her (working
class, regional) pronunciation: ‘NOT bu’er, BUTTER. .." The other mentor was not himself a
very confident reader and he stumbled repeatedly in his efforts to read aloud to the children he
worked with.

Example Two: Football and Reading

The Reading and Football initiative is part of a wider national scheme involving professional
fooiball clubs around the country. We were able to observe a half-day ‘Reading and Football’
session in one Wellford year 5-6 class. The session we observed began with three footballers
handing out ‘Football Funbooks’ to all the pupils. The activity books, which are sponsored by
a biscuit manufacturer, have an undemanding breezy style, with lots of cartoons - and pictures
of the sponsors’ logo on every page. Activities include crosswords and football quizzes as
well as short writing and mathematics tasks, e.g. ‘Can you work out how many [brand name
biscuits] you would need to build a pyramid with a base of 10?7’

The children began by filling in details such as their name, nearest football club and team they
support. The three footballers then asked volunteers to read out some of the questions, the
answers to which the pupils all filled in at the same time. Both the questions and illustrations
are highly gendered; all but one question related to male players and male teams. The
accompanying imagery shows girls in a variety of passive poses: girl sits looking bored on
sofa facing TV while boy jumps up and down shouting; boy kicks ball while girl holds sign
directing him to the goal . ..

Example Three: Supermarket Maths Trail

The ‘maths trail’ was a Wellford-wide initiative that involved a day visit to a local supermarket

(part of a national chain). At Kite Hill Primary, fifty percent of their reception year pupils
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participated in the day trip. Teachers sclected the *higher ability’ pupils (aged four) whom
they ‘thought would benefit’ to participate in the outing. The school was given supply cover
for the accompanying teachers, transport costs and snacks for the children at the supermarket
café. Once at the supermarket, children were given a glossy worksheet to complete as they
wandered around the store in groups.

The worksheet asks questions involving weights, numbers and money, accompanied by
pictures of ‘Supermarket’ brand products. In the final section, pictures of fruit, chocolate bars
etc., are accompanied by ‘price tags’ which children are instructed to add together. While
there is a disclaimer about the prices displayed at the bottom of the page, all of the price tags
are severely undervalued. The ‘correct’ answer to the final question is that two apples cost 8p.

Example Four: Retail Work Experience

This is the only example of an EAZ-related work experience placement at Millbank
Community School. As part of the retail multinational ‘Family Stores’ contribution to
Wellford EAZ, it has provided a ten day work experience placement for six local year ten
pupils. This school selected two ‘sensible and trustworthy’ girls who had volunteered to
participate primarily in order to enhance their future opportunities of gaining part-time work
when they go on to pursue further study. Awareness that pupils were ‘representing the school’
apparently led teachers to discard the notion of choosing disaffected or challenging pupils.

These examples are fairly illustrative of the kinds of ‘curriculum enrichment’ activities in
which the business sponsors of our case study zones were involved. There are several key
points to note here. First, what is perhaps most striking is the banality of business involvement.
The businesses involved in our case study EAZs did certainly not demonstrate the energy,
creativity and know-how to radically transform the provision of education in socially
disadvantaged areas that at least one government official has claimed on their behalf (Barber,
1998, cited in Jones and Bird, 2000). Second, whilst the far-reaching commercialisation of
the school curriculum feared by critics of the policy has not emerged, we have identified
some isolated examples of the use of curriculum materials that are clearly aimed at promoting
the products of their commercial sponsor. Third, it appears that through their eagerness to
attract additional resources to the school, teachers may lose a degree of control over the types
of curriculum materials that their children are exposed to. Both in the case of the Football

and Reading initiative which used sexist imagery and the Supermarket Maths trail, with its
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promotional orientation, the class teacher did not see the activity before it was used with her
students. It is difficult to see how such initiatives are likely to support New Labour’s more
humanistic curriculum aims. Finally, due to the relatively small amounts of money allocated
to any given EAZ innovation, almost all zone initiatives whether school-based or zone-wide
involve some form of targeting or selection. As the examples we have given show, where these
initiatives have direct private sector involvement, they tend to target not low achieving or
disaffected pupils, but relatively ‘able’, well-motivated pupils. This is a finding which appears
to reflect both the desire of businesses to associate themselves with ‘high achievers’ and head
teachers’ consciousness of how best to represent their school to the outside community.

Competition, markets and managerialism vs. collaboration and ‘joined-up’ solutions

Alongside public-private partnerships, EAZs were also expected to pilot new cross-welfare,
multi-agency partnerships. This reflects a wider New Labour concern to promote ‘joined-
up govemnment’ (Cabinet Office, 1999). This concem is based, in part, on a recognition that
the fragmented and bureaucratic nature of existing welfare provision has contributed to the
marginalization of welfare recipients - and that the interconnected nature of social exclusion
has rendered single-issue responses inadequate (Power, 2001). The EAZ policy was one of
a number of New Labour initiatives designed to promote joined-up government to tackle
social exclusion. At central government level these include the establishment of the Social
Exclusion Unit, the Performance and Innovation Unit, the Regional Co-ordination Unit, the
Neighbourhood Renewal Unit and the Urban Policy Unit - all of which have a brief to improve
the co-ordination of policy responses to the multiple inter-related causes and consequences of
poverty and social disadvantage.

However, although interviews with zone partners indicated that new multi-agency initiatives
are more numerous and significant than our fieldwork suggested, we encountered only a few
isolated and small-scale cross-welfare initiatives in the twelve schools we studied in depth.
The most significant of these initiatives placed a part-time counsellor from a mental health
trust in one of the four-case study Seaham schools. Other initiatives that have been credited
as ‘EAZ-related’ include the joint Health action Zone/EAZ funding of breakfast clubs in
Wellford, and the involvement of a large voluntary agency in the management and provision
of a childcare project in one Wellford school (this project is not EAZ funded and pre-dates the
zone). We did not come across any multi-agency initiatives of any type in our four Brickly
case study schools.
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So how might we explain the apparent paucity of multi-agency initiatives? As several
commentators have noted, inter-agency boundaries have historically proved to be remarkably
resilient (Glendinning, Powell, & Rummery, 2002; Riddell & Tett, 2001; Webb & Vulliamy,
2001; Wilkinson & Appelbee, 1999). But there are also, paradoxically, significant barriers
to multi-agency working and inter-school partnerships emanating from elements of the
EAZ policy itself as well as the wider policy context in which EAZs are located. Here I will
focus on the ways in which the bidding culture and the quasi-market within which EAZs are
enmeshed seem to be inhibiting joined-up working.

