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INTRODUCTION

This report aims to identify key factors which lie behind the underachievement of
Gypsy, Pakistani and African-Caribbean1 pupils in England. This follows on from the
themes developed in the Survey Report (Swann and Law, 2010). While the purpose of
the Survey Report was to give an analytical account of the UK’s quantitative survey
run among Year 10 (14-15 year old) pupils, the purpose here is to delve further into
the patterns the Survey indicated through pupils’ own frames of reference into the
multi layered contexts of their worlds. The resulting findings are complex and
ambiguous. Whilst the study, in part, seeks to describe and understand the social
world of the school in terms of the pupils’ interpretations of the situation, it
analytically frames the perceptions of pupils within a wider social context. In
particular it focuses on the relationships between schooling and the wider macro
structures and social relations that underpin pupil’s engagement or disaffection from
school by examining the social conditions of Gypsy, Pakistani and African-Caribbean
pupils living mainly in areas of deprivation under a constellation of circumstances
which were likely to lower their chances of social mobility. This approach makes the
research both critical and interpretive.

The key questions this report has sought to answer are:
– How do social, gender, and ethnic factors and their interplay inform performance,

attendance and the general position of ethnic minority adolescents in school? How
do these factors intervene in forming educational strategies and how are they
reflected in longer-term career options?

– How do ethnic minority students and their families relate to actual school
experiences and to schooling in general? How do they interpret success, failure
and variations in advancement? What are their views on issues of justice,
discrimination and equality in the context of schooling?

– What are the typical strategies of identity formation of ethnic minority youth, and
what roles do schools, families, peer relations and the broader inter-ethnic
environment play in the process? How do experiences of “othering” inform the
shaping of ethnic minority identity?

– What are the responsible agents (institutions, persons) for promoting equal
opportunities in education of ethnic minority youth, and for diminishing the gap
between majority and minority students? Who are to be considered partners in
achieving these goals? What are the sources of hindrance?

This report examines these issues from different angles and has two explicit
outcomes. First is the hope to ‘make the strange familiar’ to audiences who might
otherwise cast aspersions. This would include the general public who are regularly
confronted with images of dangerousness through media headlines of young people
being involved in drugs, knives and gun crime. Since such negative images of

1 The term African-Caribbean is used to describe pupils who have one or both parents originating from
the Caribbean.
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teenagers abound, a key ethical issue in this project is therefore to avoid a discourse
that further pathologises them. Second the research also aims to have utility for policy
in making the ‘familiar strange’ by generating findings that could potentially
influence the ways in which education is conceptualised, managed and delivered. The
findings originate from multiple interactions and immersion into life in schools and
the wider community. The report also shows that the gender and class contours make
understanding ethnicity and education more complex.

Outline of the Report

In the first chapter, a social historical approach is used to explore the dynamics of
how the current social, economic and ethnic structuring of the African-Caribbean and
Pakistani communities has shaped itself over time. This mainly focuses on the
nineteenth century to the present day when under processes of industrialisation and its
subsequent collapse, stark social changes took place and modern Northcity was made.

In chapter 2 an account of the applied methods is given. Section 2.1 gives the UK
specific characteristics of the applied methodology, while section 2.2 focuses on
explaining the selection of the given schools and provides a brief general introduction
to them.

Chapter 3 addresses the factors underpinning the continued patterns of
underachievement among Pakistanis and African-Caribbean pupils. This chapter is
broken into two parts. In the first part of the chapter, we look at issues of
performance, attendance and expectations on educational career through the lens of
those directly affected: the interviewed students and their parents. The second part
describes the students’ experiences at school. The third part takes yet another
perspective, and look at performance and advancement of Pakistani and African-
Caribbean students through the lens of teachers.

Chapter 4 gives a picture of the daily life, main personal relationships and customs of
socializing of pupils. This mainly details cooperative and friendly relationships and
activities that are largely motivated by choice and liking.

Chapter 5 shows the other side of the coin: the feelings of ethnic minority students
have about being “othered” and their experiences about (negative) differentiation due
to their ethnicity.

Chapter 6 pulls together the threads of the above discussions from one leading
perspective: how do ethnic minority students relate to their ethnicity and, in broader
terms, how do they see their current and future positions in society.

Chapter 7 considers Gypsys and Travellers as the ultimate form of educational and
social exclusion in the UK by virtue of the fact they are not in school. Moving the
focus away from Northcity to a different northern city, this chapter considers the
processes by which this has occurred.

In the final chapter of the report some utilisable policy recommendations in
conclusion of the community study are presented.
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CHAPTER 1

THE SITES OF THE QUALITATIVE RESEARCH: THE COMMUNITIES

This chapter takes a social historical approach, and introduces the dynamics of how
the current social, economic, and ethnic structuring of African-Caribbean and
Pakistani communities have shaped itself over time. Focusing at first on the cityscape
of Northcity in the context of its geography and ethnic history, and forging
understanding of the way particular neighbourhoods and spaces are layered and
imbued with significance allows us to confront and interpret the material conditions
that have shaped communities. This of course helps to ground future findings. Key
aspects of social change are reviewed and finally consideration is drawn to prospects
for Northcity’s regeneration. The barriers are not simply economic but structural and
to some extent cultural.

Socially Mapping Northcity

This section examines the changing pattern of Northcity life. Northcity remains
strongly parochial. This is due significantly to its hills and valleys which give it a
strong sense of it being spatially bounded and made up of separate communities or a
series of villages, each having distinctive ethnic and social class characteristics of its
own. As such belonging in a particular neighbourhood signifies belonging and social
status.  One of the very first questions anyone will ask you in Northcity is which area
you live. The proverb birds of a feather flock together seems inevitable as Cheshire
(2007, p.3) states,

People directly gain from living with compatible and complementary
neighbours. Specialised neighbourhoods increase the range of choice for
people with respect to the types of neighbourhood in which to live; and people
and families of similar incomes, tastes or stages in life tend to consume similar
goods and services and require similar amenities. (…) Families with young
children will find benefits of networks and facilities, and mutual support as
well as information, if they live in neighbourhoods with substantial numbers
of families at the same stage in life. Young singles who eat out and have a
taste for urban entertainment and culture will similarly find advantages if there
are neighbourhoods in which large numbers of like-minded people are
concentrated. More educated people, and people working in the liberal
professions, may prefer to live in neighbourhoods with concentrations of
similar types, sharing leisure and cultural pursuits and seeking similar local
shops; business people may equally gain from concentrating in
neighbourhoods in which other business people live. But like all consumption
choices, the ability to gain from variety is constrained by one's income.

An obvious issue for this study is with the residential concentration or how the
situation is currently presented, ‘segregation’ of certain ethnic groups (in particular
BME groups) within certain neighbourhoods. Taking Cheshire’s words, we have to
question whether ethnic segregation a ‘bad’ thing. After all, the concentration of white
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middle class groups in affluent neighbourhoods is rarely viewed as a social or
political point of concern.

Disadvantage certainly persists in Northcity. Statistics from a number of sources
reveal stark differences between neighbourhoods. Average price of properties for sale
in  the  post  code  area  of  the  school  differ  vastly  (Figure  1).  National  Health  Service
(NHS) data show a wide disparity between neighbourhoods in a number of health
indicators such as life expectancy, breastfeeding rates and teenage pregnancy. Voting
patterns also show differences in political allegiances by neighbourhood. Overall
Northcity’s residents are living in separate spheres and different worlds with different
norms and different values, aspirations and goals. From this perspective Northcity is a
microcosm of the social divides which run through English society at large.

Figure 1: Average property price by school post code, 2010

Northcity 222, 874
School 1 243, 772
School 2 92, 379
School 3 92, 379

Disadvantage should not completely play out in secondary schooling however.
Designated primary schools feed into each secondary school in Northcity.  These are
the local primary schools but in the case of School 1 which has over thirty feeder
schools they can be located across the city. As such the immediate social make up of
each local neighbourhood is not necessarily reflected in secondary school. Unlike the
other two schools, School 1 serves pupils from both middle and lower class
backgrounds. While the area surrounding School 1 consists mostly of owner occupied
followed by private rented housing, the student body is composed of a third of pupils
from other parts of the city. The number of pupils coming from outside the immediate
catchment area has increased since the closure of School 4. The areas surrounding
Schools 2 and 3 have social housing as the most common form of tenure and this is
reflected in its catchment.

Northcity’s neighbourhoods vary largely in size and history. Many developed from
villages and townships which got absorbed as Northcity grew in size. This physical
environment goes some way to rationalising how social division and inequalities in
poverty and wealth work within the city. However it is important too to recognise that
physical manifestations of social division are not static, but work in a dynamic
process of flux as its residential populations shift through the terrain. Unlike patterns
of social segregation in other cities, Northcity cannot be so easily summarized as a
dirty picture (socially deprived poor inner city areas) within a golden frame (affluent
middle class suburbs lying on the outskirts) (Figure 2). While this was once the case,
Northcity in the twenty first century looks broadly more asymmetric (Figure 3) with
affluent white middle class owner occupied house holds lying in the south west and
social deprivation predominating in the north east communities (For a similar
discussion, see Pritchard et al., 2009).
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Figure 2: ‘Dirty picture in a golden frame’ pattern of social segregation.

Figure 3: Social segregation in Northcity

Consistent with Cheshire’s (2007) recognition that neighbourhoods are socially
marked in specific ways, each neighbourhood in Northcity has familiar landmarks
which reflect and influence its population. Physical distances are therefore also social
distances and the aim now is to give a pen portrait of Northcity as it is broken into
four zones (Figure 1).

Districts lying in the north west are traditionally white working class and broadly
speaking is average. In the west, the suburb of Pendleston was once an agricultural
area with cottage industries which today remains a rural community in character.
Traditional village galas and fairs are held every summer. Lying on the north-westerly
outskirts is High Breckenshawe which is surrounded by countryside. Although there
are new estates being built this too essentially retains its village community. Closer
towards the centre, the success of industry created a demand for suburban housing in
areas like Fairdale which today is a busy shopping area full of terraced houses2.  A
large housing estate was also built in the 1920s to cope with the increasing demand
for homes. Football is a huge part of Northcity white working class and middle class
culture and Fairdale is  home to one of Northcity’s two football  teams. It  has a large
football stadium surrounding which is a popular drinking area renowned for trouble
on big match days and probably best avoided if wearing the rival team’s club colours.
Derby Day is when Northcity’s two football teams play against each other and this
can provoke neighbourhood rivalry. Rivalry between the two teams is played out

2 Terraced houses are typically composed of a living room, dining room/ dining kitchen, two double
bedrooms and one single bedroom a bathroom.



8

through football chants. Suggesting that a rival team has less intelligence than one’s
own is one strategy commonly used. As Clark (2006, p.494) states of his commentary
of terrace chant, ‘Supporters use songs to construct their own affective place-related
collective identities, whilst manipulating cultural bricolage to (re)negotiate and
manage the collective identity of the other’.  One of the old taunts used by supporters
of the opposing team is that there used to be a pig farm in or around the site of
Fairdale’s football stadium (For a more detailed general discussion of football chants
see Luhrs, 2008).

In the north east lying close to the city centre is the neighbourhood of Brunsmere.
which has a high concentration of BME groups. It is widely viewed as a risky and
unsafe neighbourhood with its associations of drug-dealing and shootings. The
concentration of a Safer Neighbourhoods3 team and the presence of drug and
domestic violence support projects, and probationers contribute to the stigma. Some
of the smaller terraces houses stand derelict and boarded up but there are many grand
villas built when Brunsmere was wealthy and prosperous. There is still a dense
neighbourhood centre with an international range of shops.

Speading out from Brunsmere are areas of social (council and housing association)
housing. Interest has grown in the nature of environment and neighbourhood
amenities and government policy over the last decade has reflected this in the form of
New Deal for Communities and Education Action Zones. Pockets within the north
east highlight many ‘white’ lower class stereotypes of deprived neighbourhoods such
as litter, vandalism and derelict waste ground. Figure 4 shows Booze City forms part
of the residential area for School 3. In the area surrounding School 2, other visible
markers of deprived neighbourhood type include a high concentration of fast food
restaurants (Madonald, Cummin and Macintyre, 2007) employment service jobnet4,
and Money Shop5.

Figure 4: Residential catchment area serving Schools 3

3 Safer Neighbourhoods teams were established to tackle ‘local’ problems of crime and disorder in
particular neighbourhoods. Teams consist usually of a sergeant, constables and police community
support officers.
4 The aim of Jobnet is to connect local communities to wider city wide employment opportunities.
5 Money Shop is aimed primarily at the unemployed and people with a poor credit rating. They are
normally set up in deprived areas where they offer loan services.
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This disperses into more affluent middle class suburbs and furthest afield in the north
is the old parish of Endswood which set in open countryside has a rural character
similar to High Breckenshawe.

Northcity’s other football team is based in the south east. Until the 1930s much of the
south east was mostly rural but today it is made up of a mosaic of urban areas
surrounded by woodlands, parks and green space. Like the north west of the city,
mainly white working class neighbourhoods are situated here comprising of both long
established communities and a number of modern estates but the unique hodge-podge
nature of the social factions existing within make it associated with laid back hippy
types as well as ‘shameless’6 characters. The large sprawling estate of Southcroft has
a reputation of being the ‘roughest’ place in Northcity. Langthorne is associated with
independent quirky shops and traditional working class pubs. Overall the south east is
broadly average.

The south west is composed of the wealthiest suburbs in Northcity. Covering the rural
fringe it has a diverse choice of property ranging from large detached nineteenth-
century mansions and Edwardian villas to modern semi detached houses. The
neighbourhoods within this district are primarily white and middle class but are
marked out in particular physical as well as socially constructed ways. The oldest and
wealthiest neighbourhood in the southwest is Bramsford which is marked by classical
architectural style buildings made from stone. Although most of the south west is
leafy, the mature trees in both streets and gardens of this suburb serve to differentiate
it from terraced housing areas (which would have once housed the Victorian middle
class clerks) and younger suburbs such as Maybourne and Newfield. The value
hierarchy of these different southwest neighbourhoods is marked out in everyday life.
Looking at the local property guide, estate agents will advertise ordinary semi-
detached houses in Maybourne as being in ‘Upper’ Winsmoor which lying adjacent to
Bramsford is more highly regarded. The leafy Victorian district of Greenoak is mainly
noted for a liberal white middle class identity. It has an active neighbourhood group
who clean up graffiti, lead Brownies7 on a voluntary basis and organise local
fundraising activities. Their work rests on the principle of ordinary people, with
ordinary lives, in ordinary places making a huge, extraordinary commitment to their
community. Although the south west is mainly an affluent white middle class
residential area there are distinct pockets of deprivation. Despite its impressive
buildings, Greenoak has cheaper property than Bramsford because it is bordered by
the ethnically diverse area of Brierley which is rundown in parts. At the bottom of
The Golden Mile lie tower blocks which has a poor reputation. This faces a
prestigious development of luxury apartments and a Waitrose8 supermarket. Although
the cityscape does not offer as coherent a divide as Figure 3 implies with a distinct
‘faultline’, Northcity remains highly segregated along socioeconomic and ethnic lines
and its residents have a deep understanding of where physical (as well as
psychological and social) boundaries lie.

6 Shameless is a British comedy drama, centred on British underclass and working class culture,
7 Brownies is a group first established by Lord Baden-Powell in 1914 for girls aged 7-10. The emphasis
is on helping others. There is also a male equivalent called the Cub Scouts.
8 Waitrose is a brand popular with the middle classes. It is associated with high quality groceries and
has a reputation for being expensive.
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Grasping the phenomenon of why social segregation persists overall means deeply
exploring the kaleidoscopic fluctuations of the city. In terms of tracing the life and
dynamics of Northcity’s economic structuring it was a major manufacturing and
industrial hub. Its topography provided an early advantage from other towns with its
natural resources such as iron ore, sandstone and coal. Traditional craft based
production was developed as steep fast flowing streams coming off the moors from
the west provided power to machinery in hundreds of small grinding mills and forges.
In the 1700s more specialisation in production was introduced and grew to be an
important branch of trade. Production was on a modest scale until the mid 1800s
when a number of entrepreneurial industrialists developed ways of making better
quality metal. Modest handicraft production gave way to industry as the water-
powered workshops were abandoned for steam, and manufacturing production
became concentrated in the east of the city. Around this time communications and
connections improved to other towns as new roads opened which combated
Northcity’s earlier disadvantages of being quite remote.

Further technological inventions put Northcity at the forefront of British industry as a
global manufacturer. During the early 1900s commercially viable products were
developed which were considerably cheaper, produced quicker and were considerably
less labour intensive. This saw the dramatic expansion to mass production during the
industrial revolution. This new stage coincided with British imperial expansion.
Northcity and England overall had become an urban industrial society. By 1851 the
city’s population had doubled as a result of Northcity’s success. Much of this
population increase was the result of early marriages and therefore more children but
a lot was due to inward movement from surrounding rural areas.

As buildings and architecture reflect the organization of people and highlight
variations in living conditions, it makes sense to sketch a brief summary. The physical
geography of Northcity in the 1800s plays a significant factor in the development of
its social geography today. The north east was suitable for heavy industrial
development because it was a flat area of land close to a river. In response to
international demand giant new factories were erected in the east of the city which
had a startling effect on the landscape, ‘Nothing can be conceived more grand or more
terrific than the yellow waves of fire that incessantly issue from the top of these
furnaces’. Reports on the conditions of Northcity at this time show social and living
conditions for the working classes were extremely harsh. Like all Victorian industrial
towns of the period Northcity had a reputation of being grimy and unsanitary on
account of the dense smoke which enveloped the city. Industrial activity required
cheap labour and slum housing was built to accommodate the factory workers. These
were tightly packed rows of houses adjacent to the factories and situated in close
proximity to the noise, smell, smoke and dust. The worst sort was ‘back to back’
housing which saved space and building costs. These houses were arranged around
yards with communal outside toilets. Half of the houses faced on to the yard, the other
half directly onto the street. Living conditions were intolerably cramped. Some of
these had just one room downstairs which functioned as kitchen, living room and bath
room. Overall poor living areas and the absence of ventilation resulted in epidemics of
diseases. Affluent visitors who wrote about their time in Northcity were scathing
about the industrial scenes of Northcity,
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…in my life I never was in so stinking, dirty and savage a place. (…) creatures
principally children, without the least degree of colour in their cheeks, all
ragged and looking all  like blacksmiths… I never witnessed a scene of more
idleness and filth in all my life.

…dirty crawling miserable civilization.

…awful chaos of blackness and belching chimneys (sources are not
acknowledged here as to protect the anonymity of Northcity).

The legacy of the formation of the middle classes and with it an anxious sense of class
consciousness in the Victorian era remains today. Although there is extremely limited
evidence of ethnic minority settlement in Northcity before the middle of the twentieth
century distinctions on the grounds of social class have been evident for a much
longer time.