Zone schools are frequently in receipt of funds from a range of sources in addition to the
resources they get by virtue of their EAZ status. EAZ schools are given ‘priority access’ to
funding from a number of other central government education initiatives and some also receive
funds from the Single Regeneration Budget, the New Opportunities Fund and the European
Social Fund. Having constantly to bid for additional resources places a significant time burden
on both EAZ directors and headteachers, and it leads to inequalities in access to resources
within zones, as levels of school-based funding are at least partially dependent on headteacher
expertise, time and inclination to bid for zone resources available from a menu of projects on
offer. As one Wellford headteacher explained:

Literally we sort of got what we bid for, and that was perhaps an inequality because
some people hadn’t come from a bidding culture and they didn’t really have a clue
what to bid for, whereas others of us had a list as long as your arm, you know [laughs].
I mean, some bids I didn’t even have to re-write, they were bids that I'd already put out
for other money . . . all our initial projects were bids.

(Headteacher, Wellford).

Recognition of the importance of additional fund-raising led at least two of our case-study
zones (Nortown and Brickly) to hire an ‘income generator’ to specialise in attracting funding
from public, voluntary and private sector sources. Similarly, a secondary school in Seaham
appointed a partially EAZ-funded deputy headteacher to generate additional income and

manage externally funded projects.

Our early evidence suggests that, in practice, the bidding culture within which zones are
enmeshed may actually increase the fragmentation of provision, because the co-existence
of many small-scale, tightly bounded projects is difficult to co-ordinate and has in some
instances led to a confusion of responsibilities between EAZ, LEA and school personnel. The
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involvement of several public, voluntary and private sector organisations working on different
projects with very similar objectives may further exacerbate this situation, as we found limited
evidence of meaningful collaboration between service providers.

There are additional tensions within the national policy agenda that are likely to hamper both
co-operation between schools and the development of 'joined-up working' more generally.
As Clarence & Painter (1998, p.15) argue: ‘The collaborative discourse of New Labour is
countered by another, conflicting and contradictory discourse of centralisation and demands for
performance’. New Labour have, for example, extended some of the managerialist techniques
associated with previous Conservative administrations. In English schools, children aged
seven, eleven and fourteen are required to sit national tests known at Standardised Attainment
Tasks (SATs) in Mathematics, English and Science. At each level there are national
performance thresholds that children are expected to meet, and both LEAs and individual
schools are required to set targets against which their progress can be measured. EAZs, in
turn, are obliged to set even more stringent targets.

Since judgements about the success or failure of individual schools, LEAs and EAZs are
based, in large part, on the their ability to meet traditional school-based performance targets,
this may help to explain why concrete multi-sector initiatives have, in practice, been so
peripheral to core EAZ business. Any effort to build local partnerships is likely to be time-
consuming - and as many headteachers have pointed out, the EAZ timescale is relatively short
- while the ‘pressure to perform’ is high:

I think there are two philosophies really, I think that there’s the philosophy of - this is
my school and I'm going to get what I can for my school, and I'm going to think of
my school. And there are other people who agree with the philosophy that we share
amongst other people. And it is a very difficult one for heads, isn’t it? Because at the
end of the day you are responsible for your school. I am not responsible for the school
over the road. I'm just responsible for my school. So it’s kind of like getting away
from that insular way and it’s looking out isn’t it really?

(Headteacher, Nortown)

I suppose all headteachers, when it comes down to the money will say - oh, we want,
you know, I want what’s best for my school . . . but as far as the EAZ is concemed,
they appear to be less interested in discussing the plans for the good of the whole of the
EAZ than for what they can get out of it for their particular [school cluster].
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(Headteacher, Nortown)

Within a quasi-market context, it seems that the benefits of collaboration are unclear. In
contrast the risks of collaboration may be perceived as considerable. Accordingly, although
a number of zone headteachers have spoken positively of the ‘co-operative climate’ fostered
within their EAZ, this appears to have had very little impact on classroom practices. In
addition, the majority of EAZ leamning support has been used to boost the ability of schools
to meet their own individual performance targets. The most resource-effective way to do
this of course is not to target the most disadvantaged pupils, but to focus on those who are
deemed to be capable of meeting an assessment benchmark (Gewirtz, Ball, & Bowe, 1995;
Gillborn & Youdell, 2000). In Wellford, for example, one of the primary schools we studied
held an ‘invitation only’ Easter school for ‘borderline pupils’ immediately prior to the
compulsory national tests (SATs). Similarly in Brickly, one of the primary schools selected
for mentoring support pupils who were ‘just below’ meeting the level four SATs performance
threshold, while the secondary school allocated resources to allow senior members of staff
to work with ‘able but underachieving pupils’ who were ‘just below’ gaining the threshold
number of five A-C grades in the General Certificate of Secondary Education (GCSE)3) .
There is evidence that targeting of resources on students deemed to be on the borderline of
assessment benchmarks is a widespread practice (Gillborn & Youdell, 2000). However, there
is a particularly strong incentive for EAZ schools, keen to secure funding beyond the initial
three-year period, to focus on those students whose assessment results are most likely to affect
their ability to reach school-based performance targets. While such strategies may represent
an ‘efficient’ use of EAZ resources for schools in competition for local pupils, it does raise

significant equity concerns.
Inclusion vs. responsibilisation

The EAZ policy was designed to combat social exclusion by drawing in parents who are
traditionally marginalised by the school system and building their social capital. However, the
social capital building strategies that were developed in the name of inclusion, for example,
family literacy and intergenerational learning schemes, can also be seen as strategies of
responsibilisation (Rose 1996). In other words these were strategies designed to encourage
parents to take responsibility for the educational success of their children by attempting
to inculcate a culture of self-discipline amongst parents. Whilst such strategies have some
potential to facilitate perceptions of inclusivity, they also have the potential to make people feel
they are being constructed as a problem, thereby exacerbating their perceptions of marginality.
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As part of our research we interviewed 46 parents across three zones from groups identified
by zone personnel as socially excluded, as well as observing some of the initiatives designed
to promote inclusion. In the course of our research we came across several examples of such
initiatives being experienced positively by parents. These findings echo those of Vincent
(2000) who concluded from her study of mothers’ involvement in parent groups and courses
that these activities could be enormously beneficial for the individuals involved, for instance,
by renewing their self-confidence, providing a sense of agency, developing skills and
providing women with a welcomed opportunity to escape the private domain of the home4).
But more generally the data point to the failure of our case-study zones to engage parents
either in the EAFs or in specific initiatives to any significant degree. Attendance at family
learning programs, for example, has been low and those parents who have attended have
tended to be ones who are either already involved in the school or are particularly motivated
to participate in further formal learning. This prompts the question of how to understand the
level of disconnection between social capital building initiatives and the parents whose social
capital they are seeking to build.