The tradition of manufacture expresses itself in the physical landscape of the city
today. In the early 1800s the factory owners (the newly formed middle class) were
practical men experienced in local trades whose social ambitions were to appear
important. They named their factories after volcanoes or significant mythological
figures and built fine large houses in the higher south west facing slopes of the city
upwind of the pollution from the smoke stacks of the east and close to beautiful
natural surroundings- ancient woodland, hills etc. Wealthy middle class residents
concerned with the lack of public open space bought land and made it into formal
botanical gardens with glass pavilions.  The middle class perception of the time was
to find ‘rational recreation’ activities which would improve and make respectable the
lower classes by thwarting their times in pubs. The idea of a healthy mind in a healthy
body was promoted through activities designed to improve contact between the social
classes through pride and competition although it is likely these were ‘…tinged with
the patronising air of Lady Bountiful’ (Fraser, 1980 p. 468). Heavy industry had come
at huge cost to personal suffering and the conflict between capital and labour
culminated in trade union agitation and militant action in the mid 1800s. Northcity’s
dominance was not to last however. Some of what happens today can be seen to
replicate the moralistic notions of the Victorian middle classes especially in terms of
widening access to education and cultural interests. For instance, BookStart9 which is
a national charity is primarily aimed at ‘hard to reach’ families with the aims of
enhancing literacy skills, developing imagination, and curiousity. Although the aims
are those of social justice, there nonetheless remains the ‘patronising air of Lady
Bountiful’ (ibid).

Interest should also turn to ‘… the unacknowledged normality of whiteness’ (Reay et
al., 2007, p.1042) and how privilege is codified in white people in Northcity. Because
of its historically parochial setting where you live in Northcity is deeply affiliated
with identity. The focus here is on the white middle classes in the south west of the
city since some of the neighbourhoods here provide the catchment for School 1. The
south west of the city which is this mains one of the greenest in the city with well
managed, safe parks and woodlands hosting many events and recreation activities.
These tend to be white’ and middle class in nature. For instance the ‘music in the

9 http://www.bookstart.org.uk/Home

http://www.bookstart.org.uk/Home
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gardens’ event plays hosts big band, jazz, classical and opera. When there is ‘ethnic’
input the tendency is for it to have an ‘on trend’ focus. For instance world music
equates  to  Cuban,  which  stems  from  the  scene  of  Cuban  bars  in  the  city  centre.  In
recent years and consistent with national trends10, old fashioned English pursuits have
also dramatically arisen in the subversive south west. A number of markers signal a
return to traditional White England and the values it represents. New social spaces
have arisen through local knitting groups, cake decorating classes and book clubs. The
popularity of allotments is  shown in the fact  that  the ones located close to School 1
have a year’s waiting list. Play performances in the park are Shakespeare and literary
classics such as The Railway Children. There are also quintessentially ‘English’
activities like a ‘picnic in the park’ event. Alongside the hairdressers aimed at fashion
conscious men on the Golden Mile there remains traditional Barber shops with the red
and white striping. The café in Jubilee Park displays a copy of one of the mass
produced vintage posters popularised in merchandise11 and a couple of children have
been seen wearing the ‘Keep Calm and Carry on’ T shirts. Some residential areas
close to School 1 host traditional street parties, which traditionally used to happen to
commemorate  major  events  but  now  are  used  as  a  way  to  reclaim  a  (lost)  sense  of
community. In consumer production, antique shops sell distinctive statement pieces
which have been renovated using traditional crafts or ‘antiques in a modern world’12.
This is viewed by some commentators as a response to the recession and a backlash
against traditional capitalism with individuality and uniqueness over conformity and
uniformity. The word subversive was earlier used because although the white middle
classes of Northcity tend to view themselves as proactive agents tinged with
eccentricity, they are startlingly alike in their claims for individuality. Their
endeavours towards ‘grow your own’ ‘make do and mend’ are to some degree the
projections of the austerity of the war years, but symbolic too of something deeper
which has been felt to be lost.

There are also events based on Christianity. For instance to celebrate Easter, Jubilee
Park hosts a traditional duck race which is promoted as a fun family event. Proceeds
raised went towards the restoration of a locally based water wheel, a remnant of
Northcity’s past before industry. Some BME communities have permeated these
events. For instance at the local farmers’ market the stall holders were predominantly
white (with organic fruit boxes, local farm produce, and local ales) but there was a
Pakistani food stall which was popular among customers and Brunsmere art group
(predominantly African-Caribbean women). Spring Bank holiday13 taken from the
Christian festival of Whitsuntide is always happily anticipated. Although its religious
underpinnings and customs have largely disappeared, traditionally in Northcity,
residents head to the bars and pubs on the Golden Mile on Sunday.

10 The trend is apparent in heritage fashion. Vogue ran an article entitled ‘Homing Instinct’
documenting how ‘in an unexpected style shift, a feel for the familiar is weaving its way through
catwalks, interiors and furniture’ (2010, p.314).  Cultural events like the ‘Not the Knitting you Know’
exhibition uses traditional knitting and crocheting techniques to create art pieces.
11 A World War II propaganda poster devised by the Ministry of Information in 1939 was discovered in
a bookshop and has since been used in various merchandise. See R. Lewis’, (2004) discussion.
12 This probably stems directly from Kirsty Allsop’s ‘Homemade Home’ show which was a popular
television series.
13 All workers apart from those working in essential public services were traditionally given Bank
Holidays off work.
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Running in parallel to this white middle class identity is also a European flavour
which offers a sense of ‘culture’. Northcity Council has a place making agenda. For
instance in a recent advertisement for a Director of  Culture and Environment one of
the skills/ knowledge criteria listed in the person specification was ‘A clear
understanding of the issues that will need to be addressed in a major and diverse city
that wishes to become a city of European significance’. The Golden Mile, which is a
main artery road running from the edge of the centre to the suburban outskirts has
French cafes, Italian coffee houses, trendy bars, boutique shops stocking Italian high
end designers and patisseries. At the same time, while it holds traditional values close,
it also shows emerging progressive values which is seen in the new formation of
fathers’ baby groups. This connects with the work of sociologists who show social
class as implying a set of values and a way of life (for instance the work of Reay et
al., 2007).  Here the middle class values are of an unwavering belief in gender
equality and openess to innovation especially in regards to child-rearing.

Seen from a sociological perspective and spending time immersed in Northcity’s
south west neighbourhoods show middle class white tastes and the cultural attitudes
these embody are muddling. First the emphasis is on uniqueness but as Lawler (2005,
p.429) states this ‘is only achieved through an incorporation of collective, classed
understandings’. These choices conjure up notions of sentimentality which is crucial
to the white middle class negotiation of class difference. Despite the emphasis on
ethical consumerism much of middle class white identity perpetuates capitalism. Mass
consumerism and wealth is  on show in the form of the ‘yummy mummies’ wearing
babies in papooses and pushing Quinny or Mamas and Poppas prams. Children wear
croc shoes, polka dot raincoats and striped jersey tops. It also capitalizes on ethical
food choices so fair-trade, organic produce and healthy choices such as new potatoes
instead of chips are offered. Cartoonists Modern Toss perhaps encapsulate this best in
tweaking the blitz logo (Figure 5) to capture more accurately the angst of the times,
‘Buy More Shit or We’re all Fucked’ (Figure 6).

Figure 5: World War 2 Propaganda poster which have become popularly used
by the middle classes

Overall then various resources are fused to create a white middle class identity in
Northcity. The confusing social possibilities this embodies and the assumptions upon
which it draws is discussed further in chapter 5.
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Figure 6: Parodying popular white middle class nostalgia

Nineteenth century slums to twentieth century ghettoes: Suffocation to
Agraphobia

The city expanded and evolved at various periods with waves of new developments.
Following World War 1 there was a severe recession in the 1920s and 1930s but this
period also marked the beginning of progressive planning and house building. There
was large scale postwar slum housing clearance from the inner city which was
replaced with burgeoning low density satellite housing schemes dispersed in the
suburbs. These were semi detached houses, built to a high standard with gardens to
the front and rear. They were arranged in geometrical patterns, with circles and
crescents and parallel streets. The aspiration of these developments was to create a
strong sense of community through the ‘garden suburb’ ideal with wide open spaces14

(Figure 7). Many of these developments have east access to municipal parks and
green spaces which physically is the polar opposite of the earlier suffocating industrial
landscape

Figure 7: Social housing estates from which School 3 draws its pupils

14 Much of the develoments planned in Northcity as well as policy at regional and national level today
seem to be replicating these same notions- plentiful greenspace and suburban character well
conneected. Twenty first century rhetoric talks about creating ‘sustainable communities’ for instance.
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In the 1950s and 1960s great investment was made in poorer areas with adventurous
housing developments. Maisonettes, flats and tower blocks were built to rehouse
people from slum clearance. Some of these were influenced by Le Corbusier’s ‘streets
in the sky’ concept and modeled on European multi story housing projects of living
vertically instead of horizontally. The result was huge scale concrete dominating
Northcity’s skyline. Reports of the time tended to optimistically view these as Marxist
utopian developments which would transform Northcity’s drab reputation. Essentially
these were entire estates with shops, pubs, doctors and schools which functioned as
independent communities. Residents however faced problems. At first there was a
strong sense of community as all the ‘original’ slum dwellers were relocated en
masse. Such residential zoning had bred residential loyalty and ties of white ethnic
and working class consciousness. When first tenants died or moved away their
replacements were drawn from different parts of the city which diminished the sense
of community. Public perceptions of such areas have been negative as areas are
associated with high rates of unemployment, a reputation of anti social behaviour and
poor school performance. Some of these were demolished in the 1990s because with
increasing decline they were deemed beyond recuperation. Others have been subject
to redevelopment programmes. In particular one which has been given Grade II listed
status is to be redeveloped as a fashionable mixed use city centre address comprising
of a third social rented, a third private sale and a third commercial space.

Immigration in Northcity has been made up of groups from very different social and
economic backgrounds. The first major group of immigrants to arrive after the war
was Polish refugees and exiles who did not wish to return to Russian occupied
Poland. Other refugees and exiles include, Ugandans, Chileans and Vietnamese. Most
recently the civil war meant that Somalis arrived in the 1980s and 1990s. Immigration
from Commonwealth countries increased dramatically after World War II to help
reconstruct the British economy. The legal position for immigrants was that anyone
from the Commonwealth or Empire could enter England. The seriousness of the
economic context at this time was described by Broadberry and Howlett (1998).

It has been estimated that in 1972 there were 5000 African-Caribbeans and 5000
Pakistani immigrants in Northcity. Turning focus now on these two communities,
workers arrived between the mid 1950s and 1973 to fill labour shortages in key
industries. They came with very different expectations. Many viewed it as an
opportunity to improve their economic conditions back home. Others came with the
intention of settling permanently and viewed England better living conditions ‘as the
land of milk and honey’ (African- African-Caribbean man).

African-Caribbean Settlement in Northcity

Using the term African-Caribbean suggests that there is one identity but the Caribbean
islands maintain very different identities. Jamaica for instance is separated from the
other islands by over 1,000 miles of ocean. The majority of African-Caribbeans
arriving in Northcity between 1955 and 196015 came from the Trelawney, Hanover
and Manchester districts of Jamaica. There are also Grenadians, Dominicans,

15 Although immigration is talked about as something arising in the 1950s and 1960s, African-
Caribbeans had had a presence in England long before.
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Barbadians and Guyanians. Guyana was a member of the Commonwealth and
although it lies on the northern tip of South America it culturally has close links with
the African-Caribbean. Recruitment drives took place in the Caribbean and gradually
people became aware of better job opportunities in Britain. African-Caribbean
presence in England is often viewed as offering a valuable contribution to rebuilding
the country,

…when there was a shortage of labour and a lot of white people didn’t want to
do the particular jobs in this country what they did is that they looked at the
Commonwealth and they got people from India, Africa and the Caribbean to
do the particular jobs … (African-Caribbean Community Representative).

Windrush is seen as an important event among the community symbolising a return to
the ‘mother country’. Northcity was not the first destination for the majority of
African-Caribbeans. Many moved from other large cities after the introduction of
short time working, others left depressed towns and others came from port cities.
Most found work but it was not the type of work they wanted. Men tended to work in
industry. It was not unusual for the mother to come to England first as culturally
African-Caribbeans family frameworks are of a mother based family where the
mother is breadwinner as well as mother. Many African-Caribbean women undertook
the job shortages in the National Health Service (NHS), working as nurses in
hospitals. At first they settled into the old working class industrial districts in the
north east and the tower blocks and garden suburbs in the south where rents were
cheapest. Later as they married among the white majority the community became far
more dispersed and moved towards other parts of the city. Today there is little
evidence to suggest residential segregation of African-Caribbeans which differs
significantly from the residential patterning of Pakistanis.

Pakistani Settlement in Northcity

In the 1960s and the 1970s significant numbers of Pakistanis moved to England for
solely economic reasons, to escape poverty. They were also invited here to work by
the British government. Many hoped to save enough to buy land in Pakistan.
Predominantly they came from villages in four main areas: Rawalpindi, the Mirpur
district, Peshawar and Cambellpore. These areas were poor with no industries or
factories and people survived as subsistence farmers which was a precarious
existence. Education and employment was limited in these regions, especially for
women. Frequently the male head of household came to England where he lived in
communal houses with others from his country and often village. Because they came
from rural backgrounds they had to adapt to the different realities of inner city life.
They worked in unskilled jobs with irregular shift patterns and settled in terraced
houses close to their work in the east of the city where the factories were located. Like
with the African-Caribbean community, Pakistani presence in England at that time
was often conceptualised among members of the community in terms of an
assumption that the settled white community did not want to take the jobs on offer,

At that time my dad used to be in the army in Pakistan and then at that time it
was the British…they were wanting workers to come over to England to work
because at that time, no disrespect but the White workers didn’t want to work
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so they needed workers to lay the road or to do whatever needed to be done
(Pakistani mother).

This implied qualities which made them stand out against the ‘host’ population.
Further comparison with the white ‘settled’ community (the Other) is drawn out in
chapter 5. It was not always the case that the male head of household was responsible.
For instance a Pakistani boy of a higher caste said,

My mum and dad came from Pakistan and moved up here to England,
Northcity and I think my dad went back to Pakistan and left my mum with my
two  brothers,  so  she  had  to  raise  them  without  a  job  and  stuff.   She  had  to
move from houses to live with cousins and aunties and stuff.  Then gradually
my dad came back and then my sister was born and I was born (Pakistani
boy).

Many Pakistanis knew each other from ‘back home’ and lived together. Living like
this gave a sense of community and connection in an alien land but it was often
difficult with crowded conditions.

Difficult, they used to say……everyone slept in the same room, pray together,
less wages, these kind of things, to and fro with children. Now it’s better,
children have by Allah’s grace an education, jobs, one has everything, there is
some ease (Pakistani mother)

Men did unskilled manual work and shifts which were not often popular with White
British  men.  Much  emphasis  was  placed  on  the  fact  this  was  hazardous  work with
memories of hard graft and frugal living standards. Frequently the man worked
overtime, sending money home to support his family, buy farms and land. Returning
home  was  the  goal  for  many  but  the  Immigration  Act  of  1962  as  well  as  Pakistan
withdrawing from the Commonwealth in 197216 led  to  fears  that  once  they  had  left
they would not be able to return so the community expanded as they established their
families and their children married people from Pakistan and moved to Northcity too,

For him it was about having an easy life for his children, then he came, call his
children over, call his wife over, children marry Pakistan, their family coming
here (Pakistani mother).

Pakistanis now form the largest ethnic minority group in Northcity. Many still live in
the original industrial areas of settlement, predominantly the terraced houses in
Cliffeton. Historically in the 1920s this was a busy white working class area full of
pubs, cinemas, street vendors. With immigration, the earlier sense of community
dissipated with white flight. The area now has several mosques but is limited in terms
of local secondary school choice as one school was closed down in the 1990s. It is an
area  which  suffers  a  poor  reputation.  Situated  close  to  the  main  motorway  there  is
traffic noise and the area itself looks dilapidated with graffiti and rubbish.

16 Edward Heath gave all Pakistanis the same rights but this did not apply to those from Azad Kashmir.
Legally they became aliens in Britain.
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As time has progressed and Pakistanis have become more prosperous, the community
has spread from original areas of settlement. Most own their own houses. This is not
to say they’ve become fully integrated however. For instance, although many moved
to areas in the predominantly white middle class south west of the city which meant
more mixed housing districts, ‘white flight’ has resulted in pockets of Pakistani
communities. Station Road leads south from the city centre and runs parallel to The
Golden Mile for instance but it has become known as an ethnic minority enclave. In
this sense there is quite clearly a visible division between groups on the grounds of
ethnicity. There are complex reasons why this might be. On one hand ethnic identity
is also able to be sustained through particular neighbourhoods because it produces
‘institutional completeness’ (Peach, 2005, p.34) through an infrastructure of
community centres, shops and cafes serving halal food which cater for specific
cultural  needs.  The  northeast  areas  of  Brunsmere  and  Cliffeton  and  Brierley
(particularly Station Road) in the south west distinctly represents the Pakistani
community. This sense of separation was apparent not only in residential patterns of
settlement but also in everyday projects serving the community. For instance
Pakistani Study Support initially had been set up to provide support for only Pakistani
pupils but over the four years it has run, increasing numbers of Somali pupils were
attending. The study support coordinator noted that this had changed the dynamics of
the group. Somali boys were more boisterous, more physical compared to Pakistani
boys. In finding meaning and belonging within particular physical neighbourhoods
and bounded activities there is simultaneously the consequence of ethnic identity
becoming an ‘us-them’ relationship with other groups.

Social Organisation of Communities

Overall as a result of immigration, Northcity grew rapidly in ethnic diversity. New
migrants integrated relatively quickly into the structures of inner city Northcity,
settling in neighbourhoods located in the east of the city and made a powerful impact,
bringing  with  them  some  of  their  culture  and  traditions.  This  was  a  change  which
potentially brought together people from different cultures but this process was not an
easy one. Their dark skins marked them as outsiders and many faced discrimination,
suspicion, mistrust, prejudice and racism from the white British public. Pakistanis
were called ‘Pakis’ and their unfamiliarity with the language made it additionally
difficult to settle among the existing white community. Attitudes to black people are
shown  in  Northcity’s  archives  of  articles  from  local  newspapers  at  the  time.  They
experienced problems finding housing and African-Caribbeans were refused entry to
public dances unless they were accompanied by a partner because,

…  local  men  took  exception  to  the  girls  dancing  with  black  men.  It  led  to
serious trouble and police action the manager told me. The coloured men used
to flock in 60 strong. That meant he said 60 hostile boyfriends of the white
girls who danced with them (local newspaper report).

The tensions are perhaps inevitable. Suddenly into white working class communities
people had arrived from different cultures with different customs and ways of life.
Many Pakistanis did not speak English and dressed in salwar kameez. The ‘local’
white community would get annoyed by unfamiliar everyday customs such as
Pakistani taxi drivers stopping their cars in the middle of the road to chat with another
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driver. The cumulative effect was one of threat, that immigration will threaten
dominant cultural values and to a large extent we can also see how this continues in
the aftermath of 9-11, a point which is discussed in chapter 5. The first generation of
Pakistani and African-Caribbean immigrants tended to passively ‘accept’ racism
rather than actively challenge it.