Our data suggest possible reasons for the failure of the social capital building schemes we
studied to engage those defined as most socially excluded. In particular, they indicate a
tendency for these schemes effectively to neglect the voices and perspectives of those who
they are designed to help. Lying behind the schemes, as Gamarnikow and Green (1999) point
out, is a model of working class families as bereft of social organisations and networks, not
valuing education and lacking the inclination to actively engage with the education system.
These assumptions are, however, at odds with our findings. In particular, there is evidence in
the data, as I will go on to illustrate, not only of parents valuing education, but of concerted
forms of engagement on their part with the education system and also of strong pre-existing
social bonds within the communities served by the zones.

The parents we interviewed, like those Vincent (1996) and Crozier (2000) have written about,
all valued education. Mrs Elsworthy’s sentiments, for example, were typical of those expressed
to us by the working-class parents we interviewed:

I’m not backward in coming forward when it comes to education, you know, because
I didn’t have any education I think my daughter should. So that she’s got the best
possible chance when she leaves.

(Mrs Elsworthy, Wellford)
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Asked what she would change about the school if she could, Mrs Elsworthy replied:

I'd like them to have more books because my daughter can read quite well and some
of the books that she’s getting this year she read last year anyway, which I'm really
annoyed about, but they haven’t got the amount of books. Last year she ended up a
couple of weeks without a book because there weren’t any ones that she hadn’t read.

In this extract Mrs Elsworthy is reversing the deficit discourse implicit in the EAZ policy and
much social capital theory more generally by identifying as a problem not a lack of books in
the homes of working-class families but one of a lack of books in the school. Mrs Elsworthy
also commented that she was keen for her daughter to go to college when she had finished

school:

If she manages to do that I would find a way of funding her through university, you
know. With the current job market, you’ve just got to aim high, haven’t you? You don’t

necessarily get it, if you don’t aim high to start off with.

Mrs Elsworthy had left school herself without any qualifications, is unable to work because she
is a recovering alcoholic and suffers from depression which she connects to her experiences of
domestic violence. Like many parents who had difficult life experiences, she wants something

better for her children.

We also found a strong level of determination on the part of many parents, mothers in
particular, to assert the rights of their children to a ‘decent’ education. We came across a
number of examples, for instance, of parents of excluded children or of children who were the
victims of bullying or unhappy for other reasons taking up issues with teachers. In some cases,

these issues were fairly easily resolved, as in the following example:

Last year in ... her reception [year] she was fine, she loved it and got up in the morning
and wanted to go to school, and her Year 1 last year, we did get worried because she
went on the first day and something must have happened at school where there was a
breakdown in communication and she did sort of go into a shell and she used to wake
up morning after moring and say she didn’t want to go to school ... So I got worried
then, and I thought either she was being bullied or she’s not enjoying something

about the whole class, or she’s having problems communicating with her friends and
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teachers. So we went and had a word with the headteacher and said, this is the case.
They kept an eye on her and she was OK and it sorted of petered out. And when her
first term was finished she was OK after that.

(Mr Malik, Brickly)

But in others, parents were engaged in protracted and wearying battles with the schools and
in some cases the wider schooling system to ensure that what they believed to be the needs of
their children were properly catered for, as in the following example:

I thought the school focused on Martin’s bad behaviour too much. I thought they didn’
t make allowances, because once they found that Martin is a difficult child — I am not
saying he is not — they already knew this from the past school, it had already started in
the last year or so in the past school, we brought in a child psychologist, because I had
picked it up straight away that there was something wrong, so I went looking for help,
because I knew what was going to happen, I could see it so clearly. And in the first
year at Conway we brought in another child psychologist who said Martin did not have
emotional problems and I disagreed, then the case was basically closed and it carried
on ... He went through five stages, five exclusions almost until it becomes permanent
... I'said let’s bring in a child psychologist here, let’s find out what’s happening here.
The school brought another child psychologist in. We were supposed to meet him on
a weekly basis but it only seemed to happen once or twice. I seemed to have more
insight than any of those child psychologists. He was eventually sent to a system that
they had in the school ... learning difficulty centre, I think, a separate part of the school,
full of computers, and if Martin got too difficult in a class he would be sent out to the
room and it was OK, it wasn’t too bad. Then he ended up in there more than he was in
class, he would be taken out in there, taken and put in there. Then eventually we had
this thing drawn up that he would spend more time in there than in class, but at the
same time while he was in there he was missing out his education, because he wasn’t
getting ... what he needed in there. It was more about his behaviour than his education
because his behaviour was obviously difficult ... He eventually got excluded full time
so he no longer went to school ... they wanted to give him tuition for an hour a day
and I said no I wanted it looked into more ... I want to know why he behaves like that,
I want more people brought in, I need some help here ... I went to see our local MP,
I went to see him twice and it went straight over his head ... I was trying to hold out
because it wasn’t enough ... I had been to meeting after meeting. At one point I thought
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I was being heard, then it fell apart again ...
(Mrs Miles, Wellford)

This is just one example of a number of depressing tales we were told by mothers of children
with challenging behaviour struggling to be heard by what felt to them to be a mainly
unresponsive system5). According to Mrs Miles, it was the teachers (rather than parents) who
needed educating about how better to relate to others:

I think the teachers could do with a bit more awareness of how to integrate with other
parents, I suppose they only live what they live and only know what they know, and
are brought up with what they are brought up with, so maybe something for them,

something like a course for them to deal with, I don’t know ...

Parallel sentiments were expressed by Muslim parents in Brickly, some of whom were
concerned about the lack of responsiveness of their children’s schools - in this case to their
cultural identities:

I was born in this country, I went to school here and in the thirty years from when I
left school, when I was at school and my daughter’s school now, there’s no change
at all ... when I was a school we was a minority, in all of my school, in the nursery,
juniors, infants, there was about 15 to 20 Muslim children at that time. Thirty years
ago. Now it’s the opposite effect. Then we was told that we would have to abide by
what they say because we have to go with the majority, so what’s the ruling now? It’s
the opposite. We're still preaching about Christianity and my daughters know as much
about Christianity as I do, which is wrong, because the majority, I think it’s 98 per cent
Muslim children.

(Mr Mohammed, Brickly)

I think they are not very kind of ethnic minority sensitive really. You know, the issue of
the fasting month ... they aren’t very sympathetic to what the needs are of the children
who want to fast, for example, or those who want to go to the annual pilgrimage to
Mecca, not very sympathetic to those who want to go there ... they don’t listen too well
really. For example, [I know of one] child who fasts through Ramadan and he was told
— well, if he is fasting he has no place at school during lunchtime. He goes home, you
know? I would have thought because 98% of the children are from an ethnic minority,
you would expect the school to be a bit more friendly.
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(Mr Khan, Brickly)

All of the Muslim parents we interviewed in Brickly sent their children to Mosque school
everyday after the regular school day from 4.30-7.30pm where they learnt about the Islamic
faith, Arabic and Urdu. Yet, incredibly, one parent told us that none of his children’s school
teachers had ever asked what the children learnt at mosque school.

Feelings that schools were not always sufficiently responsive to parents’ life circumstances
were also evident in the following comments that emerged in a group interview with six
Somalian refugee parents in Nortown, when asked what things they would change about the
school to allow parents to be more involved:

A Somali teacher on the staff

Letters to home translated into Somali

Some racism at the school which should be stopped

Allowing the children to have prayer times and a room for prayer.

The concemns expressed to us by these parents were similar to those reported in Vincent and
Warren’s (1998) study of the relationship between refugee parents and their children’s schools.

Our findings also suggest that, although some people living in disadvantaged areas feel socially
isolated (a phenomenon vividly portrayed in Charlesworth’s (2000) study of Rotherham),
others are implicated in a range of social bonds and networks and forms of education and
active citizenship. For example, Mrs Miles whom we quoted above, did voluntary work in
a domestic violence and abuse organisation and in a centre for people with drug addiction
problems. Many of the parents we interviewed described sociable lifestyles and mothers, in
particular, but some fathers too, talked about networks of friends, family and/or neighbours
who relied upon each other for childcare. It was common, for example, for parents to describe
in vivid terms the ways in which members of the community and relatives looked after each
other’s children and provided other forms of social and emotional support. The dense local
networks of family and friends indicated by our data typify the forms of social capital that
others have noted are prevalent in working-class communities, particularly amongst mothers
(e.g. Jordan et al 1991, Horvat et al 2003).

Although the social capital building schemes we studied were not authoritarian in the sense
that they were forced on anyone, and although in many cases they were framed in relatively
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progressive terms, the schemes nonetheless tended to be underpinned by the assumption that
they would remedy a deficit in their target audience - that deficit being either social isolation
or an inability to support the education of one’s children. In this respect the schemes are in
the main ‘done to’ rather than ‘done with’ the parents they are designed to help. These deficit
assumptions are accompanied by a failure to recognise the value of the kinds of social capital
and associated cultural values that the schemes are attempting to “build over’. This stance
contrasts sharply with the social capital building approach advocated in the community
development literature which emphasises the importance of starting ‘from an assessment of the
networked resources of a community, rather than adopting the traditional deficit model, and
[using] a participatory approach to project design and implementation’ (Kilpatrick et al 2003:
419).

Conclusion

In conclusion I want to argue that the examples reported here provide an illustration of how
empirical analysis can help us to explore some of the contradictions within the Third Way that
are not addressed by the abstract theorising I spoke about yesterday. In particular, they indicate
some of the concrete ways in which business involvement can inhibit the policy goals of
resource redistribution, social inclusion and curricular humanism, some of the ways in which
markets and managerialism can get in the way of collaboration and joined up working and
some of the ways in which policies designed to make parents more responsible can also have
the effect of making them feel more excluded. In this sense, the empirical analysis appears to
highlight the concrete manifestations of incompatibility between the Third Way’s neo-liberal,

neo-conservative and social democratic agendas.

Despite these incompatibilities, however, New Labour appears to be persisting with all of
these agendas in its new five-year plan for education announced this month. In particular, the
Govermnment is advocating: an intensification of the market form, with more choice for parents
and more independence for schools; even greater involvement of the private sector in the
running of schools; more traditional approaches to education, reflected, for example, in the idea
that all schools should have uniforms and a public-school style house system; responsibilising
policies designed to tackle concerns about childhood obesity; humanistic curricular approaches
including the promotion of music, a broader post-14 curriculum and personalised learning; and
a redistributive agenda exemplified by the introduction of cash incentives to encourage poorer
students to stay on at school beyond the period of compulsory education.
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It thus seems that the tensions I have explored in this paper are likely to be perpetuated over
the forseeable future and all that remains to be seen is which of the broad agendas will prevail
in the national and local politics and practices of education as the era of New Labour draws to

a close — which it inevitably will!

Footnotes

1) I am grateful to Sally, Geoff, David and Marmny for their significant contributions both to the
collection of the date used in this paper and to the analysis presented below.

2) This part of the paper draws on material previously presented in Dickson et al 2003 and
Gewirtz et al 2003.

3) The General Certificate of Secondary Education (GCSE) is the principal means of assessing
pupil attainment at the end of compulsory secondary education in England.

4) Although Vincent is also very clear about the limitations of such activities, for while
having a positive effect on individuals they do not often enable systemic change and therefore
are unable to contribute to the amelioration of the structural injustices embedded in local
education systems, regimes and procedures and relationships between educational institutions
and parents(Vincent 2000:113).

5) We are aware that our interviewsws with these parents have given us only one side of the
story and that the teachers and other professionals involved in these cases may well have given
different or conflicting versions of the same events. However, this does not detract from the
point we are making here that such parents perceived a difficulty in getting their voices heard
by the professionals they were dealing with,
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B3N EL BSREEDODTH 8RADEFMNBMLTOT W, 2ADYFS5 T
ATD)—=F 425+ AVEA—=HE 10 1Bl 42OFEL5M 30 5905
DEEEEICERFHRD, COFEICBMT 3701, REN TS5V LEELTS
NEBLEDES) LELB THDHB)—F—i-b] BRE, RERIEEZZIT
WEWTAS YT T TR THEDTELRY) FEBLBE—HBIEELTHICRS
EhLLBWLHELTVWS, TOLY AV TR, TOFEICBMNTEFELIBMN
LED7S A LN, HEEREILDh3CLEEATHA I LBMHLMICRT
Bhi=, BT S T4 TIBRT S WS EROAHIGELUIZAF IV EF>TH
BHESHERRIATTCLEHD 53, HIXIE. HBBIRAV 2. HB2VED (%
BERKD, HTD) BER MBEI L& L LTERMIGES Tz, 177 TR
BLTNRE— =« o ] LS KIS, DAY Z—EEADRD BENHZH5HF
LS DbITIEEL, —HICERTATELEBICKETHRA MM EEZL LS SN
LTEDELDOMA TV