They said, ‘yes you did get taunted slightly sometimes about your religion and
your ethnicity but you overcame that’, because when my dad worked in the …
factory he said that certain people were a bit funny with him initially but then
after  that  it  calmed down because  they  were  laughing  and  joking,  he  said,  ‘I
was laughing but I don’t know what I was laughing at’(Pakistani mother).

Pupils tended to discuss things in a very down to earth way, probably as a result  of
their  age and limited experience in the wider world.  They were often very aware of
the particular hardships their families had suffered as first generation immigrants,

My granddad when he first came to England, White people were torturing him
and all that…well not torturing him but… smashing his windows but he still
got through it anyway (African-Caribbean boy).

They talked about individual family members’ experiences rather than collective
problems among the community. Acceptance of racism at this time and seeing how
the two groups have become very distinct in terms of their ethnic minority
experiences can be understood practically through Peach’s (1996, 2005) conclusions.
She viewed African-Caribbeans as following a traditional ‘melting pot’ model of
assimilation with outward movement from the inner city with high degrees of
marriage or cohabitation with whites. Pakistanis on the other hand, followed a
‘multicultural trajectory’ which emphasized separateness.

Some African-Caribbeans married into the white community and had children. Their
relationships received negative scrutiny. Racist attitudes are reflected back on today
with some humour among the African-Caribbean community, ‘They come here, take
out jobs and our women’ (Mixed Race- Guyanan man). Humour however is often
viewed as a defence mechanism. Making jokes was an effective way to communicate
complex understandings of Othering succinctly and effectively but simultaneously it
was also a form of displacement and coping. It involved reframing racial awareness in
a way which was not confrontational. This is perhaps significant given that the
researcher was herself white and middle class and therefore ‘mainstream’. Humour
was only used among adults however and significantly these adults were the children
of the post war immigrants, the first to experience the British education system first
hand. It is also important to make the reference that these parents of today’s children
in school were ‘Children of the Thatcher era’. By the 1970s, 1980s the globalization
of manufacturing mainly to China and India resulted in severe loss of local industry
and tens of thousands of related jobs were lost within a very short period of time. One
source states that around 1,000 people were made unemployed a month in Northcity.
The unskilled jobs were the first to go and unemployment among immigrant
newcomers was high on the principle of ‘last in, first out’. Decline began in the mid
1960s and factories closed in the 1970s accelerated in the 1980s with the national
recession and the local unemployment rate sky rocketed. This coincided with the
National Miner’s Strike of 1984-85 which affected Northcity’s satellite towns.
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Overall Northcity’s loss of its symbolic industry and the impact of the widespread
effects of economic crisis were felt in localities in stark and sobering ways. It was an
era of extreme social uncertainty with anxieties about national decline stemming from
loss of industry and power and connected regional identity. These fears were in part
projected onto immigrants with complaints that they were taking jobs.

At this time today’s parents of today’s teenagers had become part of school and were
becoming young adults and it was clear that they were not prepared to tolerate racism
as their parents did.  The first generation immigrants, moving to the UK as young
adults had never experienced entrenched ethnic conflict in the African-Caribbean so
had a point of comparison upon which to draw. Unlike the shields their parents had
used to protect themselves from the racism, these youths were in their formative years
and had emerging identities embroiled with a deep sense of racial consciousness.
Unlike their parents who ‘accepted’ racism because it had not always been like that,
the second generation of African-Caribbeans had always been plagued by the
persistent reality of racism. Expressing their identities meant not just anger and
resentment but a sense of pride and dignity in their ethnicity. Some of these had
parents whose relationship was under public scrutiny with one black parent and one
white. This brought about a unique sense of internal disconnection. Overall this
generation was highly critical  of established order.  Some informants reflect  back on
this time with memories of the music ‘Hard time pressure inna Babylon’ (lyrics from
Sugar Minott’s Hard Time Pressure). The paradox of the past is that unlike other
cities Northcity was not affected by the ‘uprising’ militant riots and disturbances of
the early 1980s (such as Brixton Riots- racist violence). This in itself is an interesting
disparity from other big cities. What is it about Northcity that made this not happen?
Has Northcity retained a strong sense of community, identity, social cohesion in spite
of, or perhaps because of, immigration?

It is however naïve to say that Northcity is perfect and everyone lives in harmony.
There have been major issues, but just not on a level seen elsewhere. Newspaper
reports highlight police inaction for taxi drivers and restaurant workers encountering
racist abuse. Racism was evident in institutional arrangements. For instance Pakistani
taxi drivers were discrimated against since convention ruled that more senior
etablished drivers could park closest to the station forecourt and therefore get trade.
An agreement was established that priority would be based on everyone queuing to
take their turn. There were occasional flare ups. In the mid 1990s there were riots in
Cliffeton between white and Pakistani youth clashed outside a local pub. The majority
of those arrested were Pakistani. On the other side, it would be inaccurate to imply
that both African-Caribbean and Pakistani communities are problem free. A police
officer revealed that ‘virtually all of the organised crime gangs in Northcity are Black
and Asian (Pakistani)’. Generally gang members are in their 20s, involved in drugs
and generally the gangs are not ethnically mixed.

Part of the differences in immigrant experiences between African-Caribbeans and
Pakistanis could be viewed as religion. As time passed, each group established its
own community within the larger community. The majority of African-Caribbean
immigrants were Christian although some were Rastafarians, Muslim and Hindu.
Christianity Social centres for the African-Caribbean community include the
Jehovah’s Witness, Baptist Methodist churches and United Church Sunday Schools.
Here they joined the white hegemonic Christians under a common faith. This was not
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a seamless process however since church was essentially a white dominated, and
white controlled space, a white approach to religion so they had to creatively adapt to
the new context of that era and create their own space (see Schmidt, 2008).

The 1990s brought about a plethora of neighbourhood level regeneration initiatives to
tackle inequalities which focused the ‘gaze’ on deprived communities which many
felt had become less like communities and more like dumping grounds, isolated from
the world and disconnected from each other. Some of this focused on Black and
Minority Ethnic (BME)17 communities, but really there were pots of money for all
sink estates in Northcity. With regard to the groups focused on here it is important to
mention New Deal for Communities (NDC) which targeted Brunsmere in a process of
physical and symbolic regeneration. One of its remits was education. Despite these
endeavors historical inequalities persist and indicators from Local Area Statistics
show that tangible social divisions between Northcity’s neighbourhoods remain.
Voting patterns map differing social attitudes. Physical boundaries are also apparent
in noticeable changes in architecture.

Northcity Today and its changing prospects

The economic landscape has changed dramatically since industrial collapse and in
response to the new knowledge and service economy. Most jobs in Northcity are now
in services like banking, call centres and public services. Like many other cities
marked  by  the  rise  and  fall  of  heavy  industry,  Northcity  has  sought  to  rebrand  and
reinvent itself phoenix- like and finally rise above its image of decline and failure. To
a large extent it has been overshadowed by other large cities which have successfully
managed to find strategies through economy and commerce which have huge
commercial growth through large firms being located there. It has also lost out on
being a prime location for retail. In order to create a leading cosmopolitan city which
would attract quality inward investment Northcity Council has had had to set its
parameters differently. It has aimed to tackle the problems of social exclusion by
building a strong and vibrant city economy.

Brief reflection of its political history helps to contextualise the complexity of
Northcity’s fast changing cityscape. Having grown and developed from an industrial
base it had a strong working class identity and subsequently was led by a long
tradition of municipal socialist ideology which stemmed from the fact the social
composition of people in power were those that were affiliated with its industy. The
collapse of industry led to a deep change. During the 1970s and 1980s unemployment
was rising. The property market was stagnant. There was no new investment and the
old industrial areas in the north east were becoming a desolate wasteland of empty
buildings. Northcity Council positioned itself in outright political opposition to
Conservative government under Margaret Thatcher. While Conservative government
at national level was focused on market oriented programmes focused on attracting
those with private capital interests to invest in the city, it came across resistance from
supporters of the public sector (including civil servants, teachers and academics) who,

17 BME is the widespread term currently used in official use. It is important to reflect on the nature of
the language we are using in discussions about ethnicity as is reflected upon in chapter 5.
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… became increasingly worried. It was obvious that, should Thatcherism take
hold, what had previously amounted to a tame ‘working class’ acquiscience in
the middle class purchase on the state would come to an end. As more and
more manual workers moved into tax-paying, or higher, tax brackets, they
would adopt a ‘bourgeois ethic’ which would translate itself into an electoral
force for lower taxes – and consequently, a lower public sector. Also, this
more ‘bourgeois’ society would be bound to assign to the public sector elites
far less status and prestige… (Haseler, 1989, p.98).

Middle class public sector workers were presented with a very real and immediate
threat to their social status. Northcity Council acted by taking the maverick step of
refusing  Enterprise  Zones  which  were  set  up  to  encourage  commercial  activity  by
offering investors tax relief if they started businesses in the area. As well as the major
housing developments already discussed, policies included a cheap city transport
system, support for the unemployed and job creation. As this progressed it became
more and more reliant on the private sector or ‘partnership working’. In 1997 a
Labour government was elected which ideologically fused the two through
community development strategies and local strategic partnerships.

Diversifying the economy

There is still some uncertainty as to which fields should be Northcity’s focus in the
present day but what seems to be emerging are creative and digital industries,
biomedical and healthcare, advanced manufacturing and sports science and
technology. Although Northcity has never been viewed as much of a cultural watering
hole, it has recently entered a period of rapid regeneration or ‘urban renaissance’. In
part this was a reversal of the earlier time with widespread decentralisation of power
from central to local government, which gave Northcity council more autonomy. A
large part of boosting the economy has been led by physical regeneration.

This is unique in that it aims to enhance public spaces in the city centre for local
residents rather than just attracting visitors and thus improve the fabric of daily life.
This includes a pedestrian link through a giant glasshouse in the heart of the city
centre. This provides an attractive urban green space which drawing people together
for passive enjoyment. This leads out onto a large public square with fountains, water
features and lawns, the perimeter of which is surrounded by café bars and restaurants.
In one sense then these are meant as classless spaces which is reminiscent of the civic
pride taken by the Victorian bourgeois. They are places of social interaction,
associated with wellbeing. However spatial relations are social relations which is seen
in the fact much renewal work is targeted at the urban middle class professional
market in the city centre with private construction companies creating new housing,
office space and retail developments. The average property price in the city centre has
risen more quickly than the rest of the city as a result. At the bottom of Brunsmere
which was once occupied by industry is now a gentrified gated community. The use
of space has dramatically been changed by middle class participation. Space is thus
both product and producer of social relations and much of this development could be
viewed as building playgrounds for the middle classes. There have been claims of
elitism arising from the level of investment in ‘high arts’ such as museums.
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Whereas other cities have the heritage of the past etched into character of the
landscape with former mills or factories being converted into modern city living
apartments for the young middle class professional market, Northcity has not
managed to marry new and old so well. The dilapidated north easterly outskirts which
were once the powerhouse of the city’s economy, remain a site of limited character
(Figure 7).

Figure 7: Semi derelict waste grounds standing still and abandoned

The north east provides a direct entrance to the city since it is situated close to a major
motorway and the regeneration aim in this area is to create anchors for new residential
communities. Over the last twenty years there have been a number of key additions to
the area including a major shopping centre, a sports stadium, arena and leisure
complex with cinema, restaurants, bowling alley and a children’s entertainment centre
with adventure play equipment. There also used to be a night club but this proved
unpopular. This changing profile should create valuable employment opportunities for
local people who traditionally depend on living close to their place of work but this
contrasts with the reality of continued worklessness among the ethnic minority
communities in the north east. Many positions in the service industry are undertaken
by white young people which stands to reason perhaps as the predominantly
American style restaurants serve alcohol and meat that is not halal. The specific ethnic
use of this is shown on the promotional material which only features white faces with
cosy middle class American pie connotations. Whereas at the time of industry jobs
were predominantly skilled manual work taken up by men, it is now skilled non
manual work undertaken by women.

While such leisure facilities are successful at attracting consumerism, they do little to
improve the nature of the area and labour market inactivity. People tend to just drive
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through the area to get there rather than the area itself being an attractive or safe place
to spend leisure time. For many years much of the north east has been a no go area.
People’s fear increased after the shootings in Brunsmere. In the predominantly
Pakistani area of Cliffeton there is a dark seedy undercurrent with lap dancing clubs
and a swinger’s club. This raises questions about their place in the dominant Western
culture.
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CHAPTER 2

METHODOLOGIES AND THE “HOMES” OF THE RESEARCH – THE SCHOOLS

The  first  part  of  the  chapter  gives  a  general  overview  of  the  methods  used  in  data
collection. The second part of the discussion opens with a general summary about
how secondary schools in the UK are organised describes. Following on from this the
chapter offers a detailed pen portrait of each school that participated in the study.

Methods
The data for the study was collated from a number of sources. Based on ethnicity data
gained from the Research and Analysis section of Northcity Council,  schools which
had the highest proportions of BME pupils were easily identified. In total there were
nine schools which would have made suitable participants for the simple fact they had
large enough samples. While Pakistani pupils were concentrated mainly in a third of
the schools in Northcity (for instance at School 5 48 per cent of the total pupil
population were Pakistani), African-Caribbean pupils were more evenly spread out.
The final schools were selected because they provided three very different social and
physical contexts as is discussed in the following section. Access was granted to all
three schools through a gatekeeper, usually the head teacher.

The community study phase took place through one-to-one interviews and focus
group discussions with students, their parents, teachers and community workers.
Focus  group  discussions  were  used  to  assess  the  impact  of  interactional  patterns,  as
well as imprints of the prevailing socio-economic, cultural, and gender differences on
the identity development of youth and gain insights into the implications of ‘everyday
identity’. Narrative in-depth interviews with students, teachers and parents were
explored as primary sources to gain a picture on the complexity and iterative nature of
identity formation in ethnically divided schools and localities.  We were looking in
particular at pupils’ key relationships with parents, teachers, families and friends. An
unstructured interviewing approach was used which allowed participants to speak
about areas which they felt important to them at that time. The researcher asked a
broad range of open-ended questions which allowed her to probe deeper into initial
responses to gain a more detailed answer. Every interview and focus group had a life
of its own. Some students were motivated and at-ease with the topics while others
seemed disinterested. The interviews sometimes tapped into sensitive areas including
student’s experiences of racism which necessitated an empathetic approach. Parents,
teachers and community workers tended to talk very openly about their lived
experiences which drew out ethnicity as a concern. The exception was teachers who
tended not to reference ethnicity as a pressing marker of identity. Rather they focused
more on social class which is a point detailed in chapter X.

In addition the research also drew on a number of ethnographic components including
school and classroom observations and observations of the wider neighbourhoods in
which the three schools were located. This mainly involved walking around the
school corridors and neighbourhood streets and soaking up the atmosphere. This
sounds banal but Emmel and Clark (2008) use the term ‘walkabout’ as,
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Something we just do as part of our investigation of networks, neighbourhood,
and community and a method that:

helps us to understand a place better
acts as a catalyst in our research
is used in conjunction with other methods
helps us gain deeper sociological insight

In this study ‘walkabout’ encompassed a number of things. Generally it meant
‘hanging around’ which involved walking the streets and looking at the general lie of
the land, going into local shops and chatting to shopkeepers and local residents. The
researcher also took buses running from all  three schools to achieve a sense of how
distinct neighbourhoods merged into one other. It depended on the specific situation
but broadly speaking when looking at each neighbourhood the researcher noted the
styles of architecture and whether buildings were well maintained or run down; local
amenities such as playgrounds, parks and community facilities; whether it felt a quiet/
busy and safe/ unsafe space and transport links. Overall the researcher noted down
immediate sensory impressions and information which were crucial to writing the
previous chapter. Overall analysis consisted of piecing together multiple fragments of
students’ social identities and extracting what was thought to be significant to look for
correlating issues. We aimed to present students ‘lived reality’.

Accessing respondents
With the exception of School 2 most focus groups and individual pupil interviews
were conducted out of school. Under the mandate of inclusion there were a number of
targeted study support projects aimed at minority ethnic ‘Others’ which at policy level
is termed as Black Minority Ethnic (BME) pupils. These study support groups existed
as a consortium but within ethnic boundaries there were separate groups running for
Somalis, Yemenis, Caribbeans and Pakistanis. Around 300 children and young people
were participating in this scheme at the time of this study. Pakistani Study Support
provided one valuable context for accessing Pakistani pupils and parents because we
were able to recruit respondents from different social stratification which reflected
unequal distribution of power and resources in British society at large. The majority
of Pakistani pupils interviewed lived in Brunsmere, an area of high social deprivation.
Brunsmere reflected the local catchment area of School 3 and also fed into schools 1
and  2.  The  sample  of  parents  interviewed ranged  from blue  collar  workers  (such  as
taxi drivers) to those with professional status. Some of pupils’ parents were born in
Pakistan while others were second generation immigrants. Some parents had
themselves been through the British education system and had progressed to
university whereas others were illiterate and had never experienced formal education
at all. Some had learnt English as a mother tongue while others could not speak any
English and spoke only Urdu. All parent respondents were mothers as we were not
able to get any representation from fathers as they were not readily accessible.

The coordinator of Pakistani Study Support was very interested in the nature of the
study and she interviewed parents, sometimes in English and sometimes in Urdu. For
interviews with mothers not speaking English, interviews were conducted in Urdu and
transcribed into English by the interviewer. The interviewer was an important
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component to the success of the interviews with parents. After conversations with
various educational workers it was felt that it would be better for someone who had
worked closely with Northcity’s Pakistani community to conduct the interviews. The
ideal person was found in her. Because she was a Pakistani woman and had built solid
relationships with parents through her work connections, informants felt comfortable
speaking to her in confidence. However, although she worked in Northcity the fact
that she did not live there was a point of major significance. While she had a deep
understanding of the types of issues faced by the community, she remained distanced
from Northcity’s Pakistani community and was not a part of local social networks as
she was from a different town. Parents therefore felt able to confide and speak with
honesty without fear of it being leaked back to the very close knit Pakistani
community in Brunsmere. For this reason, the administrative worker who was also
Pakistani was not chosen to interview parents since she lived in Brunsmere and was
‘too’ close to the community.

African-Caribbean pupils and parents provided a more difficult context to obtain.
Contact tried to be established through a number of avenues including projects which
focused on black achievement but with limited success. A great wealth of information
was obtained through a series of community based meetings and workshops aimed at
black parents and professionals working within education who have an interest in
raising the achievement of black boys. The sessions was led by a number of different
speakers and were attended mainly by black parents, and people working in the field
such as youth workers although significantly only one local teacher who herself was
black. Participants at these sessions included Africans and African-Caribbeans. This
was an open forum and because the dialogue was free flowing and mostly
unrestrained which gave a ‘truer’ picture.
In  addition  to  the  fieldwork  activities  the  researcher  also  worked  as  a  mentor  on  a
relatively new initiative which aimed to raise the achievement of BME pupils at key
stage 2. This worked with Y6s up until the first few weeks of transferring to
secondary school. There was also key stage 4 fellowship programme running at the
same time. These two programmes were based on the Windsor Fellowship18 which
worked primarily with children from black minority ethic backgrounds to improve
academic achievement. However while the bulk of the Windsor Fellowship’s work
was on disaffected youth who were at risk of being permanently excluded from
school, these programmes focused on ‘borderline’ students who not yet at the required
academic level for their age group. The resulting groups brought together pupils from
black minority ethnic backgrounds which was an interesting process to observe.
While it did have representation from a range of ethnicities, the group was
predominantly Pakistani and Somali pupils. White pupils were not included though so
like the Study Support programmes in Brunsmere it is a scheme targeted specifically
at the ethnic Other. Sessions covered personal development which met broader Every
Child Matters outcomes and curriculum (English and Maths). With impending
Standard Assessment Tests (SATs)19 there was increased focus on ‘raising

18 http://www.windsor-fellowship.org/
19 SATs are administered to pupils at the end of primary school to show children’s progress with other
children of the same age. They cover the core subjects of English, Maths and Science.

http://www.windsor-fellowship.org/
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achievement’20 in the latter part of the year which meant priority was given to exam
techniques and the personal development sessions were dropped.

It became quickly apparent from working on this project the extent to which the
patterns evident in secondary school were already becoming entrenched by the end of
key stage 2. This is reflected upon in chapter 3. As the research progressed it became
apparent that there was a need to bring in some of what was learnt on this project.
Participating as a member of staff on a project in the early stages also was an
interesting process of discovery for all involved.  Discussion among staff often
centered on ethnic identity issues. This stemmed from the nature of the group itself as
some of the social divisions which were becoming evident appeared to be on ethnic
distinctions. The rich ethnic composition of the staff as a group also shed some light
on the issue of ethnicity which may otherwise have not been apparent. The
coordinator, Carl was mixed race. His father originated from Guyana, moved to
Britain in the 1950s where he met Carl’s mother, a white Northcity woman. The
mentors were in their 20s. Sarah, the researcher was white; N’ailah was Yemeni;
Rachel was Nigerian; Yusra was Somali; Aquib was Pakistani. The teachers were
both practicing primary school teachers. Angela taught maths and was a second
generation middle class African-Caribbean woman who worked in a school serving a
mainly white working class pupil population in the south of the city. Liam, the
English teacher was white and middle class and worked in a north east primary school
in Brunsmere which fed into Schools 1 and 3. At the time of the study he was
applying for jobs as a deputy head teacher.

At a weekend residential, mentors openly discussed and debated the goals of the
fellowship in the staff room. As already mentioned the fellowship was set up as a
programme aimed specifically at raising achievement. The coordinator had key
deliverables that of all participating pupils would achieve a level 5 or above.
However, it seemed that ‘raising achievement’ remit had become synonymous with
pupils’ behaviour problems and many of the children identified by schools were
challenging which did cause initial problems.
Participating as a member of staff on the key stage 2 programme also resulted in more
of a snowball effect. The coordinator of the project recommended the name of an
African-Caribbean man who had worked for Northcity council but had become
disillusioned and had set up a mentoring business. In this role he worked primarily
with African-Caribbean pupils who were at risk of being permanently excluded and
his work focused on providing support through learning and self development. He had
a high success rate so he was particularly good candidate to interview as he had a
wealth of experience upon which to draw. Over the course of the study, other avenues
came about. One of the African-Caribbean girls that had participated in the interviews
early on had contacted the researcher to see if she could arrange a work experience
placement for her. She wanted to get into community work or teaching. The
researcher subsequently arranged a placement at a primary school in Brunsmere
where she would work closely with Liam, the English teacher. She did not show up
but nonetheless the contact, where she spent half a morning in the primary school
provided a useful contextual backdrop to the research.

20 ‘Raising achievement’ has become something of a buzz phrase in education. The criticism of this is
that it stipulates a narrow focus on learning outcomes as a result of market led conditions rather than an
in depth acquisition of knowledge.
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The schools
Having described some of the methods, discussion now focuses on the three schools
as contexts for pupils’ everyday social worlds. Pupils do not just attend school. To
some degree all schools can be said to impart some form of social role in relation to
their  pupils.  This  is  to  view  the  school  system  as  a  series  of  concentric  circles  of
relationship and influence where the world of the classroom is embedded within the
social organisation of the school, which in turn is embedded within macro level
policy. Therefore, a teacher’s teaching methods are a manifestation of the school’s
culture and are influenced by the structure of a school day. For instance a double
period on a Friday afternoon with a bottom set group is a notorious challenge for any
teacher. Equally while order and control on the corridors is enhanced by order in the
classroom, it is equally difficult to create an effective and orderly classroom
environment when the corridors are chaotic.

Schools are therefore social spaces imbued with meaning in the same way as
neighbourhood. In this sense the school context serves as an anchor. Schools are
always hierarchical organisations characterised by a bureaucratic ethos and structured
along the lines of authority and control. This can be seen in the top down management
structure where hierarchical relations of power run from a series of job role where
every person except the head teacher is subordinate to someone else. Different
schools have different levels of management structure but usually at the top is the
head teacher who is flanked by the senior leadership team. This is usually made up of
a deputy and assistant head. Following this the pathway splits. At one side are heads
of years who take responsibility for designated year groups. They lead form tutors and
are responsible for monitoring student progress. At the other end are heads and deputy
heads of department who are responsible for the leadership and management of a
particular curriculum subject. They lead teachers who plan, prepare and deliver
lessons. Teaching assistants (TAs) support teachers. This does not take into account
all the roles within school and nor is it meant to do anything more than offer an
outline of how schools are organised. It is also important to consider how power
sometimes flows in different directions and such a model does not take count of the
informal power structure which potentially runs through every school.

Schools are often conceptualised and managed as if they were factories turning out an
identical product, so they are forced to adopt the trappings of a ‘machine bureaucracy’
(Tomlinson, 1995) which reduce pupils to ‘docile bodies’ subordinate to external
regulation and a ‘normative order’ (Foucault, 1982, p.210). In school, pupils are
bound by timetables where learning is separated into subjects. Their learning activities
are bound by the national curriculum which is set by independent exam boards. From
this individual teachers interpret and mould material into lessons. Break and dinner
times are bound in designated time frames. Bells demarcate periods of time. Through
such organisation, pupils are assigned to a daily routine which restricts their
relationships. At Schools 2 and 3 pupils are required to wear a school uniform which
can be seen in the literature through varying degrees of the same theme of social
control.

Every address in Northcity has allocated to it a designated primary and secondary
school. While places cannot be guaranteed for catchment area residents21 primary

21 In an instance of oversubscription, distance from home to school is used as a tie breaker.
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schools do tend to reflect the immediate neighbourhoods in which they are located.
Secondary schools have a broader social mix. School 1 for instance has over thirty
primary schools feeding into it including schools lying five miles away in Brunsmere
and seven miles away in Cliffeton. In the event of oversubscription, places are offered
to pupils according to priority of need. Children with Special Educational Needs
(SEN) and Looked After Children are prioritised at their preferred school. This is
followed by children living within the catchment area, siblings attending the school
and children attending designated feeder schools. Other applications not fitting into
any of these criteria are considered next.

The schools provided three very different social contexts. School 1 was a high
performing school in the south west of the city with a predominantly white middle
class pupil population. Schools 2 and 3 had more deprived intakes with a higher
proportion of pupils living in inner city areas.  In summary the aim here is to create a
detailed pen portrait of each school. This is considered in three ways. The first looks
at the physical location of the school, in terms of its physical building. The second
looks at historical context. The third examines each school’s distinct ethos and
culture. It includes the emotional reactions of the researcher working on the outside as
well as voices from agents working on the inside. All three schools were challenging
contexts but in uniquely different ways.

School 1

School 1 has a perfoming arts specialism with a second specialism in maths and
computing and is the only school in the study to have a sixth form. Just 22 % of
Northcity’s secondary schools have a sixth form and all but one Catholic School are
situated in the south west of the city. Pupils attending the school consistently achieve
higher than both the local authority average and the national average standard of 5
A*-C grades. Sixth form slightly underachieved. The average points score for AS and
A2 Level students was 64 points22 below the national average in 2008. The school has
Grade II listed23 status and was at the time of the study undergoing a complete
refurbishment and remodelling under the Government's Building Schools for the
Future programme. At the time of the study it was under the leadership of an Acting
Head teacher after the previous Head left in 2009.

School 1 has a liberal ethos and after a lengthy process, it was made an International
Baccalaurate (IB) World School which was the first state school in Northcity to do so
and has offered the IB from September 2009. This was no mean feat as becoming an
IB World School encompasses rigorous standards. The official reason for this shift in
focus was to equip pupils with the skills and attitudes demanded in a world of
international mobility, global communications and complex change. The IB is widely
viewed as a prestigious and demanding course encourages critical thinking and
intercultural understanding.   It was the philosophy of IB World Schools which was
felt to be important to students- a commitment to high quality, challenging,
international education. It differs from ‘A’ Levels through breadth and depth. The
emphasis is on the most able pupils and traditional academic learners, pupils who

22 When students apply for a place in higher education, each pass grade they are awarded is allocated a
point score.
23 A building officially designated as being of special architectural, historical or cultural interest and
therefore protected from demolition or alteration
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enjoy learning for the sake of learning the programme was felt to allow pupils to be
‘stretched and intellectually inspired’ prior to University study. In other words, it is
aimed at those already high achieving pupils who will go on to ‘operate effectively in
a global marketplace’. In this sense its ethos can be viewed much the same as a
Progressive School.

Historical Overview

What is particularly striking about School 1 is the sense of history and it is worth
giving some historical overview since it seems to have influenced the school as it is
today. School 1 opened in 1880 under a different name in the centre of Northcity and
was renamed and relocated to its present site in the early 1930s.  Originally the
building housed two separate single-sex grammar schools. They were merged into a
single comprehensive school in 1969. An association which is run by the school’s
‘original’ ‘Old Boys’ and ‘Old Girls’24 preserves nostalgic memories of the school
from a bygone age. The school was proud of its achievements and had notable alumni
including MPs, architects and actors. This sense of history and preserving English
tradition is present not only in the traditional bricks and mortar but also in curriculum
choices where at ‘A’ Level for example, pupils can choose to study ‘traditional’
subjects such as Classical Civilisation and Geology. The ‘feel’ and setting of the
school building as well as some of the rituals and traditions contained remnants of a
former Grammar School. For instance, the head teacher had a car sparking space
marked out. Only sixth form students were permitted to enter and leave the building
using the official entrance. Teachers would patrol the atrium zone to ensure these
rules were followed. Many of the classrooms were quite old-fashioned with huge
heavy wooden desks and wooden floors. They felt quite dusty but in a sort of
intellectual way. For instance the Geology room has displays of stones and artefacts.
On the other hand, some of the lessons took place in terrapins. Although terrapins are
meant as a short term solution to a shortage of teaching space, these terrapins had
been in use for over a decade.

Unlike School 3 the school had made use of a House System for a number of years
which was a relic from its time as a Grammar school perhaps. The house divide at the
school had also been active for many years and was viewed as a necessary way of
retaining a ‘human scale to the organisation’ through a ‘community within a
community’. Recently, the traditional system was changed to the Vertical System,
where instead of year groups there were houses with ten forms to each house. These
forms of thirty have six pupils of every year (not including sixth form) in each. This
system was meant to reduce bullying and encourage friendships with pupils of
different ages. Sixth form students were also attached to a vertical form for
organisational and mentoring purposes. Typically three sixth formers are attached to
one form to provide role models for younger pupils and raise aspirations. Assemblies
were organised on a House basis.

Structure of the School Day

24 This phrase originates from the notion of an ‘Old Boy Network’ which refers to exclusive social or
business networks connections fostered between former schoolmates of male only public schools. It
denotes preservation of social elite.
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Unlike Schools 2 and 3, the school day is structured the same throughout the week.
The structure of the school day is set out below.

8:40-8:55 Registration
8:55-9:55 Lesson 1
9:55-10:55 Lesson 2
10:55-11:10 Break
11:10-12:10 Lesson 3
12:10-12:50 Lunch
12:50-12:55 Registration
12:55-1:55 Lesson 4
1:55-2:55 Lesson 5

The School Catchment

The school population is by far the most diverse of the three schools in terms of social
class intake and was therefore a ‘comprehensive’ school in the purest sense of the
term. Just under half the student body were white and middle class pupils from the
surrounding affluent neighbourhood of Kirkknowle. These pupils came from
professional families with parents who were mainly professionals including teachers.
Compared to the other two schools the middle class white presence brought about
increased pressure on teachers from parents to increase individual pupil grades. Most
of these parents had completed higher education.  Mainly they lived in detached, semi
detached or terraced houses in a popular residential area which lies close to the main
artery road of the ‘Golden Mile’. At the same time it was also in very close proximity
to the woodland, parks and gardens established in the Victorian era which is described
more fully in chapter 2.

An increasing number of children were coming over from the deprived communities
in the North East. At the time of the study, 52% of the student body came from
outside the traditional catchment area and were ‘bussed in’25 from these deprived
constituencies. This comprised predominantly of BME pupils from the disadvantaged
neighbourhoods, so in practice it constituted more of an inner city school. Many of
these pupils also lived in terraced houses but the physical location of the area- close to
a motorway and industrial- means that house prices are on average a third of the price
of the area surrounding School 1. The school was also facing additional problems
since the closure of School 4 which meant increasing numbers of poor pupils were
attending, the main proportion of whom were BME. This was ‘causing mayhem’
(white middle class parent) as these pupils came with ‘attitude’ and were active
behaviour problems. The closure of School 4 was due to its unpopularity with parents
in its immediate residential area. In other words, its failings as a school are due to
white middle class flight. Rather than address this as a key concern, the solution was
to close it and allow other schools in the south west, including School 1 to absorb the

25 Free school transport for pupils living outside the catchment is a longstanding policy measure to
achieve equality of educational opportunity. However the South West schools are always over
subscribed due to their prestige so obtaining a place is very dependent on parental engagement as
parents must fill out applications to apply for secondary schools. If a parent fails to choose a school,
pupils are allocated one where places remain. This would include Schools 2 and 3.
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surplus pupil population. This had caused great anxiety among the white middle
classes living in the south west. One user on an internet forum debating this issue with
respect to the quality of education at School 7 in the affluent suburb of Newfield
stated,

When School 4’s Pakistani gangs move up to School 7, the resident Somali
gangs won't need to go over to School 1 for their regular ding dongs. Great
news for people wanting to move into the School 7’s catchment area, house
prices will fall as the once great school becomes another inner city failure
(Northcity internet forum).

Staffing and Distribution of Responsibility
Pupils were organised roughly into ten classes at any given time with approximately
30 pupils per class. In addition to subjects, there was additional support in the form of
the Learning Support team. This was made up of a senior learning mentor and a
learning mentor, one Higher Level Teaching Assistant26 overseeing seven Teaching
Assistants (three of whom are Level 3s, the remainder are level 2s27), a Special
Educational Needs (SEN) teacher,  and three other teachers who between them
specialise in Personal Social Health and Economic Education (PSHE), Physical
Education (PE), Social and Emotional Aspects of Learning (SEAL)28, Science,
English as an Additional Language (EAL) and dyslexia and assessment.

The school had an official organisational hierarchy which seemed to pervade social
relations  between  staff  on  a  daily  basis.  Using  the  staffroom  as  a  barometer  of  the
social relations between staff in school, it seemed that the school was very much
divided and that  was perhaps due to a number of factors.  The sheer number of staff
working at School 1 coupled with the physically disjointed environment meant that
staff tended to group in departments. At lunchtime the staffroom, only contained a
few  teaching  assistants,  supply  teachers  and  the  Post  Graduate  Certificate  in
Education (PGCE) students who were on placement. When asked where everyone
was, a student replied, ‘No one uses the staff room because they’re all sat in their
faculty offices or sat in their classrooms and that’s just so miserable’.The discussion
opened up into these staff’s impressions of the social relations between staff and this
was obviously a subject which had been dwelt upon many times before.

PGCE student: (At a staff meeting) we were told we couldn’t sit in the staff
chairs. We were told to move to the back of the room. They said turn to page
five and we didn’t have a pack. They make us feel like we don’t belong.
Seriously if it wasn’t for you (referring to Teaching Assistant) I’d hate it.
PGCE student 2: We’re not real staff. We don’t have any rights or privileges.

26 HLTA is a status awarded by the Training and Development Agency (TDA). A HLTA must fulfil 33
professional standards:
http://www.tda.gov.uk/Home/support/support_staff_roles/learningsupportstaff/hlta.aspx
27 NVQ Levels 2 and 3 are vocational qualifications in literacy and numeracy
http://www.tda.gov.uk/support/cdf.aspx
28 SEAL recognises factors which hold back learning in school such as children’s difficulties in
understanding and managing their feelings, working co-operatively in groups, motivation and
demonstrating resilience in the face of setbacks.

http://www.tda.gov.uk/Home/support/support_staff_roles/learningsupportstaff/hlta.aspx
http://www.tda.gov.uk/support/cdf.aspx
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In  hierarchical  terms  on  a  daily  basis,  neither  teaching  assistants  nor  Post  Graduate
Certificate of Education (PGCE) students were permitted their own set of keys to
classrooms which meant waiting outside the classroom with the pupils. Entering the
school  as  a  supply  teacher  confirmed some of  this  reality  of  a  status  ladder.  Unlike
other secondary schools I have worked in where you are treated in a friendly way and
supplied with keys, a pack of spare pens and pencils and cover work, directions to the
staffroom and are often escorted to the first classroom by a student receptionist, the
reality of School 1 was quite different. First of all, navigating my way around the
labyrinthine campus was difficult. I was covering the day of one English teacher who
worked in classrooms around the whole school. Without a set classroom it was
difficult to know where pupils’ folders were and because the teacher was off with
sickness, there was no cover work left on the desk. Instead you had to chase up
someone else in the department for work, or else teach a lesson on the spot. I was not
given any keys so had to borrow off other teachers. Overall it meant being more
prepared for the unexpected. It just did not feel like a very welcoming place as a new
teacher.

This was emphasised to me at break time when I had gone to the canteen to get a
coffee and had taken it onto the corridor, heading towards the staffroom. I was berated
by a member of the senior management team in front of passing pupils and told that I
was breeching health and safety regulations and must return to the canteen where I
had to sit and drink it with the pupils. As an adult that felt quite humiliating. In a
lunchtime conversation with two PGCE students and a Teaching Assistant (TA) I
mentioned what had happened and said I had been rather surprised. They replied,
‘That’s usual’ and gave a couple of examples. One was told off for eating on the
corridor and the another was berated for having her phone out in between lessons to
check the time.

School 2

School 2 is unique in that it accommodates pupils aged from 3 to16. The pre existing
secondary school absorbed one of its feeder primary schools in 2005, which was in
danger of becoming a failing school, and began accepting pupils from the ages of 3
to16.  Having the full age range of pupils on one site sounds innovative but in practice
the school is broken into two phases: primary and secondary which are housed in
separate buildings. Like School 3 the school has had a turbulent past. In 1998-99 it
went in to special measures29.  The  previous  Head  was  appointed  in  the  May  and  it
went in to special measures in the July.  As the current Head commented, ‘…it was in
a real  state,  it  had nine key issues,  which was essentially every aspect of school had
something wrong.  But having gone through that process it was transformed and it
became a stronger organisation as a result’. This is confirmed by the Ofsted inspection
report which stated in 2003 that the secondary phase was a ‘good, effective and
improving’ school.