HH2 7y bR—NEU—F1 T

BERBG LTy b E—IVA =75 1Y (The Reading and Football initiative) (3. B
OFa - 7y FE=VT S THBNT B &0 LEVEENEHEO—-BTHB, Vb
74— K Wellford D5 5 %%, BOREITRAIBIFSB [FHAALT Y bKR—)b]
D¥ALy > a v ERETEENTER, RELEEYYavid 3ADT Y bR
—)VBEMLERFIC 72 FE—/IVHEIAZ (Football Funbooks)| Z73F5X % &
MOMBE -1z, TOEHAOAIR. CAry PEEOBRICEZLDT, LMD
FLLAW, KB T. BENSL AR Y—Ond0RHAZTHEHICHE I N
Tz, EIICIEWEXPRROME—HIZE, (AR Y—DERT v b %
AIRES &, EIC 10MHBES Iy REEZCLNTESRTLLD 7] —LRAU
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X3/ RI—ER Ty FR-LVDI A IHFENS,

FLEEBRBYDEMRERD 7Y b R—IVISTRRRTHF—LEFLIHE
TR0 3SADT w FE—IVEFEBEMRT T 2T 4 TICEB DOV DhEFH
LF3&S38H, FELIBRTOEAEAMRICEEAA, TOHEMEATSA ML
—2avREBLLEBAL TV VA THo Tz, BRIT—DZERNT. BHEDE
FLBETFF—LICHTIEDTH >z, RALNTVARHRIZE FIFICTHNAER
— XDV EMEI TN, DF D, DERLHAUTENSRUBIRTHZME TV
EEHDY 7 7IiCE> TGREZE S ICRTWS, VENR—IVERSZ A TOLAVIER
J—NVEFEELTNS - - -,

HH 3 A—18—<—4 v FOEZEHTH

(%86 < Y (maths trail) J &, (2EF 1—>DO—8BTEHB ) HITDRA—18—<—
v rE—HBERITRLNSEDT, YV T4 — K Wellford R THT hbhi-A
=TT 4T THoTz. 14 k)b Kite Hill /NEBRTIRFALD 55% AR D KRIT
KBMLT, BEid, BRBICBMTEI LN MTedickd LBbha) TEEHDOEV]
(ARD) EFEEZBHILI-DOTH B, 51RDEE, KER. XA—18—~—4 v DOH7
ITOFELLDBERDORZENI LI BANERICKKRE N, OEIEUR—3—
=7y McEL L, FELIBRIICHINTIERRBEE D EASH LT 250D
TEWI—s—rEEX SN,

EDI—J—hM2iE TZEDR—1—F—7 v ] 75V FOMBDENEI SN T
WT, B BRBEICHTIEMIH -, BREDOH TR, . Faal—1) -
IN—=ZDMDBIAEALNDNTE D  FELBRELEERT B LS 5RENA TV,
HOTIRENEMRRICOVTORERTFREN TV 30D, #ILIRLT. U¥
CEBE DRV L B> Tz, BEDHEMO MNER] 3. DAT 2T R=
—Tb%,

HH 4 IR
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EAZ DRFICR D RIEMER

THUIINNRYY «a3a=F 1« AV —)V Millbank Community School T EAZ
RS DM RRZRE T 2H—DHFITH S, V2V 74— K Wellford D EAZ IcF
543 BEBONEXETHS 773U —+ X7 (Family Stores)] D—B& LT,
HhTTOE 10 2ZEDETE 6 NI+ HEIOMEARBRE iz, TOZRIE, BAINE,
BELTERI BRI/ F 2 A LOHR 2B IBEEHERICT BN TEMAERY
LT T3RINHDEFRTES] 2 N\ORTFEEEL, EEFIBN MERENRE
LT3 WS RERIIALMIC, BEffcb% LTREZFF> T3, S50 idHkR
B ZRRNEE T,

INSOHEHIZ, BELBHIABLIEY—VDEIRR - ARV —T-BH8MT 3
(HVFa2 7 L528MNCTB] FEHOISCWEEDHTIRLTVS, T3
FIREEADNNDEH B, F—IC, Lo LLHBHAEDIE, EIRREDOHL MDY
OB ETH B, BEI-HED EAZOFRFIRRICHDNDEZIE IR RAGHAL M, Dix
KLU L HDOBRFEEMKE S DT B D7 L 5k L 7= (Barber, 1998, cited in
Jones and Bird, 2000) #L&HICFFGHUIKIC B 2 BHFOMG R ZUEMICHFHET S
DT INF—, BBEHES/ INYERL TRV R o, B, BEEEHtHIL
rERBABEHRUEERL) F 25 LOEREHELLEHS DY T 72h, B
SMCHEMARY Y —DORRZHAEL X5 L T3HY F 25 LEMOMERIKERS
PN OMEEL, BIIC, ZRIBMNEREZF I EHFLELS5LT5H%D. F
ELiebhE 633 T LICKBBHEON) F 2T LEFICHT 2 HEMOHHINT &
B ko T3, HERNFEBOZERERC: [Ty P R—IVERBH] A=
774 TOEFRREDERZ L > Tz TRA—1R—3—F v MIEDHI D) OFH)
DELLEMN, EELBICE > THAT NS RICBEMNEDESZR b TR G,
otee FDESIBAZITT4IN, Za— - LAN—DEDAXEENEA)F2
SLEMEERLSZLRAC LA TH S, RIZIC. LWINOEAZ ZEICBY
THLERTONEEEDUEHVNE VT, ZRR-ZATHN Y/ — V26 THh, 3L
AREETDV =Y « £ =TT 4 TTRLADN - b D BEEW LERID B kb
NTWE, BT TERBERAIRT LIS, 12277« JICEERRE Y 2—22hn
LIzt T AT, REOBOERRPTEOSHBERTIR AL, B ITEZ), &
KOS ZEFEBBEIEAN DD, Thid, THELEIE] LB ZDTFWEEOR
WENPBDOII 2 =T IR L THOIREE - L LXK RELVEV I BEROERD
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AU DVTVEEIICRABLVIHRTH S,
R, MIRL <RIy VXL Mgl TEHR) RRR

N—FDIS— +F =y e HIC, EAZ ZFH LWEBAE . Sxik/s— )
—Uy TRERTITEEMFEN TV, Thid TEFHOBUT) ZHELES L
TB5_a— LANR—DXDEVELEKE L TV (Cabinet Office, 1999), &
ZEKTIEICOMOME,. BIFORUMGEOX L X bR BERASEENIELZKR
EORDE BN VI BRI —FZ L THERNHROA D HAZEENEL D
HHOFEREFEYN ZEDICLTVE LV BRICETVTWVS, EAZBERIR= 2
— LA R—DHEMBIRRICI D MOHEFOBUT A HET 2 1-DICERIE b
BAZYTTATD—DTHB, PRBUFLANVTIE, ThHEE2MHRR1=
I (the Social Exclusion Unit), ¥#t&RBI# 1= b (the Performance and Innovation
Unit), MRl = k (the Regional Co-ordination Unit). EREEET = I (the
Neighbourhood Renewal Unit) & #fiB(81 =" k (the Urban Policy Unit) D31 %
a%H,. ThH2TH BREENTHROERONSEENERIC N 3 BERON
OB ELERRETILVIESEH>TVS,

ULLEND, V=2 DR— =BTl leA V2T a—TIRHELWSTNEA
ZUTTATE BRDTA—NVET—IWRELI-E DL EHTEETHSLE
RLTVRICEDDHT, HAHNEBLIZDWE, ELHIELE 12KBDWL DHD
S U7 RO/ E S BRI A o 7 F 4 SIS TH o I-IcT €0, ThHo
AT TATORTEHELEERLDIZ, —7 L Seaham DEETD 4 DD
HPIAED—DICEBNT, HBBAVZI ANV R + FSRAIMSIA— R EALLDAY
YET—RFREEIEZLWIA=_VT T4 Y THo1-, [EAZMEE) DR EZIIT
WBMDA =T T4 T&. 7V 74— K Wellford Tid, BFET77a>yy—>
L EAZDW@RE LTHRY STAOHENH D, ¥ 27 +— K Wellford D& 3%
BT, ZOBELFYAIVRTT - T uds s bORBICBNTHIRELYT A S
VTATHEEZZIATW - (ZD7aY 2y NI EAZEBLICL LT DTid L.,
V=L DEDIE), TUw s Y— Brickly @ 4 DD ORFIHFZTIE. £
TBEL—TV 2=l EBA VT T4 IOV EBRICE HEbh o T,
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EAZ DEAICRDREME

ENTR, BBV — AT T TOESHERBIEE S SEEM
DKDTHAIN? BLOMEEMNLL TR LS, T—-Yzryo—MOERIE
FELRMICEDHTiEFETH S T & ZFEH LT &= (Glendinning, Powell, & Rummery,
2002; Riddell & Tett, 2001; Webb & Vulliamy, 2001; Wilkinson & Appelbee, 1999),
L LESRMNTHSH, EAZDEE NI & D ECBHAHIXARER. EAZBERZFD L
DOEHENS, ST —Tx v I—hE#LIZD, ERED/S—FF—>w TE
ATEDT BT LICHTHEELMBELEL TS, TTTiE. EAZ P EEICK> TV
LT ADMBETHROEL T UL L ETFHEROENEHT I ESICRAZH
DAICERZHETS,

V= O¥RE LIE LIE, EAZ OHU D BT 5B 3 BFICINZA T—E#DOEED
CREERITM D, EAZDERIEPRBIFDV DDVDBEA =T T4 U5
TEEMIC) BE&EB2 L. £z, ARMIEIMBLEFH (the Single Regeneration
Budget). #7# & ¥ & (the New Opportunities Fund), I — B v /3t & E & (the
European Social Fund) "5 £ B&%ZITHL %, BMAEEZREDICEICHST
BT, EAZAA LY Z—RREICL > Thix b ORZHIK ERfE T> T 5,
FLTENEE . VYA TOBRBRNDT VL RACBIIBFAEZFEZLT-56T, &
il BRICEREB PRHE2 . PR LB, REROEME. B
M, BftEhza T ovz s bORAZa—bSRIATTHER Y — Y BFRERS L TBET
BEEIUMKIBLTWELETH B, V)V 7 +—F Wellford DHZBREGLLTO K
SICEHIAL T B,

XFED., bbb A1 DE/NB T, AL > TR GV
BhTWEWDS, @EHRDEXEIVOINELICONIST,. —AThhbD
3 BLDEMOEEILEVEHIVA M ELEH>TWAIDTTLRA(K) D
¥h, BMEEIDBELLHVES>BVLOMOHRE. Thbld, BiCthoB&%21E
BLTLESEBODAWVWTLE: . « - bhbhoFhAHILTHRFTL
(#E , Wellford)

BMNEEF B LOEEREZRERLI-HIK. DhDhOEFIE Nortown

and Brickly) D02 L& DDV — TR, KM, 8 RURHES Z2—0DEHK
MOREFFIEHEDC LEEML TS NRAZET A income generator’ ZFE >
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2o FEBRIC. ~—7 L\ Seaham DH BHEKTIE. BIMIRAZERH, NHPEEICE
370y FEBETB-DICERIINC EAZ OB&ICEH LD BIREZEG LT,

B, bhbhOMMADIEIE, KL, V- MEATENTVRHEXI IR BE
OBFLZBET 20 LRI L ZREL TV, kb, ELOPRRT
RECHRENTOd ) FOREFR, ABPEETHH. WOHMDHFITIE
EAZ. LEA L ZROANBMICET 2 REOREZE N, Y—J 1 ARUEMOFR
BB EAATHHDBONTNEE S, ELDTABLIEFZFLENLR
537072 FTEKELORM), T4542Y, RURML 7 2—O#E&EN S
TBHILIE TOKRRZTOHICEETESHIE LI,

ERMEOBH L KOIEL TEHTHL T L) ORBOHARGITZ S5 X LENBIRT
CrVAANOELRBFENDB, 75 L AEARA 2 %— (Clarence & Painter 1998,
plo) MWL B LI, Za— - LAN—DRHINET 4 Aa—XICHALT, §l
OFEMNIIATFIEYT BPREENLT 4 AI—AR/8T7 4 —< Y U T B ERH
HENhTWS]), PIZIE=a2— « LANR—RHIDRFREFEET DOV TN RY
YYAMIGET 7= I DN OORWIR LI, AT FOEKRTIR, FELI:
B> 7. 11 14 THE HiE BHOEEL T h/-EMREE (Standardised
Attainment Tasks:SATs) & L THIO NS 2ERBRERII B L HAEREI NS, SERME
TFELEMEL TWAH T EMEFET N LENDERKENSH O, LEA &L D
EROMEBENETED LS BAEERET B LARDOENS, FOhb Y, EAZ
BRI OBBHOH 2 BEIER TS,

A% DEAL. LEA, EAZ DEIPEBUIC DV TOHIENZ, KDL, GHEAERERA
—ADEYBEBCE LDVTED, TOT L, AREENEERLY 2—D1=
TT4THEBICBKREEZ EAZE XA L TREINTH 2 ESHEALRYT
<F%hE Lz, HIFED/A— b F—2 9 TEEL OO R BB HERBZERLY
FTL—ZBLOBREMEWT B XD Ic— [RITESEBENI HNAKEWV—AT, EAZ
DIARIE LB,

KRB ZDDEENHZDOTREVHERS, ESVS3HEM VS E—CTh
BESZO¥RTAZRERDIDICEZLDEFICANILSI LLTVS, Fhdd
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EAZ DWIBIIC R 2 RIRMR