The head teacher of School 2 was paramount to the school’s ethos so attention must
be drawn to his positioning. From a middle class background he followed a
conventional route into teaching, successfully following the traditional education

29 Special Measures is a status given by Office for Standards in Education (Ofsted) when a school is
deemed unacceptable levels of education under an incapable leadership
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route of (GCSE equivalent) ‘O’ levels and ‘A’ levels at the local comprehensive
school and completed a humanities degree before working in London. He quickly
became disillusioned that his career ‘wasn’t demanding or fulfilling’. Consequently
he completed a PGCE course and ‘…instantly knew that was what I wanted to do and
I  have  never  regretted  it  since’.  For  him teaching  was  an  opportunity  to  carve  out  a
meaningful career at a time when perceptions of the profession were low, “…even in
my family going in to teaching was seen as a recreant choice really’. His motivation
seems to stem from his estimation of moral rank against other occupations,

…lots of statistics suggests that it is trusted, a very trusted profession, the head
teacher levels of trust are fairly high.  I think they are second or the highest
profession to trust.  There was an interesting study about professions and
perceptions which show journalists and bankers are down at the bottom,
politicians as well.  I think apart from the GP it is fairly high.

After completing the PGCE qualification he went on to gain experience of working
either as a teacher or a consultant in a number of different schools in NorthRegion.
This included a large 11-18 predominantly white working class school situated in an
old mining village as well as at School 1. He feels these experiences gave him a
valuable vantage point for later managing and creating an ethos for School 2. His
career progressed in the usual way, from teacher to head of department, to head of
faculty at other schools. He became Deputy Head at School 2 when it was in Special
Measures and everyone advised him not to go near it, but he viewed it as a good
opportunity for a young inexperienced senior member of staff. After working as a
deputy head teacher at School 1, he returned to take up the post of Head Teacher in
2007 and raising standards and improving achievement has been the school’s priority
and he has been strategic in implementing this. Since that time School 2’s GCSE
results have continued to improve.

The school draws its pupils from areas in Northcity that include pockets of severe
social deprivation. Analysis of Acorn categories30 reveal the catchment to be hard
pressed and burdened singles. As already mentioned in chapter 1, social housing
predominates. School 2’s population is ethnically diverse. About 30 per cent of the
pupils are from ethnic minority backgrounds, with 10 per cent being new arrivals to
the country. This constitutes a significantly ‘turbulent’ population which is a term
used to describe the transient population of children whose personal backgrounds
contain educational discontinuity: asylum seekers, refugees, Roma. Mid term
admissions are usual and new students regularly join the school while others regularly
move out of school and out of the region altogether.  Twenty per cent of the pupils
have English as an additional language and, within this group, a wide range of first
languages are spoken. Many join speaking very basic English or unable to speak
English at all which has huge issues of target setting and raising attainment. A high
proportion of pupils are Special Educational Needs. Overall because the attainment of
pupils on entry is generally skewed towards the lower ability range the school feels
the use of performance data is vital for tracking pupils.

Historically, the challenges facing the secondary school have been low achievement,
families with traditionally low educational expectations for their children, disaffection

30 ACORN categories the UK population  using postcodes.
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among a significant proportion of year 7 pupils upon joining the school, attendance at
less than 90 per cent and high pupil mobility. A significant number of the pupils also
come from challenging backgrounds31. Despite these issues, the school appears to be
the most ethnically cohesive of the three schools and this is perhaps down to the ways
the catchment areas from which the school draws its pupils are mapped out.

School 2 as a physical environment

Much effort has been put into improving the school environment. The school is
situated on a spacious site. The school building itself was built in 2005 and is
obscured from the road. Approached by a long driveway with speed bumps, it is
situated next to a cemetery. There is a staff car park and a separate visitor’s car park,
close to the entrance which is clearly sign posted as you approach. The school sits in
20 acres of landscaped grounds. As you walk towards the entrance you pass an
ornamental rock garden with a tinkling fountain. There is a covered bike shelter. It
looks pristine. Visitors enter via a clearly marked visitor’s entrance. Once undercover
in the inner sanctum you are buzzed through to the atrium where you are greeted by
two student receptionists who work at a table. You sign in, giving details of your car
registration and you are also required to show photographic identification to assert
you are who you claim. The whole feel is one of absolute efficiency. You’re a bit
early so you sit in reception and are able to make observations. First impressions
imply this is a safe, organised, clean glossy type environment.

Pupils appear to be valued. In the entrance there are two Aztec statues, pupils’ work is
displayed from a GCSE art class. There is also a statue modelling the school uniform
with information sheets about what is expected. At the time the researcher was there
the door from reception leads into the school hall where there was a Personal
Education (PE) lesson taking place. This was very energetic as it was a sort of
aerobics class. The teacher is at the front with a whistle. Pupils look red faced and one
gets up to slug at her water. Shortly after a girl comes out in a wheel chair. She has
banged her ‘bad’ knee. The TA returns with a cold compress, wraps it in a paper
towel so it doesn’t make the girl’s hand too cold and tells her to press hard. Her tone
is maternal and she asks the receptionist to phone for her dad to come and collect her.

The bell went for the next lesson and I was buzzed through. I walked past the canteen
which is pristine. Overall the school does have the air of a business environment. It is
on three levels and arranged into two ‘wings’ which are joined at the centre by the
Library, the Hall, the Dining Room and main Reception. There is a separate sports
block and an all weather pitch. Teaching rooms are arranged into subject areas to
create an identity for each space. All classrooms have Interactive Whiteboards.
Walking through the school between lessons and at break time, the corridors feel
orderly. There are members of the senior management team on duty to monitor
behaviour. Staff are dressed corporately in suits. Pupils are required to wear a school
uniform consisting of a sweatshirt and black trousers or skirt and black shoes. Despite
the blanketing effect of a common uniform, social groupings are still apparent through

31 This is a term popularly used to refer to ‘at risk’ pupils nearly always from deprived backgrounds.
This is a wide ranging phrase which could include pupils who are at risk of exclusion,  refugees and
asylum seekers. Particular ‘causes’ tend to be associated with particular ethnic groups though but the
common understanding is pupils with severe behaviour problems.
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various ‘signs’. Many white pupils signal a ‘chav’ identity. Girls wear large gold hoop
earrings and heavy necklaces. Boys wear caps and sports jackets.

Structure of the School Day

At any given time, pupils in each year group are organised into 6 classes. The
structure of the school day is set out below. The main difference from other secondary
schools is the omission of formal registrations. Instead pupils are registered during
lesson time. On Wednesday school finishes earlier at 2:35 in both Primary and
Secondary phase but pupils are invited to participate in enrichment activities which
have ranged from African drumming to cooking and art and craft activities. Rather
than being run by teachers, these are run by teaching assistants and support staff.

Monday Tuesday Wednesday Thursday Friday
8:50 Registration

and Lesson
1

Registration
and Lesson
1

Registration
and Lesson
1

Registration
and Lesson
1

Registration
and Lesson
1

9:20 Lesson 2 Lesson 2 Lesson 2 Lesson 2 Lesson 2
10:10 Lesson 3 Lesson 3 Lesson 3 Lesson 3 Lesson 3
11:00 Break Break Break Break Break
11:15 Lesson 4 Lesson 4 Lesson 4 Lesson 4 Lesson 4
12:05 Lesson 5 Lesson 5 Lesson 5 Lesson 5 Lesson 5
12:55 Lunch Lunch Lunch Lunch Lunch
1:45 Registration

and Lesson
6

Registration
and Lesson
6

Registration
and Lesson
6

Registration
and Lesson
6

Registration
and Lesson
6

2:35-3:25 Lesson 7 Lesson 7 Enrichment
time

Lesson 7 Lesson 7

Staffing

There seems to be a high proportion of staff from the local community (judging by
local accent). Primarily staff are white, but there is some representation from minority
ethnic groups including a middle class Pakistani English teacher and a working class
Pakistani teaching assistant. In addition there are a number of other staff who work
with individuals or small groups. In the study learning mentors were cited among
pupils as being of importance because ‘You can talk to them about anything’
(African-Caribbean girl). After being interviewed, one girl asked the researcher to
sign her report. When she was asked what it was for the girl replied that it was given
to learning mentors so they can ‘keep track’ of her. She then went on to explain how
she first worked with them in Y8 when she was misbehaving and how they had come
to her auntie’s funeral which she really valued.

Overall the school has a very pleasant atmosphere. A good barometer of this is the
staffroom which is friendly. Although staff sit in their own ‘places’, usually according
to departments it nonetheless feels quite open and people always strike up
conversation. Supply teachers sit closest to the door. English in the corner and
teaching assistants in another corner. There is no hint of a negative atmosphere.
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School 3

Unlike the social context of School 2, where pupils lived in an area which was more
of a melting pot, the catchment of School 3 was physically ethnically divided. The
white working class children lived in Tannery Rise and BME pupils lived in
Brunsmere. Although just under a mile apart, the physical and ethnic divide was
apparent in school. On the corridors pupils tended to group by ethnicity although there
was also evidence of mixed friendship groups. The head teacher felt that parents did
not elect School 3 as their first choice because of the ethnic mix the school posed,

I think first of all I am sure we have White flight going on now from the
School, so we have a drift from this estate to send too many people to School
8 (a school based a mile and a half  away),  where it  is  95% plus White.   We
also have Black flight from the School, because the school of choice for in
particular Muslim students is still School 4.  So we have got Black kids trying
to get to School 4 and we have got White kids trying to get to School 8, so I
think we suffer at both ends there (Head teacher).

School 3 is situated in the almost exclusively white working class area of Tannery
Rise which is an area of persistent poverty. Acorn categories reveal hard pressed and
burdened singles. The social fabric of the area is tainted with problems generally
associated with deprived neighbourhoods. It is a community characterised as ‘inward
looking’ and insular in nature. The area had high rates of unemployment as well as
health indicators such as a high rate of obesity and teenage pregnancy. Tannery Rise
had high levels of need, particularly in the context of the numbers of children living in
households on benefit. Although no figures were available it is acknowledged that
significant numbers of residents were second or third generation council housing
residents. Intergenerational poverty was therefore seen as a serious issue woven into
the fabric of pupils’ backgrounds which had spawned a dependency culture. In terms
of physical environment the school is situated just off a main road next to an old
people’s home and next to a landfill site. There is an empty site in front where a large
busy pub used to stand before it was closed down and demolished after a shooting.
There were rumours circulating the estate that the derelict site of the pub was going to
be turned into a mosque. Speaking to local parents, sentences would tend to begin
with the defensive, “I’m not racist but…’ There was also resentment that resources
were being rerouted to the benefit of BME communities at the detriment of the ‘local’
longstanding white community. There was certainly an undercurrent of distrust and
resentment which translated in voting patterns since the locals put out a significant
number of votes for the British National Party32. The geographical concentration of
votes again shows the influence of neighbourhoods and how groups of people come to
adopt certain positions.

32 The BNP opposes mass immigration and belonging to the European Union. It was charged with
racial discrimination in 2009 http://bnp.org.uk/

http://bnp.org.uk/
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As well as receiving pupils from Tannery Rise, pupils from black and minority
backgrounds (pupils of Pakistani, Somali, African Caribbean, Yemeni, Central and
Southern Africa descent) came from Brunsmere which is located a mile or so away.
(Brunsmere had been under the New Deal for Communities33 initiative and had been
awarded £52 million over a ten year period to regenerate the area which had ended by
the time of the study). At the time of writing, an increasing number of students came
from families recently arrived from Eastern Europe, primarily Slovakia. Overall this
diversity made for substantial interaction with cultural differences but interestingly as
with School 2, the increasing number of Slovak pupils had seemed to bring about
increased cohesion among white and black pupils. Although there was still very much
an undercurrent of separation between the white working class pupils and BME
pupils, friendships had begun to be formed. The head teacher noted friendships
developing between white working class and Yemeni girls in particular possibly as a
response to the influx of new students. Slovak girls were white skinned and wore
makeup like the white girls but as the ‘newcomers’ they had been subject to verbal
insults by other girls in school. The head teacher understood this as the feeling
threatened by the Slovak girls’ presence as they were pretty.

Service District Location

In response to the ‘Every Child Matters’ Green Paper, Northcity was divided into
seven areas called Service Districts, which were described as ‘the driving force of
service change for children and young people’.  Service Districts had responsibility
for helping to ensure that the five outcomes of ‘Every Child Matters’34 were achieved
by all children and young people living in the area. The aim of service districts was to
bring together partners working in the local area including schools, early years
settings, health and the voluntary/community/faith sector to work on collaborative
projects which focus on locally agreed priorities. School 3 was awkwardly straddled
between two service districts which were ethnically distinct in character with Tannery
Rise being primarily white and Brunsmere being predominantly BME. The school
moved into the Brunsmere Service District, which was the most controversial issue in
the consultation phase as it did not fit with ward or area panel and regeneration
boundaries and divided the Tannery Rise community. The thrust of the argument for
inclusion in the Brunsmere service district was a desire to avoid a ‘white’/’black’
polarisation between the two service districts. There were already strong links
between School 3 and three other secondary schools in the Brunsmere area, and other
strong well-established educational partnerships whereas there was not as strong a
relationship with other schools in Tannery Rise and so the school would have to spend
valuable time and energy developing these at the expense of its improvement agenda.
Growing numbers of BME pupils were attending School 3, a point which could be
read as having the instrumental goal of increasing the school’s A-C GCSE pass rate
since pupils from Brunsmere were shown overall to achieve higher than the school’s
traditional white Tannery Rise catchment.

Historical Context

33 A regeneration programme.

34 The Five Outcomes are: Be healthy; Stay safe; Enjoy and achieve; Make a positive
contribution; achieve economic well being.
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School 3 had been viewed as a struggling school for some time as a result of poor
GCSE results. It had opened as a ‘Fresh Start’ school in 2000 and had been identified
as a ‘school facing challenging circumstances’35. The 2003 Ofsted report noted:
‘Teachers have to work hard in this school to meet the demands of dealing with some
very challenging pupils’. Overall the school was struggling to make the grade in the
league tables. It featured in the worst offenders nationally for attendance with pupils
missing 5.0% of lessons and much of the absence was unauthorised. One reason was
that School 3 had a high population of pupils whose families were transient which
made it difficult to develop and sustain pupils in good habits of attendance. It had
been identified by the DFES as a school with a high truancy rate which created lots of
extra strategic and admin work.

On a number of indicators the school could be regarded as developing in an inclusive
direction, for instance in its ‘positive’ ethos. A new head teacher joined the school in
September 2005 following the retirement of the previous post holder. He was a highly
visible agent in structuring change and communicated a positive and optimistic vision
to both staff and pupils. He was highly respected and seemed to know every single
person’s name in the school. Following his appointment, new appointments were
made, including some at middle and senior management level and arrangements were
put in place to train several unqualified staff to gain qualified teacher status. Staff
morale shown as an imperative to successful teaching (Evans, 1992) was improved
through offers of courses run by the Institute of Leadership and Management
Qualifications for School Support Staff. In accounting for positive change he stated
the importance of building quality relationships,

In  the  school  setting  I  think  it  has  come about  because  the  School  is  a  more
social place, you know young people are treated more socially by the teachers
and the staff that work here.

SS
Less hierarchy you mean?

HT
Well no because I would say they are treated strictly, we are much stricter
about poor behaviour, so I don’t think it is a hierarchy thing, I just think it is a
respectful thing so young people are treated properly.  They are smiled at a lot
more, they are cheered up a lot more and they are treated like real human
beings, so we try to model being cheerful, positive but assertive.  So you can
tell young people to get to a lesson and you can scream your head off at them
or you can say, ‘what are you doing in the corridor now? Come on your should
be in your lesson, you know better don’t you?’  And you can move them along
in a positive way that uses their name, then also while you are talking to them,
perhaps if it Monday say, ‘what have done at the weekend?’  So you show an
interest in them.  To me that builds social capital in the organisation, which
then has lots of spin-off benefits.  So instead of young people walking down in
an aggressive, down trodden frame of mind, it seems to me that they are much
more receptive to all  sorts of things;  hopefully for learning, probably to each
other and the place is a healthier place.  My view is the biggest improvement

35 http://www.standards.dfes.gov.uk/sie/si/SfCC/

http://www.standards.dfes.gov.uk/sie/si/SfCC/
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in School 3 has come about by cheering it up; it is a nicer place, but that is a
bit wishy washy by saying ‘cheering them up’…

The establishment of more discipline among staff was also seen as imperative to
positive change. Shortly after his appointment in 2005, the head teacher issued the
following message in the staff bulletin,

Any member of staff who is ill or otherwise unable to come into work
unexpectedly must ring the school before 8:00 a.m. and leave a message on
the answer phone if no one is available to speak to, this is vital and then
enables us to provide appropriate cover for classes. This is absolutely vital for
the smooth running of the school.

The head teacher worked hard to establish a culture of high expectation and
achievement and had strived to create an ethos based around common values of
citizenship based on dialogue and mutual respect. This was apparent through his
implementation of a commendation reward system as well as weekly head teacher
meetings with representatives from each form group in school, as well as the school
council which gave pupils a voice and position of responsibility in school. It was also
displayed in everyday meticulous rituals of power. Teachers were constantly and
publicly on display and the head teacher recognised that techniques for transforming
and controlling students lay primarily with them. This meant not using traditional
power techniques of rank and space which enforced the notion of students’ bodies as
mere cogs in a machine (Foucault, 1977). Rather it meant implementing fairer and
more transparent modes of relational practice,

I really appreciate the large number of staff who choose to eat in the school
dining room with our students. It has a superb effect on the behaviour within
the dining room. Can I ask that staff doing this make sure they queue with the
students. There is no need to queue outside the dining room but staff should
queue when inside the dining room- it causes great anger amongst students
when staff go to the front of this short queue.

Can staff supervising the dinner queue please not send students to the back of
the queue because they are not wearing uniform. We will deal with the issue
of uniform through our pastoral system.

Changing the techniques of discipline had resulted in a far more calmer environment
than the place School 3 was five years earlier. Some deep ingrained problems
remained however,

…there is still far too much casual abuse, one of the things we are worried
about at the moment is the way that young people are prepared to use
appalling, not bad language, not sort of swearing at each other, but just being
casually unpleasant to each other and I think a lot of that is taken off TV
unfortunately and a lot of that is endemic in modern life unfortunately. And
trying to teach people about what it really means to be nice to each other and
value each other’s views.  If you can get across that sense of, ‘you relate to
people as human beings, you value their views and you are interested in them’,
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then naturally if you are different from somebody else then it becomes really
interesting rather than threatening.

The head teacher put this very much into practice through simple daily practices
where he related to pupils as individuals,

…this morning Year 7 were doing their quiet reading, (…) and (I was) going
round looking at what books kids are reading and asking them, ‘why are
interested in that book?  Is that harder than the last one you have read?’  And
just showing an interest and I think that works.

These benign practices also operate subtly as techniques of power that enable pupils
to be constructed as subjects in more autonomous and potentially more liberating
ways. Recognising these daily rituals of benign interaction as an art of governing,
helps to understand how change has happened in School 3.

While managing pupils through a benign governance School 3  had also provided a
supportive scaffolding structure for staff and the idea was that the ‘supports’ would be
removed slowly as teachers internalised the help that that support provided. When the
head teacher first took on his role, he commented that ‘School 3 at that point needed
the kids on the corridor to get back in their lessons’.  He spent a very high proportion
of his time ‘invading lessons’ which he continues to do five years later,

I mean the first two lessons today I have visited every single lesson in the
Academy, every single room in the Academy twice over this month and I
know that (names two male deputy headteachers) are doing the same.  So
probably this morning you could have had your lesson invaded three times
over, now the danger is whether that interrupts learning, on the other hand I
think most staff feel that it supports and also we show an interest in what the
kids are doing, it helps get a view of the standards of the education that is
taking place, the kids like having an interest shown in them.

The resulting effect of this style of management was that it had created what the head
teacher termed ‘a cult of dependency because if you stop doing it then it is noticed
immediately’. The head teacher was still very much relied on as a consistent
patriarchal figure of benign authority which created security and a sense of safety for
staff members. This is perhaps not a surprise. Teaching by nature is a very solitary
profession. Teachers independently draw up lesson plans and often work on a solitary
basis with large groups of students. When faced with difficult classes it can be
psychologically very exhausting work. Removing that support system created stress,

I was ill last week. I was in no fit state to be on the corridors and you get
people, not meaning to, but making really snidey comments to you, ‘Hi David
I haven’t seen you in a while’, and they don’t mean it like nastily and you
think, ‘flipping heck I have been ill for two days’… you start to think god,
there must be a point where the institution is mature enough to withdraw that
level of interaction.

School 3 then in the view of the head teacher had reached an important point of
transition where the next move was to reduce teachers’ dependence. When looking to
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the future, rhetoric depicted positive prospects for the school. Three bids had been
submitted to become a Specialist Languages College. This specialism was initially
selected to counter the inward looking characteristics of the school communities, to
value the increasing ethnic and linguistic diversity within the school and to help
develop communication skills. The school was unsuccessful in gaining the bid but a
fourth application was made for specialist status in Languages and Sport in March
2007 which was found to be successful in July. The school was also spending a lot of
time building community links, which was perhaps an effort to combat the wider
effects of disaffection by keeping the local community connected to greater society,

You will find that School 3is a listening school. We listen to what the students
say to us and we listen to parents and carers. As parents and carers you have
trusted us with the education of your son or daughter. Our challenge is to work
with you to achieve the best for your son or daughter. As in all partnerships
there will be times when there are difficult issues that need discussing. If you
are unsure or unhappy about anything at all, or you feel you need some advice
about education then please do no hesitate to contact the school. We will
ensure that we involve you fully in the education of your son or daughter.
Who said this

Attempts had been made to make the school a community facility under the Extended
Schools Agenda. Some of the strategies can be said to follow Epstein’s (1987)
typology of involvement. For example, the school had employed two workers to
engage parents in adult courses. To some extent this had been successful but parental
involvement in family and adult learning remained low and the home-school link
remained tenuous. This could be accounted for by Darkenwald and Merriam’s (1982)
six general factors likely to act as deterrents to participation: lack of confidence, lack
of course relevancy (or questions of quality), time constraints, low personal priority,
cost and/or personal and family restraints. Being located just a couple of miles from
one of the main college campuses, and the fact that the school was not visibly branded
as a site for community learning did not help matters. After a lengthy consultation
process, School 3 had just been made into an academy at the time of this research.
Changing into an Academy had resulted in a number of changes which the following
sections discuss.

Structure of School Day

The structure of the school day had been altered from beginning with a 15 minute
morning registration (which is customary in UK secondary schools) to beginning
straight with lessons.

Monday Tuesday Wednesday Thursday Friday

9.00-10.00

Period 1

9.00-10.00

Period 1

9.00-10.00

Period 1

9.00-10.00

Period 1

9.00-10.00

Period 1

10.00-11.00 10.00-11.00 10.00-11.00 10.00-11.00 10.00-11.00
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Period 2 Period 2 Period 2 Period 2 Period 2

Break Break Break Break Break

11.15-12.15

Period 3

11.15-12.15

Period 3

11.15-12.15

Period 3

11.15-12.15

Period 3

11.15-12.15

Period 3

12.15-13.00

Lunch

12.15-12.50

Tutorial

12.15-13.00

Lunch

12.15-12.50

Tutorial

12.15-13.00

Lunch

13.00-14.00

Period 4

12.50-13.35

Lunch

13.00-14.00

Period 4

12.15-13.35

Lunch

13.00-14.00

Period 4

14.00-15.00

Period 5

1.35-2.35

Period 4

14.00-15.00

Period 5

1.35-2.35

Period 4

14.00-15.00

Period 5

2.35-3.35

Period 5

2.35-3.35

Period 5

Y7s follow the Opening Minds curriculum which is aimed at improving the transition
between key stage 2 and 3. It is based on five sets of competencies, including
Citizenship, Learning, Managing Information, Managing Situations and Relating to
People (Boyle, 2006). In Y8 and Y9 students follow the National Curriculum and at
key stage 4 a pathway system is used which is appropriate for each student’s abilities.

School uniform

The school’s ethos is to encourage the highest standards and part of that is that the
school uniform has changed to reflect these standards. As such pupils were required to
wear a public school style compulsory uniform which is made up of a blazer with an
academy logo, a v-necked jumper, a tie, black or dark grey trousers or knee length
skirt, white shirt and plain black shoes (no motifs or logos). Prior to this pupils were
required to wear a black or blue sweatshirt with school logo, a white polo shirt and
plain black or dark grey trousers or black salwar kameez and plain black shoes. Year 11
pupils were given differentiated status which was reflected by them wearing a royal
blue sweatshirt with school logo. Despite the existence of a uniform in the past
however, emblems of the deprived working class ‘chav’ were very much present in the
shape of burberry caps, hoodies, branded tracksuit bottoms (rather than plain black
trousers) and gold ‘bling’ jewellery signalling differences in taste, lifestyle and identity
to the white middle class mainstream ‘dress for success’ norms. This was socially
meaningful as adopting this style can be seen to visually articulate a rejection of
upward social mobility. In turn this implies varying trajectories to adulthood. The new
uniform can thus be said to clamp down on signals of disaffection by creating a more
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formalised work mode and from what the researcher could see, this had gone a huge
way to alleviate some of the problems,

Well I think, you know like I have people coming up to me all the time saying,
‘oh Clare you know since they have got them uniforms don’t they look smart,
don’t they look lovely?’  And I think that uniform thing really has made a
massive impression in the area (Extended School Coordinator)

However as we see in later chapters while present day policy emphasis is on inclusion
and student voice, in practice this is not followed through.

Following the change to academy, staff as well had been required to dress more
professionally as well to reflect their status as role models. This included wearing no
flip flops and tops were not to be cut too low. One male TA commented to me that
wearing a suit to work had made him feel more professional whereas another female
TA said she felt as though she was being treated like a child. A number of subtle
changes had also taken place. For instance, the reception area used to be quite a cold
and unwelcoming point of entry. Visitors would be required to use the same entrance as
pupils because you would often arrive at a time other than the start of the day, the door
would be security locked. The doors would be security locked so you would buzz to be
let in and would feel slightly awkward as you would be observed not only by pupils in
lessons but also by security cameras. You would know this as there were large signs
stating that fact. Once inside, the reception desk was shielded with an anger proof glass
screen, which the white female adult receptionists sat behind. Tacked onto the screen
was an A4 piece of paper reading ‘No Smoking’. You had to speak through a
microphone to the reception staff which enforced unequal power relations. There were
not any chairs and nothing much to look at so visitors would have to hang around
awkwardly in the atrium. Returning in 2009, the entrance for visitors was the same
point of entry for staff. The reception was an open desk staffed by one young friendly
woman who would offer you a drink and direct you to wait on the comfy chairs so you
do not feel awkward. She is still white but friendlier. There are posters advertising adult
learning and the school’s news letter.

Pupils’ impressions of the school were not all good. They felt that despite the fact the
emphasis of rhetoric had been very much on student voice, this was not the case in
practice. Pupils had voted on the colour of the uniform but ‘these colours weren’t on
the choice, so they made it up themselves. It’s our school but we didn’t get a say.’
Other points of complaint were raised around false promises which were made,

On top field, we got promised six Astroturf pitches but haven’t got it. Lots of
laptops and interactive whiteboards were stolen and not replaced.  All year 11s
were all promised a brand new laptop to revise on but didn’t happen.

Conclusion

The chapter has described the three schools in detail. Each has a very different
identity, different ambience, atmosphere and ‘feel’. From the context of school, the
following chapter zones in on the students, parents, teachers and community workers
who embody these different realities.
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CHAPTER 3

FACTORS AND MOTIVATIONS BEHIND VARYING SCHOOL
PERFORMANCES AND DIVERTING EDUCATIONAL CAREERS

Introduction

As chapter 1 shows, the neighbourhoods in which young people grow up in has a
significant impact. Tannery Rise, where School 3 is located, has a very low level of
post 16 education with a high proportion becoming Not in Education, Employment or
Training (NEET)36. The area surrounding School 1 on the other hand, has a stay on
rate of nearly 100%. Intervention work over recent years has made some impact on
narrowing these gaps. For instance educational attainment has improved in particular
in Brunsmere seemingly as a result of targeted support programmes set up by New
Deal for Communities.  In particular, attainment by pupils from BME backgrounds
has improved at a faster rate than the city average for this group.

It is important to take a contextualised approach in any research examining the
relationship between ethnicity and educational success or failure, because it stresses
the social nature of young people’s identities and specifically the fact that ethnicity is
not an isolated factor but always intersects with numerous other facets of identity
which constitute (un)belonging. This chapter finds that expectations and values were
passed to children in a myriad of ways, both subtle and overt.

Through the eyes of students
This section will explore students perceptions of the issues involved in school
attainment and educational aspirations. The majority of pupils and parents
interviewed lived in areas of high social deprivation and some the circumstances of
some families were complex and difficult. This fits with other recent studies. Platt’s
(2007) findings from a major research programme on poverty and ethnicity showed
that 60% of Pakistani children grow up in poverty (Platt, 2007). Like in other studies
(Swann, 2009) social class was never discussed explicitly but arose through
discussion of environment. For instance, pupils had a strong awareness of the
differential status of secondary schools which seemed to be understood  in terms of
social class intake. One high achieving girl reflected on her move from a low
achieving school in the south west to the high achieving School 1 in the south west of
the city. This move was instigated by her mother and when asked of the reasons, she
replied,

I think probably the reputation, School 1 is quite high in education and it is
good and I didn’t want to get a bad education so I agreed to moving.  The only
reason  I  had  to  go  to  (south  west  school)  was  because  my choices  that  I  put
down I didn’t get in to them, so it was either that or (another south west
school)  and  I  definitely  didn’t  want  to  go  there.  (…)  That  has  a  really  bad
reputation.  They have changed their name to Academy and they are trying to

36 NEET is an acronym used by the government. Local authorities were given the lead responsibility for
reducing the proportion of young people NEET in their areas which forms a key part of the 14-19 reform
programme.
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get better, but I really didn’t want to go.  I mean most of my friends went there
and one of my friends did get hurt by someone there and then it made me feel
that I did not want to go.

Beginning with home environment and the constraints of social class some
stereotypical characteristics37 emerged such as lone parents and in particular hard
pressed white mothers living on council estates with absent black fathers not on the
scene. One interview with an African-Caribbean girl highlighted socioeconomic
disadvantage and indicators of poverty through life history narrative. A number of
risk factors were revealed which seemed to both emerge from and contribute to the
emotional and economic climate within the home. Louise38 lived between homes,
sometimes with her maternal grandparents and sometimes with her white mother. Her
mother had been a heroin addict for a number of years and had worked as a prostitute.
She had spent much time in respite centres. As such Louise’s childhood was
extremely chaotic with a host of detrimental experiences which she felt directly
impinged on her receptiveness to schooling and education.

She used to be a prostitute.  I used to see all the different…I used to see some
right rubbish.  One time she had this guy look after me and he wouldn’t let me
go to the toilet so I was like… I had to do a wee in the corner of my room so
he rubbed my face in it.  So then when my Mum came back I told her.  And
then I saw this guy just knocking her about in the kitchen, because there was
only like that much space between to two cupboards, so this guy had just got
her head going ‘bang, bang, bang’ against the two cupboards, it was mad, it
was weird, proper crazy (African-Caribbean female, School 3).

Growing up in an environment with frequent exposure to domestic violence brought
about intense feelings of frustration and helplessness. Some of these problems meant
that Louise was taking on adult responsibilities from a very young age such as making
meals. Recollection of memories brought about a sense of grave sadness,

I  used  to  have  to  make  my  own  breakfast  and  stuff  when  I  was  three  I  was
making cups of tea and stuff, but yeah I spilt Rice Krispies and milk once and
I got a right slap for it.  One time my Mum was drugged out in bed with a
Black man and I was three.  And I knew my Nan’s address, phone number and
everything.  I had one shoe on and one sock on the other foot.  I had my pram
with  my doll  in  my pram,  the  doll  was  more  wrapped  up  than  me and  I  was
walking down the road and the Police stopped me and said ‘where you going?’
(ibid)

There was a tendency for some disaffected girls to mark the transition to adulthood in
harmful ways. In Louise’s case, there were a cluster of complex interconnected issues,
but  in  her  words,  ‘I  kind  of  like  did  all  my  adult  stuff,  like  ages  go  when  I  was

37 As an interesting aside, ‘Broken Britain’ is a term often elected to highlight the belief that society is
broken and heading in the wrong direction. Family breakdown is frequently blamed as the cause of a
variety of social ills. David Cameron, who has since been elected Prime Minister used the term at the
launch of the Conservative manifesto. It is a gloomy and pessimistic term associated with dysfunctional
families, out of control teenagers and supposed moral decay. The underlying sense is of lamenting
Merry Old England.
38 Pseudonyms have been employed throughout to protect the names of all respondents.
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thirteen’. At the age of 12 she had a 23 year old boyfriend39. By 16 she had two police
cautions. One was for carrying a weapon in a public place. The other was for
aggressive behaviour. At the root seemed to be the intense sense of loss of her mother
which she often experienced as rejection. In her interview she described two mothers,
almost a Jekyll and Hyde characterisation. On one hand was her ‘ideal’ mother who
engaged her in family times,

Off drugs she was just amazing. When I used to go see her on Saturdays and
the first time I saw her I was like, ‘I don’t want to go’.  I was only allowed to
see her for an hour.  And then when I went to see her and everything it was
just like.., she was healthy, she looked healthy, she was cooking meals
everyday.  (…)So she would just take us like… one time we went swimming,
one time we went to the fair, one time she took us to the pictures, it was
awesome, it really was.

The other side was the drug addicted mother who ‘from being a kid she was just
horrible to me’. Although she recognized that her mother’s behaviour resulted from
the effects of drug abuse, Louise stored huge emotional stress Louise which rippled
outward in the external world of school. Investing her energy resources in work at
school simply was not a luxury she could choose. Some of Louise’s teachers who
were aware of the situation confided that her behaviour problems had always
increased when she lived with her mother. There were no firm boundaries in place so
she and her younger sisters were allowed to stay up until as late as they liked listening
to music and drinking alcohol.

Extended family however provided some structure and protection. Louise went
through periods where she felt relief and stability and experienced consistency as a
result of living with her grandparents,

When I was five my nan got a residence order for me! I had finally got away.
My mum was  sent  to  prison  and  I  had  got  a  home where  I  knew I  could  be
myself and didn’t have to worry about random drug addicts, who my mum
used to let look after me so she could go and get money for her next fix, and
the police knocking on the door (extract from Louise’s English coursework).

She framed her grandparents as functioning through traditional gender role
stereotypes so her grandmother is described as fulfilling the role of nurturer. In
Louise’s words she described her nan as ‘one of them old wise owls (…) She knows
what  to  say  at  the  right  times… she  knows me page  by  page,  she  really  does’.  Her
grandfather is described as a reassuring source of patriarchal power through his
predictability of routine,

…my  Granddad’s  right  grumpy  (laughs).   He’s  proper  one  of  them  old
fashioned, old men.  ‘Shush the televisions on; I’m watching my
programmes’.(…) ‘Shush I am the phone’, but when I’m on the phone he can
talk, it’s right annoying.  And ‘be in for half past ten because I am locking the
gate, lights are going off....’ the curtains get closed at half past six.

39 This was known about and was on the Child Protection Register
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Although his mundane everyday rituals were irritating, they also served as a
comfortable routine. Her grandparents had set boundaries but these were simple and
deemed  reasonable  by  Louise,  ‘…the  only  rules  I’ve  got  is;  respect  my  Nan  and
Granddad,  be  in  when  they  tell  me  to  and  just  go  to  School.   Not  bad  really  is  it?’
Sticking to these rules was a way of showing her grandparents respect. However it
was not sufficient to blanket over ongoing problems. Coping with a host of different
stresses, meant that Louise started truanting heavily in Y9. Before long she was in a
cycle where the more she missed school, the harder it would be to catch up,

I was like ‘I can’t be arsed to go to School’, too many people were coming up
to me saying ‘oh why haven’t you been in School..?’ Do you know what I
mean I don’t think I could have coped with it? (…) That’s what I thought there
is no point in even trying to go to School because I am so behind with
everything, I had missed like two years.

While school did pose another form of stress through its academic expectations, the
reality was that by escaping the hum drum reality of school routine Louise was
making her self more isolated and less integrated into social networks with her peers.
Her truancy lasted for two years and she returned in Y11, a crucial academic year
which sets post 16 pathways. Despite the personal constraints she had to battle
through during this period, emphasis was very much placed on the role of individual
agency rather than placing blame on mitigating circumstances. In her interview
Louise stated simply that ‘I messed it all up’ which projects the belief that she has
caused her own educational failure. This statement reaffirms how education is
inextricably bound up with self worth and confidence (Reay, 2005). This is a point
returned to later in the chapter.

Gaining some understanding of young people’s identities requires examining their
social and emotional worlds. Another white mother was worried that her youngest
child, a daughter aged 11 was already going off the rails. Shauna refused to listen to
her mother. She would throw everything from her bedroom down the stairs including
a  large  mirror.  As  a  single  parent,  her  mother  felt  hugely  overwhelmed and  felt  she
had lost control. The impact of Shauna’s behaviour had affected the extended family.
One of Shauna’s brothers refused to visit when Shauna was there as he did not like the
way in which she treated their mother. She had got psychological interventions from
Child and Adolescent Mental Health services (CAMHS) but none of these had proved
ineffective. Shauna and her mother had been exposed to violence from her father
although he had died two years previously. The legacy of the abuse was very much
evident with the mother. In her interview she stated, ‘she’s just like him’, referring to
Shauna’s father. She had come to understood Shauna’s behavioural problems as
innate through the mechanism of projection. Imagining that Shauna had inherited the
attributes of her father is a classic defence position which functioned to mask her own
feelings of ‘failing’ as a mother. She reflected that even as a toddler Shauna was
‘different’ from her two older sons.