BADEREDTLRZEALS L LTS, ZLThhbh (2K) MDD AL LD
PEHS EVHSBRICERTEIALINN B, ThIBBICIRETEHLVOTIR?
BRRICEHETIERICH L THEHINH S, BOES OERICH L TEITELH S
DTV, BROERICH LERENH S, EHOEE, BENKEIANSHT
NERZES5BLDOTREVA? BOETH A,

(#%E. Nortown)

BANEZDICETOREREDT LICENEES A5 —Z X, RLWTT.
DIRICE>TREDLDHPRLNWTT - « - TELEAZICHT BB, AH =B
DRED (LM ) hoMES | ZHEZHEVD T LIFE, EAZ 2EDIHDS
SURBRTDBLICHEDBELIETZEIICRZ S,

(#E. Nortown)

AR OXIR T /1 DRI TE AW, MBI HO) X 71X, bbb
DRFTV, LIz o T, V—VDELDREBM EAZ DRTEAT TihiiszE
DV THHIEMICE > TV A D, BERBRICBIEGEA LA RT MMEVnES
THb, MAT. EAZD¥BIZROKRZHIFRAMBOXYEHERERTSHLS
HENEBDBZEDIAHVLONTER, 8 BAA. COEDICRLEAFEZEMCES A
BRRLTAGERENRIBRIZOTERL ., BEEREICGETI LA TEZLE
AONT-HERBIEREYUTS T L THSB (Gewirtz, Ball, & Bowe, 1995:Gillborn &
Youdell,2000), 7 =)V 7 #— K Wellford Tix. 7=& XiE, bhbhHBFAELI=/hE
Bo—Do MBBThThotiElzb] Oidic TBIFOH] ODA—RAE—+ XY
— V&SR 7x £ EESR (SATs) DERTICHV . FERICT Y v 2V — Brickly Tl
HBINERIE L)V 4 D SATs DER T A > (performance threshold) & b M5 & 5
ETF) O] B EmMBERIORY, —F. PEREPEFRE —RH (the General
Certificate of Secondary Education:GCSE) T5 DD A-C L — FZHET 3 [bx o
ETF) THotz THeQIZHZIDEBMOBL kWL B) ZEROHAEIEETES
EOBBFEEGO YT, BEREOGETIICREDED LS LB 20
RKICT B L WS L H B (Gillborn & Youdell, 2000), LA L. EAZ #&RiciE. ®#)
DIFELWHIHMZHEATLERZHRT 2T LICRALLTD, BEDKRDFER
DEDIZEYERCEIET SRENCHEDEBLEI LERICERZYTEOI LTS
ELISHEWEENH B, ZDOX D BEBIEERMTTOEFRIZBERFTRDZ 1D
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IZ EAZ BIRD TH%%x) HVidEzRbLTWahE LR, RENOEELM
DEEBH TS,

ot ik

EAZ BURX, BV AT L& > TRADEThTE BB E5&AHR, HESDH
SRAEBETE LICE> THENHIRR LB X BTN, L LasS, §
ZEBToFAEE L, HKBEYHBELAIDLSIC, BRLVIBZTHEINT
T MERABBOWEIE, BELLVIBRL L TLERZTENTES (Rose
1996), WA NIE, RI-bIcBROXEEBILT BT LICk> T, BHBHOTF
EXLT-bDHEETORNDOETZLZ L ERMTIEETEH 1z, TD&K S
RO AHROBSEBRICT DBENRIREEZHDO—AT, HON—DOMEL LTH
VENDODOHZLERICELETYE, LIEN-THREBMNEADTHZLETETEX
EEBRERE LT TV 5,

MEO—EL LT, AEEHHET B1DICEREIN A= T F 4 DN Oh%E
BLANS Y-V DOBFREICL > THEMICHRENTVB LREEATWS FIL—
TNHZDDY =M T 46 ADBUCA VBT 2 —% Uiz, FARZEDS S b,
BELBI BIBICE > THBNICBRENEAZ VT TF 4 TR B HE o Tz,
COHIRIE, BIN—TROA—ANDOERI DN D DICDNTOMELND, TD
K5 GiEA, e REBEZHICL, BHMLTWRL VWS BEEZESX, AFIL%E
BE REOTSA4Yx— M MafEERNS S > TOFOBEELM-BICEXS
CEILEL T, b oli— A—ACREAL B BRTHD I3 LBHRIFIT +«
vt b (2000) DHIRICHBT ZEDTHS ¢, LHLED—EBMICE, 8i-b%
EAF DMREDA =T T4 JICH LT, hEhOBETCHEIEZ LS HICDWT
B, BELODNHBFMRE LizV—VRERLTVWA WS TERTF—RIGRLTW
%, BIXIE, REEY OS5 LNOHBERIIEL . BIL 8- BB SIS
MLUTWaEM, EHIRERBERICBMT Z2BRANFICHEIDELLNTHOHDL
THd, TOT L, HEBAEMETZA=VTT+TL, BRT-bOHLEAR
ML &S LHET I8/ LOBMOWHE &S BRETIEI VA L0 S BEERR
T3,
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EAZ DRFIC R HIRERMR

RLHESMICHREN TR LD L LTERSINIAL ZHESETHSEAZHE
T3 LD BLSRE LIzsHE0RBICH LT, Bx0TF—2Ii, mJiek g R
T3, XIS, FNEOF—2E, THVEHENSBIFES L LTWVBALDER
BYEZEBEFELTLE>BAERLTWVS, SFEOHRICHZDIZ, Hwi=a
7L U= (1999) AMEMT B & 5 IC. HENTERRRY FT—IE2K, BE
DAFEZEEDH T, BE L AT LICHEIICH DS S & LEWHEISERKOREDE
TIWVTHB, LLahs, COREFGBEZBLOMFTLBRICRT %, HEVWTRES
LRBIM, LI, BB REEFET 5150 TRAL. BV DMNBTHEY
AFLICHBALUTHREL. ZLTERL VUM ELTEII 225 « ORERITIEIE,
LHiHh B FET 2SN H S LW SN T— 2 ORIcH o 1z,

gk (1996) 70— 7 (2000) BBV TWB LS, EHbHAI %
Y a— LB bl EABEEFMLTN, 2EZEINVAT——RADEHD
3. EEHBNA 2T a— LIS MEBROR-EHIMHBLZS B THLHEMNELS
0)’6‘5?7‘30

TEWBBICED LRAREICEZ T LREN>TVEDIF L2 EVATY &R,
ZoT, RCIREBN TN SRICIIES LTLHEBRZRITIETELVDK, 57
i, HBICHELECHDFE>TREDF v+ Y AEDHIDBTL &o
(ZNVAT——FK A, Wellford)