While it would be simple to blame single mothers and the absence of fathers, this
alone does not explain diverging pathways in education. Young people participate in a
range of social and emotional worlds through which they form and reform their
identities. Although the word ‘loneliness’ was never used, the feeling I got was that
some people felt a deep sense of disconnection from family, community and the
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bigger world. They were locked in a web of tangled constraining circumstances. The
danger is that we take essentialist truths from these snapshots and while there are real
problems it is impossible to generalise about entire ethnic communities. Although the
focus is on African-Caribbean and Pakistani communities, it is important to recognise
that the problems are also apparent in white working class and middle class
communities. For instance the issue of parents going through a painful divorce came
up a couple of times among white middle class girls when conducting the survey. So-
called dysfunctional families is not limited to areas of deprivation but problems with
the middle class white majority are often successfully hidden. Designing the survey
also highlighted dependency still on the nuclear family norm.

In focus group discussions, pupils saw the role of parents as exceptionally important.
Distinctions were often made between BME parents and white parents on ‘correct’
social values of respectability and reasonableness,

It starts with the adults. Because the kids they don’t care.  If I went round
throwing rocks at people’s houses my mum wouldn’t stand for it but their
parents don’t mind, they don’t know where their kids are anyway.  It goes
back to family values.  If my brother had a fight with someone my mum would
go to their house and talk to their parents but here if my brother did that in a
White  persons’  area  then  they  would  have  a  row,  my  mum  couldn’t  have  a
conversation with their parents….(School 3 pupil)

This was quite a widespread view among the Pakistani community of all  ranks.  The
coordinator of Pakistani Study Support said that the community did not suffer the
same problems  of  teenage  pregnancy  and  crime like  the  white  working  classes.  The
Pakistani community was different from the Caribbean and white communities but
similar to the Gypsy community (which chapter 7 examines) in the sense that most
pupils lived in a traditional ‘stable’ family structure of married parents, siblings and
extended family. Strong family ties and cultural values potentially gave a stronger
sense of identity. Living in predominantly Pakistani neighbourhoods also potentially
gave a stronger sense of community. Unlike the experiences of African-Caribbean
pupils in chapter 5, Pakistani pupils never brought up the issue of racism as a matter
affecting their own lives and some parents also shared this perception. On one hand,
all parents felt that life in England offered their children better opportunities than
living in Pakistan. In Pakistan, one’s social positioning and future situation was very
much determined by the rigidity of “what you’re born into, what you inherit”
(Coordinator) with little hope of mobility. Social class distinctions seemed to matter
less in England because “Everyone has food, clothing and shelter… everyone enjoys
the same benefits” (Coordinator). When asked whether she felt any discrimination as
someone from outside England, the mother replied,

Sometimes we felt this as we didn’t know the language but that was our own
fault because we didn’t learn the language. Generally we have never felt like
outsiders as everyone treats us right in this country.

When asked whether she had ever confronted racism she stated, ‘Never, and may
Allah protect is from it’. This may have been because this woman was rarely exposed
to situations where she may confront it. She lived in Cliffeton which was a
predominantly Pakistani area with deep networks of kinship. There was a deep sense
of gratitude stemming from having basic human needs met. Beliefs in institutional
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racism did correlate with informants’ levels of education however. While those that
had never been through the British education system felt that things were fair, those
that had gone through schooling and progressed through further and higher education
in England did feel that the system was weighted against them, ‘All experiences, you
know like in work settings you have to try triple times harder than what any other
person would have to that is not ethic minority’. In discussing whether she would like
her children to proceed through further education she answered,

Yes I would like them to have further education to better themselves. Because
it is a lot harder out there for people from different ethnic backgrounds
because their colour, religion and race, everything comes in to it, so they have
to  try  a  lot  harder  than  what  any  other  person  would.  (…)I  have  achieved  it
yes,  but it  was hard,  very hard.   When you are at  University and you are the
only brown face in the class, it is hard.  If you have not got your mind over
matter you can get pulled in to things but it is your choice (…) you go the
right way or the wrong way.

‘You go the right way or the wrong way’ encapsulates the social reality of how
individual agency meshes with structure completely. The study revealed that patterns
of disaffection and underachievement are set very early for children. This was
displayed through the Fellowship programme. Pupils tended to organize themselves
by gender and ethnicity so all the Pakistani girls sat together and all the Somali boys
sat together. Students participating within the Fellowship programme tended to
demonstrate varying trajectories. A group of Somali boys was led by one displaying
high status masculinity through disruptive behaviour. By secondary school, these
patterns continue so at all three schools there were examples of disaffected pupils. In
brief they violated rules, used foul and abusive language, assaulted, teased and bullied
other pupils, caused damage to school property, were rowdy, talked excessively in
class, disrespected teachers’ authority and openly ignored lessons. They had
apparently no fear of the sanctions, and in fact seemed to purposely flaunt their
identities in opposition to them which resulted in them being in continuous friction
with the school’s ‘disciplinary apparatus’ (Foucault, 1977, p.328). In short, their
identities were in direct opposition to the pervious and compliant ‘subject’ position
expected of pupils.

The Pakistani girls were hard working and employed traditional gender roles. They all
worked hard, and there was often an underlying sense of competition in who was
achieving the highest levels. One girl in particular, Safiya consistently achieved level
6. She was an only child and had a high level of confidence. Her parents lavished her
with They also allowed her to go on the residential trip. Her best friend Haleema was
also hardworking but much more introverted. She was the youngest daughter and had
six older siblings. Her sister who was a student at the university often used to collect
her from the sessions. There were other pupils who did not seem to belong to any
group. One was an Afghanistan boy who was extremely hardworking and keen but
self excluded. During the fifteen minute break he often chose to sit alone. This also
included two African-Caribbean pupils, a boy and girl. Both actively sought to
distance themselves from the rest of the group. Corey preferred to sit by himself.
Shauna often physically sat with Pakistani girls but she placed herself in a peripheral
position through defence mechanisms like keeping herself to herself. She rarely joined
in on conversations and overall was a reluctant participant in the programme.
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Among the African-Caribbean community there was felt to be a definite generation
divide. The first generation of Caribbean immigrants were now grandmothers and
grandfathers. They often lamented the loss of respect among youth in society overall.
They had raised their children under strict discipline which stemmed from the
traditional structures brought from the Caribbean. Their children and grandchildren
having been educated through the British education system were exposed to different
influences which brought about a keen sense of anxiety and insecurity, compounded
by recent incidents connected to postcode gangs in Brunsmere.

Some Pakistani parents were anxious for their children to keep onto cultural
traditions. Throughout the community religion was an integral component of this but
the extent to which this dictated a family’s way of life was on a continuum. At one
level some parents viewed Muslim religious instruction as taking precedent. Their
children went to mosque every day after school. This resulted in limited free time.
Many interpreted the rules strictly and did not allow their daughters to go on trips (for
instance the fellowship residential only had three girls. The two Pakistani girls were
fine but the Somali girl had to have a lot of persuasion from the coordinator to the
father. The trip also coincided with exams at mosque which could not be missed.

What was apparent was the relationship between class position and educational
performance. Class position is complex with many interrelated influences but what
stood out is how lived class experiences provided the key scaffolding for social
identity within school which cut across ethnic lines. which contributed to diverting
educational careers. This can be clearly seen through a comparison of the attainment
levels of the three school contexts. At School 3 GCSE figures were showing year on
year improvement rising from a 1995 baseline of 8% 5 A*-C GCSE passes in its
previous incarnation to 37% in 2006. Compared the results with neighbouring
schools, it does not look too bad. However, compared with the west of the city where
comprehensives which had a substantially middle class intake, had a 77% GCSE A-C
pass rate, it is not. Put in blunt terms, just over a third of School 3 pupils were able to
access higher education. Two thirds of pupils therefore have failed this test. While, it
is worth pointing out, that whatever these results tell us, they cannot offer any
evidence on how individual pupils might perform in that school, the picture presented
is a rather bleak one.
The improvement in GCSE results is also misleading since the school had in recent
years taken full advantage of the increased flexibility in the curriculum offering a
number of vocational and work related courses that involved links with the local
college and other agencies. The Ofsted report of 2003 took note of this, ‘The school
has recognised the need for a more radical alternative education for its less motivated
pupils and for those with a particular need to improve their basic skills’. The school
has specialist sports and language status and one example of how results can be
tweaked is that KS4 pupils have the option to take BTEC Sport or Level 1 Sports
Leadership Award instead of GCSE PE. Like GCSEs these qualifications are taken
over 2 years of study in year 10 and 11. In 2009, all pupils who took GCSE PE and
BTEC Sport achieved A*-C grade which is a huge achievement for the pupils and
from an institutional point of view reflects the benefit of taking risks with curricula.

Students in all three school were keenly aware of the importance of Y10 and Y11 and
many said they had actively made the choice to buckle down. This may be a simple
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consequence of a trickling down of pressures faced by schools to improve their 5 A*-
C benchmark to individual pupils. In a conversation with two African-Caribbean
boys, they described how they had altered their behaviour in recent months,

When I first  came to this school I  always used to piss about basically all  the
time.  I was getting sent out of every lesson.  I just do my work now because I
want to do well. (…)
In Year 7 and 8 you could because there is not much to do, like no exams and
stuff, so you can mess around.  Year 9 it is kind of like getting down a bit
because  you  have  got  SATs.   In  Year  10  and  11  you  are  properly  getting
down.

Sometimes earlier behaviour was viewed with regret with the prospect of impending
exams looming dismally forth,

Like me I was on my last warning in Year 8. (..)Yes in Y7 and 8 I was fighting
like every two weeks.  Every two weeks I was fighting people….physical
punching and all that.  But it’s like I realise now that I should have just kept
my head down because obviously I am struggling now with my GCSEs

Exercising agency to ‘properly get down’ in the penultimate years of schooling was a
strategy devised by pupils in response to the onslaughts of the dominant discourse.
Education was viewed by the majority of pupils as an essential prerequisite of future
role and status in society. This was apparent in all three schools

GCSEs are important.

GCSEs are important because without GCSEs you won’t get a job, I am right
or wrong?

Yes you are right mate.  If you want to do a certain course you need the
GCSE’s to do it at A-Level (…)

Yeah I would go in to college and Uni to study medicine and stuff, because if
you go to a job and you want a job they won’t take you on if you have got like
Ds and Es, they would just think you are stupid and won’t give you a job.

You would only be able to work in Primark.

 (African-Caribbean boys, School 3).

Even when pupils themselves did not work hard, they nonetheless viewed a point to
those that did,

At the end of the day I don’t see geeks as like…everyone is like, ‘oh you are
boffin’, but at the end of the day they are going to go far in life (African-
Caribbean girl, School 2).

It was clear that pupils understood the value of working hard at school and
progressing through further and higher education so in this sense it was not adopting
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an anti school identity or aversion to academic achievement. However while
education is viewed as worthwhile, many of these pupils were not high achievers.
Rather they were average to below average. Progressing through education perhaps
was not realistic for some while others simply found school boring. Pupils did not talk
about any concept of systemic inequalities. Rather they felt school was fair. Pass or
failure within school was due to active agency. There were examples of pupils who
were able to achieve the right academic and social balance and traverse the
boundaries across academic and non academic groups more easily which splinters the
binary of academic achiever and disaffected student. This arose in a couple of focus
group discussions,

I don’t know, he is just like instead of being with boffins and that he could put
them to one side and be like ‘oh forget that I don’t want to be called a boffin’,
then he could just go and join a group that hangs about with people…
(African-Caribbean boy, School 2)

Yeah I hang about with them and in my maths class I am sat with like three of
them; James, Alex and Tommy and there is one called ??? But he is like…to
be honest he is clever and that but he hangs about with them.  We have been
friends for ages but if he wanted to he could leave them and go in to a
different group because that’s how he is.

In an individual interview a hard working Pakistani girl at School 1 explained the
significance of different social groupings, in particular the divide between conformists
and disaffected students. As she explained,

…there is always someone that acts all clever in class.  I mean I like it because
it is fun when they do something but being friends with them would be
different because they are probably like that all the time and I just don’t want
to… It’s entertaining in class but not…not all the time because if they do that
in class then they might do it in public and you just don’t want to embarrass
yourself all the time.

This distancing provides a buffer that was protective of her academic achievement.
Her social world consisted of friends from school and her cousins.  Her friendship
choices were very much centred around people who were very much like her self,

From school I do hang around with different people, but mostly I hang around
with people that like having fun but don’t go over the top.  They will like have
a laugh and I can trust them and be honest with them but not people who are
like…and people who get on with their work as well as having a bit of fun, not
people who are like all bad because I don’ really like that kind of thing.

Schools too had implemented organisational structures to handle increased pressure
on school performance in the climate of heavy monitoring and accountability. School
3 for instance had made use of a pathway based curriculum at Key Stage 4 from
September 2006 which aimed to raise the expectations of all in the school so that over
50% of students would have a realistic aim of achieving five or more grades A*-C at
GCSE (or equivalent). An overview of this system is summarised in Figure 1,
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Figure 1: Overview of School 3’s Pathway Curriculum

Pathway one Pathway Two Pathway Three Pathway Four
Good grades

Academic

Wanting to move
onto ‘A’ levels

Good grades

More practical

Includes BTEC

Below A-C grades

Work based
learning

Wanting to move
onto level two

Lower level- non
exam

Extra support

Practical learning

Move onto basic
level

It is possible from other studies that such selective stratification systems may serve to
position pupils within fixed identities by socialising them into ‘appropriate’ values
and behaviours of each pathway set. Although pathway placements are supposed to be
dependent upon individual ability, in practice other factors such as pupil behaviour no
doubt came into consideration. Significantly poor behaviour was often understood by
pupils as being synonymous with low ability.

The institutional process of streaming did fuel dynamics of inclusion and exclusion
which was particularly noticeable in School 3. White working class pupils lower
down the school branded each other ‘disability child’ and would aggressively exclaim
to  teachers  and  each  other  ‘Are  yer  daft?’  or  ‘sick  in  head?’  Observations  of  a  Y11
Stream 3 English class would go some way to indicating this. Before the lesson the
teacher had said that this class demonstrated challenging behaviours such as
aggression, verbal and physical abuse, truancy, delinquency, disruption and bullying.
During the observation 14 out of 20 pupils were present. The absentees were mainly
pupils  who  had  been  excluded.   One  of  the  white  boys  said,  ‘I  would  have  acted
differently if I’d been put in Pathway 1. It’s a different atmosphere’. Being placed in a
lower pathway had real effects for pupils’ motivation and pupils seemed to deal with
their position of being low on the academic hierarchy by disruptive behaviour40.
However the linking of poor pupil behaviour to being placed in a low set is a chicken
and egg debate. Which comes first: disruptive pupils or a lower set atmosphere?

Complaints were raised about the quality of lessons and some of the methods were
felt to be tedious or patronising, ‘In maths we go on bitesize which is not helpful. It’s
kiddystuff and in science it’s all worksheets’ (White boy, School 3). Unsurprisingly
individual teachers’ different styles impacted greatly on pupils. The content of the

40 Pupils that do not conform in school are subjected to varying assessment procedures and the result is
always segregation as they are singled out for ‘special’ attention in both positive and punitive ways. A
host of educational acronyms are used: Attention Deficit Disorder (ADD), Attention Deficit
Hyperactivity Disorder (ADHD), Autistic Spectrum Disorder (ASD), Children and Young People in
Public Care (CYPIPC), English as an Additional Language (EAL), Emotional and Behavioural
Difficulties (EBD), English as a Second Language (ESL), Hyperactivity Disorder (HAD), Hyperkinetic
Disorder (HKD), Learning Difficulties and/ or Disabilitites (LDD), and Special Educational Needs
(SEN) to name but some.
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curriculum often seemed dry and far removed from personal experience so for pupils
to feel connected to it required a dynamic teacher. A major positive with the research
was the fact that all pupils reflected positively about their teachers,

Like Mr. Jacobs adds different kind of points of view; like when we talk about
racism in RE, he says his Grandma is a racist and he is talking from personal
experience and I  think that  is  really good.  (…) it’s more real  because if  you
read a text and you don’t feel nothing towards it then you are not actually
going to learn it all and take it in, because you are not connected with it.
(African-Caribbean girl School 2)

Pupils seemed to appreciate it when teachers showed or expressed a sense of their
personality. This was also reflected by the head teacher in the Caribbean community
workshops. He opened his power point presentation in the same way he does in
lessons at his school. He showed images to do with his background- he was born in
Barbados, about his hobbies etc.  ‘Tells them a little bit about him before the lesson.,
it’s real’.

Through the eyes of parents

Choice of school is a key component of success. The expected factors influenced
parents’ choice of secondary school: GCSE attainment, distance, reputation. Others
who had themselves been through the British education system understand more
about school and society than their parents. The first thing which stood out in the
parent interviews was the extent of education literacy. Those Pakistani parents which
had had negotiated entry into the ‘better’ schools had relied on information gained
from other family members. Parents make a strong distinction made between inner
city schools which are characterised by behaviour problems and the schools situated
in the affluent south west of the city. One mother had a son attending School 1 and a
younger daughter attending a junior school in Brunsmere. She saw a distinct contrast
between the two environments,

To be honest  my daughter goes to a school in the inner-city area,  she is  in a
junior school and I  am not very happy with her teaching because half  of the
time is spent on sorting out children with behaviour problems.  Until about 10
o’clock in the morning the teacher spends time on the children with behaviour
problems so my child and other children that aren’t misbehaving are missing
out on that valuable education that is what I get upset with.  Then when you go
to the head of the school, ‘yes but this certain child’s family has got
problems’, everybody has got problems but things need to be done, that child
shouldn’t be in that environment, they need to be in an environment that is
suitable for that child (Pakistani mother, School 1).

Likewise,

(...)  I  think it  is  the areas.   I  am not saying there are not any problems at  the
other side of NorthCity, yes there are problems everywhere but there are a lot
more problems in the inner-city areas because of the behaviour and the parents
not spending enough time with their children, not communicating with them
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enough, they need to interact more with the children and get to know them
more.

The problem again is one of behaviour and of certain neighbourhoods creating
behaviour problems which create disturbances in school. Sometimes ‘good’ schools
had problems but the difference seemed to be that they established parental
confidence through good practice in handling incidents,

And where my son goes is fantastic, good communication, they let you know
everything and anything.  I have only ever once had a problem and that is
when a child actually punched my son because he got him mistaken for
somebody else, they rang me straight away, they called the other child’s
parents straight away and they excluded that child.  But my daughter at the
school  that  she  is  at,  she  has  been  pushed  down  the  stairs,  slammed  in  to  a
door; she has had big block things that they play within the playground thrown
at her because she is a girl (ibid).

Schools  were  not  viewed  as  bad  particularly.  Rather  it  was  ‘other’  parents  and  bad
parenting practices such as a lack of engagement which caused the problems,

I am on the PTA at the school and at the school there must be well over 300
pupils and at the PTA there are 14-15 parents of children that turn up to that
meeting.  I know language is a barrier but we have done our best to try and get
parents in (ibid).