LLTERLLIEDS, #RDESWS LT AZREX TV LHERBIENT, TIVAT—
Y—RADEZBICE,

Lo b ARBNUTVVERSI b, EoTRIIMEDILFDHB L. HOFHTE
B0 A0, LICh EEFALD, ZRUTRESATH LIEDK, TEHLIO
RIS TAEDNBOATTED, EFE | MEAEL TEEMBI LT
L Holcb, o THDOFREREGATHENARE S B2 TcAIEED,

CORBEICBNTINAT——KAR., HEHERBROREIEIANZVDTIE R

SEBCADNENC LEBEETALICE > T EAZBERNE L OSBRI
BIERNCRITTVAF 2 Aa—AEB LTS, TIVAT—U—RAIZ., BHERE
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FELESRIEAL Yy JITMELVERES> TV S,

HOFMALDNTEZLELORE>TREZTPNB LS LBAERV ZRDIF B D,
WEEZXDRAR—T v FLEREL, BLLTHZEDES B, £5TLL?H)
HIMLHNE T ZEDRFNE, FARTLLESTEVLWIER,

IIVAT——RABHRIEREZEETIERICFOBRERBLTESY, 7)va—
WHENSIUBEAI L LTWHLTAT. RENRNOBRREZROHTLBICES
oD O TENTETICV S, ARTAERREFOZSLDREBOKSIC, &
ZRATOTFELIBIRBEDBOAERZEATHS,

Bri, BLOBILEOMIC, LIKBHEBIC, BROTERIE TEL ekl &
HEZRIBHEFNDH S L ERTIHELEOREEL R, X BRICEWF
EL1E, BULHEDDORFILH>FLLL, HIVIMEOEEIC K > THETE
RO E> TTERFRICEDBRI-BOFIEE MBS ZD S BEDVL DHDf
Tk, XOBID&E S, ThEORENI L BEICRRE N,

EE - - RBUIANISRADEL ZFICRHDFRIALERT U, 2RHIUFE THER
THEBRIITEREDNDE L, EE1FEREB LR BEORICEDEL, 12
2T, MBEIT> T, E2L¥RTAIAIa=r—YavhEFL v e
WH->1ATTh, FNTHOFE, BICALTE>TLE - T, HBREKICIZT
EIKBVEBVHUIEATY « - - ZRTHROEICE > T, HOFHNLDHS
hiehr, V5 RAL2EDT L TAMELL BV ENHEDh, FhELHOFHE
RERPREL I a=r—vavEFEL bRV OD, EEXE L, ThTH
EBIRBREREICELICIT> T, ChiRIER LS 1ATT, REHRBOTFIC
ARLTRTTE ST, ZNTHOFR KL BT, MEIE T o b EBHE VD,
R 1 AN D BRI ALK E - 12b,

(=Y 2 EA. Brickly)

LI LithDES, Bicbid. BROTFHRIBO—XIEL(EU 5T LAY X

NBT LEHRICT BTDIT, 2HP, BHIR K DRV Y 27 L L B & el
ZLTED. ZNUILUTOFIDL > TH B,
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EAZ DB RS KRB

FRIEY—T 4 VOBITRNBOC LICHESARYTTETWIEES b, FmmL
TGN EBVET, EoTI—TFT 4 VARV WFiEo =T &hbh
21 Lid—HDFHES U2 BB EbRUVb—IE S IRiID28H 5
£S5 (MWT) Ho TV E, FIDOERTREEDDNSIEE > TV D, A
EHRRELEEEDE TAICETo/zb. FRAIMBAILVWE B TELSHRL
e 6. RUIBNIZRDICT 2120, fANMEI DDODHZDhHbh->T. &Th
BoEDbh>TW=DEK, FNT Conway D 1 EED L ZWRHIDLBEED L T
ANT2T. EOANEY—T 4 VICIIBHNZBER BV > TE - 2P ERICII M
BTEah>1h b, ENTEZOHEEANIRD- T, HiLTLES7D, - - -
HOFR S5 rAbE-> T, SEREIELNT, £S5 E5TERMELE-TL
Folch, AMIRFBOHEZEERCIWIKDONTIEI V21D, T TRMET -
TWBDNRTHE DS LE- DK, ZRIIFIDRE LHEEZBENTE D, A
1B EDLHEZIGE | BOR—ATHEET S iAo TWiFhE, EA
D1, 2EEs TR0, R (ThETIEH 7)) ENRBLEZELDDL &
SEEDLM BRI, HOFRERERDOPICHB. 5B VAT LICELNT b
ZYURELZ—LBHITE, ZREGBEHEFNICE>TV TV Ea—4—
TREAHHT, TRNTHELI—T 14 DI S AW BONH LW EHI FDOERIC
ESNT, FNTHTHEL., EHEHH-TEI, ThHOSBOFRERY T AICH
BEDEEICNVB &I T, #NTITANT, ZTICAhLNhBDh, Th
TESLS, V7ALDBETIKVBRMOAMNRNENVI T &, THLRFHIED
BRBICWVADWERBEERIZENTELRD, AE¥LOQLBEITZLONEL
TREBELNEVAL, FABIEHLIZATY, Thid, HDEFEWSI ED LR
L TTLE. GE¥LSEDRAFBOHASHICH UM > 12D, R,
REIHREINTLUE > T, ZBARITHIESADELRE - - 28k 181
RSO FZIEHLES L LI o7=DTEA, FIMbFELE, FAdE--&EX
THIENDIEATY ., ARSDOTFRHARIRZFCZ LIZOMEMD Izho 1L,
E0 B DAE (BBROT=HIC) BEART=D-T-U. TS T SH OB HER
LOATTY « - « HIytDBARICESWICITEE Lz, 2 E1T> THIEIR B ORZE
BOLTLEolzb e ERELET TR a0 6, BLELE DTz
HoWBI—T 4 TIATo1ch, HAIREIHNTELATVWBLERBIALITE,
FBhTVWBLEELEDK . - -,
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(=1 IWXKA. Wellford)

Thid, KBREEL T NMEVL Y AT LELHELMNEL S L THADHEFIENTE
5H5 LEMLTVA, RIMNESE2EVETEFELZFDOBBILBMLRM SN
EEBVWEBLEDO—HIBRE LS , T4 VXRAICKNISME & OBGROKT A
KDV THEEERIZLENHZ0R (Fl-bTRESTELS ) B/l bTH 5,

FEBRMOBIEBELEESHER>TVAELI B IS EEBL TR T
S2THEVVAL»EVALLR, HDABEBTONERFEETHNT, BFD
HoTWaZLULIHISEL T, BTHNELSIIKE>TVT, b, HDAIL
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