Choice of school also resulted in wider educational opportunities as one parent
reflected,

I know there is a certain school in the area with a good standard of education
but it doesn’t provide experiences in life compared to what another school can
at the other side of NorthCity, for example, going to France or going to
Germany.

I
Do you think they are valuable experiences?

Yes I  do,  it  is  independence for them and it  is  inner-growth for them as well
for them to be independent because I am not going to be around forever for
my children so they need to be self-reliant as well (Pakistani parent).

Conversations with parents reflect their belief in the value of education. In discussions
about their ambitions for their children’s future, parents tended to emphasise the
importance of educational outcomes, ‘Good GCSE’S and do good in their A-Levels
and then go straight to University and then I don’t mind what they want to do’.
Although parents often stated that they didn’t mind what their children did after
formal education, probing further revealed that they ideally wanted their children to
gain professional status, ‘I would love them to be a doctor or a lawyer but I can’t
force it on them, whatever they want to do, but I would want them to do something
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professional’. The reason for high aspirations concerning education is simple.
Pragmatically you cannot get a job without it,

You know the educated can do work, then there was (manual) work
now those work have finished now. Those that have degrees and are
educated have jobs. In those days there was no computer it wasn’t the
age, now it’s the computer age.

Interestingly the current market conditions seemed to have impacted substantially on
pupils’ views of their future. Worries about the recession featured in all the interviews
with high achieving pupils. Education was viewed as improving social standing and
giving better prospects in overall well being,

Because  they  will  have  an  easier  life,  they  will  have  a  good  job  and  if  they
have had that education and they have…you know that is what you want to do
the best for your children.  You don’t want them to be in the same situation as
you.  If they say ‘I want to be a doctor’ then I say ‘that is fine, I am happy with
it but you will have to work hard for that’

The emphasis was always on their children having to work very hard to achieve those
things. Becoming a doctor took years of personal investment. Sometimes obtaining a
high level of education also entails a degree of cultural sacrifice as one professional
mother reflects,

They have got roots around here but the thing is you can take your roots and
your cultures with you and sometimes you have to break away to have a better
quality of life and not get in to bad things and stuff.  I am being honest, I am
only still in this area because my parents are still in this area and my parents
are old now so they don’t want to move they say ‘this is our house and we are
going to die here’, but if they were not here then I wouldn’t be here (Pakistani
mother, School 1).

When asked whether she would break away from her roots she replied yes which
shows when religious and cultural identity models conflict with identity constructs of
social mobility, the former must be sacrificed. More research could benefit from
looking  at  how  this  is  managed  on  a  day  to  day  basis.  However,  with  this
understanding came about a sense of optimism with comparison of conditions in the
UK with those in Pakistan especially when mothers discussed the future prospects of
their daughters, ‘They have got so many facilities compares to Pakistan. Girls didn’t
used to get an education but boys did. Now more girls are studying’.

.
Professional parents’ descriptions of their hopes for their children to become socially
mobile via schooling are telling. The image created is of a ladder to social mobility
through education whose steps value school knowledge sometimes at the cost of
traditional and religious knowledge/ beliefs. The practices ‘successful’ Pakistani
students adopt, producing themselves as the ‘good’ students, is at times to the
detriment of their traditional cultural interests. However at the forefront of their
efforts is the promise of deferred reward in the future. Thus, achieving highly in
school not only is accommodation to expectations that she can do what is demanded
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in school, but also that through this accommodation she can achieve a better life and
resist both present and future social discomfort.

This view is not the same for parents of more deprived backgrounds with low levels
of literacy. For these parents the importance of religion was much more dominant in
their worldview. As one mother commented, ‘We don’t want more just good Islamic
schools, in the right way. Islamic children and masjids like our Pakistan, a correct
environment should be made’. Further discussion revealed the importance of Islam.
For one parent, Islamic education, which she defined as religious (and moral)
education was more important than schooling. When asked how she would make life
better in England, she answered,

…we need to know the language of the country, this is better, know Islam
more, and call people to Islam. This is how can have a better life. If we do
other things then our life can’t be good instead go wrong.

This is possibly a product of education illiteracy since this respondent was a first
generation immigrant and had never experienced the British education system
firsthand. She could only draw on her own experiences which in terms of formal
education provision were exceptionally limited. For her, education equated to a sound
Islamic education which is something that state school does not provide. Without
Islamic education was a real fear that children’s lives will lack meaning

If we don’t give our children education, education…. Islamic education then
those poor’s… teach them in English don’t give them Islamic education then
they wont know what our Islam says!

In summary she states, ‘It should be this way that there is education by Allah’s grace
but they keep their Islamic values’. Islam education and formal schooling are not
viewed as mutually exclusive. Rather they are conceptualised through the notion of
separate spheres, ‘Both things people can do you just have to give time. Time for
Islam and time for world, not just one thing’. At a simple level different activities
have different purposes. Formal education is necessary for building a life, ‘Those who
make a life they get an education’. As such this woman wanted her children to go out
into the world and complete a degree but social mobility was less important than
following Islam. Islam encompassed core values and faith helped overcome obstacles
and problems. However while her firm faith was a positive, it also something of a
barrier as individual agency took a back seat. When asked what profession she would
like to see her children go into, she answered, ‘we would like them to study well, get a
good job and do good things. However, I don’t know what fate holds for them?’ To
some extent people’s status in life was placed in the hands of fate and god which
contrasts strongly with the views of second generation parents, who have been
through the education system and obtained professional status. The role of young
people getting a good education is not just viewed as the job of the school, but the
responsibility of parents too. For these parents social mobility depends on individual
agency,

I just honestly believe that as a parent you should get involved in your child’s’
education as much as you can and not think it is a drop-off service or a baby-
sitting service and with the area that we are living in there is so many facilities
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available where there are interpreters, they have English classes for people that
don’t have English as a first language, they have loads of opportunities for
people where their mother tongue isn’t English.  So I honestly believe that
they should grasp that with open hands and get hold of it and take advantage
of it.

The sacrifices and hardships suffered by their grandparents in order for them to have a
good education still lingered among the Pakistani community but simultaneously
there was also disillusionment about job prospects in Northcity. Some pupils for
instance referenced the recession. Parents of high achieving pupils tended to
emphasise a reality where children will have to move away.

Through the eyes of teachers and community workers

This section examined the viewpoints of teachers and community workers. In
attributing causes for diverging pathways, teachers and education workers tended to
focus on families. Those parents that were not engaged in the life of school were often
viewed as living a sheltered life of limited opportunities. This was not aimed at
Caribbean or Pakistani families however, but a complaint solely aimed at the white
community. There was a tendency for some teachers to have particular stereotypes
and misconceptions about the communities they served but it was always the lower
class white community which was discussed. Ethnic minorities were invisible and this
was interpreted as a lack of knowledge. The only reference made to any ethnic
minorities was a primary school teacher speaking in a focus group discussion which
led to debating the likely pathways of participating pupils, the only two participating
African-Caribbean pupils were identified as being the likeliest to go off the tracks. It
seemed ‘acceptable’ to talk about these pupils in this way because their mothers were
white.

Workers at School 3 speaking of the white lower classes living in Tannery Rise
tended to draw out a belief in the insularity of the community,

I think that sometimes you know like there maybe types of people that just live
between their house, school and the shops and there is not a lot in between in
there? You know if you haven’t got many friends, you don’t see other parents,
you might not pick your kids up from school and I think sometimes if you get
in to that spiral it is really difficult to get yourself back then isn’t it?

Teachers did have an understanding of some of the financial hardships. In particular at
School 3 the Extended School’s Coordinator who herself lived in Tannery-Rise set up
schemes to help such as paying for school uniform,

Blazer are £25, ties are about £4, vest-tops might be about £8, jumpers £11 (..)
So what I tried to set-up was some kind of saving club so they could pay in it
every week so then by next year they have got a uniform.

Long term lived experience had given her in depth insight of the issues firsthand.
Although she lived on the estate, she had always worked so had never really
personally suffered financial hardships. She was able to buy her son the material
goods  he  wanted,  ‘…  Robert  always  comes  first  so  I  dress  him  nice  before  I  dress
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myself nice’. Her position did contrast with the majority of parents though. Before
working at School 3 she had worked at a primary school in Tannery Rise which her
son attended where she noticed how material deprivation works among children on an
everyday level and wanted to do something to help,

At Tannery Rise Primary when Robert was really little and I went in one day
and this little lad said to him, ‘can I wear it today Robert?’ And he said, ‘yes
of course you can’.  So when this little lad went I said, ‘what does he want?’
And  he  said,  ‘he  wants  to  wear  my  jacket’.   And  it  was  something  like  a
Reebok jacket.  I said, ‘what do you mean they want to wear your jacket?’  He
said, ‘they like to wear my jacket, so I let them if they want to, you don’t mind
do you mum?’  I said, ‘no that is fine, I am not mad’ (…) and I realised at that
point that  there were a lot  of kids that  couldn’t  afford whatever,  so I  went to
the Head Teacher and I said, ‘look you have got a school uniform’, but nobody
wore it, they had it in stock but probably only three people in the school wore
it, so I said, ‘if I got a savings club on a Tuesday morning…’, and we made it
on a day after people had got their benefits, so it might have been like 50p or it
might have been £1 or £2 or some people put 40p in or whatever and because
they were only little sizes they weren’t as expensive it might have only been
£4 for a shirt.  So within three months all that school were wearing uniforms.

The Extended School’s Coordinator tried to expand on the success of the scheme by
approaching banks ‘to set-up this savings scheme so parents could put their money
and take their money out when they wanted it, but we couldn’t get a bank to come and
do it…’. The thinking behind it was longer-term planning for the future,

I don’t think people will have thought this through yet, but when it maybe gets
to September and winter time they are going to be needing new uniforms.  I
mean like Robert’s blazer, you know kids plays football and basketball, and he
has turned round in it and it has ripped on the seam so I have sewn that but it
is not going to last forever is it?

The benefits system was often cited as creating a poverty trap. The Extended Schools’
Coordinator  cited  an  example  of  a  parent  who  was  financially  a  lot  worse  off  for
returning to paid employment,

She went back to work, her and her partner lived together and she had been on
benefits  for ten to twelve years,  so she went back to work and she got a job
that was quite responsible and she ended up about £30 a week worse off.  I am
going back probably about ten years here.  But for going back to work she had
lost all her benefits and then she had got other added on costs like her clothes
for work, her meals at work, her bus fares to get to work and it was just basic
things like paying your rate, paying your council tax, your heating allowances
and everything, and she was actually worse off for going back to work and
why is that right?

Conversations tended to draw out wider benefits of working like feeling ‘mentally
more engaged and alert’ and working alongside others makes people feel socially
connected. However the assumptions made seemed to be that the white lower classes
were lazy,
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Maybe people just get used to living at that level that they can manage and
they are quite happy to live at that level but some people might be quite happy
to  stay  at  home all  day  and  enjoy  themselves  and  watch  telly  and  on  a  level
that they can manage (Extended Schools Coordinator, School 3).

This was not explicitly said but lower class social position embodied certain negative
social values affected individuals’ failure to bringing up their children ‘properly’. In
chapter 5 discussion focuses on how ethnic minority pupils saw pupils from Tannery
Rise  as  representing  a  stagnant  ’backwards’  community.  This  was  a  view shared  by
teachers, those working in the community and head teachers as well. The head teacher
at School 3 focused his interview around his teaching experiences. His first job was in
a white ‘but not working anymore class’ school in a small mining town close to
Northcity. This was an insular community situated outside mainstream society,

Very, very depressed, the kids were so depressed they wouldn’t even mess
about and it just had this air of depression and there wasn’t any way to
challenge it.  The racism was endemic but there weren’t any Black kids there
to be racist against, it was just the racism that you heard expressed.  The
homophobia was amazing there as well and again there was no sense of the
context in which to challenge it (Head teacher, School 3)

It was very much like Tannery Rise in terms of its cultural ethos but not in terms of its
social location since two miles away from Tannery Rise was Brunsmere which is a
very ethnically diverse area. The head teacher of School 3 had worked at School 4 and
although the school’s multicultural catchment had not consciously attracted him,
‘…when I was there I fell in love with it because of its’ make-up, because of the
energy that that complexity brings and it is a really complicated School…’ On the
other hand, far from being associated as ‘recreant’ (Head teacher, School 2) teaching
was very much viewed as a noble profession with those working within taking a
positive view. Unlike most other professions there was scope for true innovation,

I like teaching because I think teachers, well anyone who works with children
really not just  teachers,  has a remote sense of wanting to do things better for
young people and you are not bogged down with the routes of the past
failures, so if you want a fresh start then it’s, ‘let’s just do it differently, let’s
just do it like this’ (Head teacher School 3).

With this level of responsibility however it was easy to get it wrong. Taking on
School 4 from a head teacher who ‘ran it as a pastoral institution that cared for young
people’, meant there were great shortfalls in the quality of teaching and learning and
curriculum. The issue was the need to bring more order to managing chaotic
situations,

…some of that care was really woolly and it didn’t have any impact, it just
ameliorated some bad things in a child’s life, it didn’t do anything positive for
them and it was still too chaotic’.

From this perspective School 4 ‘was a really good place to be head, because you had a
fairly risk free environment’ and from a career perspective, ‘there was no risk because
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no one expected you to succeed, so no one had any expectations on you’. Creating
high expectations within school was what the head teachers of both Schools 2 and 3
had worked hard to achieve. For them emphasis on academic achievement would give
pupils’ choices. A head teacher speaking at the African-Caribbean education
workshops felt that it was a ‘cop out’ to get rid of testing. ‘For me testing, you should
do it all the time. I kept five of them behind until ten to four because (mimicking self
in teacher role) ‘I gave you an hour to do it and it’s not done’. What he was trying to
do was instil discipline which would create self-worth and motivation.
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CHAPTER 4

EVERYDAY LIFE IN AND OUTSIDE THE SCHOOL

Introduction
This chapter gives a picture of the daily life, main personal relationships, customs of
socialising and activities of ethnic minority students. Underlying this discussion is a
mapping of the structuring of relationships of Pakistani and African-Caribbean
students. The major aim of this chapter is to show how relationships are structured by
pupils’ gender, social background, and ethnicity. The chapter is structured in four
main sections and a conclusion. The first section deals with each school’s treatment of
ethnic diversity. The second highlights social groupings identified by students which
moves into a discussion of social location of self in space and history. This connects
closely with chapter 1.  From this discussion moved onto post code gangs which links
back to chapter 1’s discussion. Post code gangs linked to ethnicity and provided a
source of tension between social groupings in school. Finally the chapter ends with a
brief conclusion highlighting the key points.

Schools’ treatment of diversity

At surface level diversity was appreciated and positively valued in all three schools.
One of School 3’s aims was, ‘To help students to understand the interdependence of
individuals, groups, nations and the local environment, and to both comprehend and
celebrate the multi-cultural nature of NorthCity society’. This did not appear to be a
superficial recognition of diversity, but one which played out on a daily basis. Over
the years there had been enrichment activities aimed specifically at BME pupils, but a
failure to focus explicitly on white pupils which can be read in two ways. First is the
notion of a white ‘cultureless’ identity where white is mot viewed as an ethnicity.
Secondly an explict focus on BME groups and an absence of focus on white pupils
again serves to create a binary of ‘insiders’ and ‘outsiders’. Extracts from staff news
bulletins show an array of activities marking the significance of black ethnic identities
and cultures of pupils,

A reminder that October is black history month. Please help us celebrate this
in school by incorporating it into classroom work and activities and displays
around school.

Black History Month: As part of our celebrations, Mrs Wright will be doing
African-Caribbean cookery with a Year 11 catering group all morning on
Thurday 12th October. This will be followed by a buffet lunch for selected
guests.

… there is a film crew in school filming for the Somali project, they are in
school all afternoon and there are 15 students involved…

Refugee Week …as a school we will be doing our bit to enhance awareness of
refugee and asylum seeker issues in the school and locality in which we all
live… We have asylum seekers and refugees in school, some of whom have
survived terrible disruption and suffering in their lives and show huge
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resilience and courage in rebuilding their lives here and a great determination
to make the most of their education and succeed in the face of great odds. At
PHS we are proud to support and assist all students in becoming great citizens.

As well as activities within school, collaborative networks had been built which
extended this beyond school provision. For instance pupils at all three schools had
participated in Brunsmere Celebration of Success event- an event which exclusively
catered for BME pupils living in Brunsmere. There were area based programmes of
activities arranged highlighting the cultures of particular ethnic groups. For instance,

Workshop Programme: Young People
A short programme of creative workshops targeting young Yemenis at risk of
exclusion. Programme includes visit to exhibition, workshops in Yemeni
community centres and display/presentation at End of Project Celebration.
Yemeni/Arabic artists will be employed wherever possible.

Workshop Programme: Families
A short programme of creative workshops and taster sessions engaging
Yemeni families in inter-generational explorations of cultural identity through
e.g. personal histories and craft activities. Programme includes visits to
exhibition, workshops in Yemeni community centres and display/presentation
at End of Project Celebration. Yemeni/Arabic artists will be employed
wherever possible.

Yemeni Cultural Day
A special half term holiday event celebrating all aspects of Yemeni culture.
Immerse yourself in an afternoon of live music, authentic food, arts and crafts
activities, stories and a family tour of the exhibition Coal, Frankincense and
Myrrh. Free.

Seminar/Symposium
Discussion and debate on Yemeni culture within the context of trans-global
diaspora. Speakers with academic interest in Yemen.

End of Project Celebration/Programme Review
Displays, presentations, achievement awards. An opportunity for participants
to share their achievements through the project and look to sustaining and
increasing involvement with Yemeni community organisations and SGMT
exhibitions and programmes.

African-Caribbean boys tended to show strong opposition to the creation of ethnic
boundaries through schemes aimed specifically at them. African-Caribbean boys at
School 2 felt such interventions demonised them specifically,

Well it’s like they are targeted you because…

You’re Black.

Yes you think you are going to achieve something but then they come along
and say, ‘we think you need help’ and it puts you down.  Yes it puts you down
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and you are like, ‘so I am not doing that well’, and you think you are doing
really well and you know you are going to do well and then they just go and
put you down (Focus group discussion)

One boy stated, ‘I feel abused’ by such projects. His emphasis was not on activities
taking part within school but outside intervention projects brought into school. One
mentoring scheme was referenced in particular. Its aim was to promote the inclusion of
African and African-Caribbean young people who had already become disengaged, or
those at risk of disaffection or disengagement,

It is outside people, you know like (names project), it is a thing that helps you
but we don’t need no help, we are capable ourselves, but it puts us down
anyway.  It makes us think that we are dumb.

Intervention schemes which aimed to promote inclusion paradoxically were viewed
by some as doing the exact opposite. They were stigmatising. When asked what
should happen instead a African-Caribbean boy answered,

Just like treat everyone equal. Don’t just say ‘oh because you’re Black or
because you are different coloured we don’t think you are doing as well’. Just
treat everyone like you would normally.

Opinion of the utility of such schemes was however mixed. While African-Caribbean
boys did not like them, African-Caribbean girls did and felt they benefitted them on a
personal level. This was the opinion of girls who were hard working high attainers as
well as those who did not. Perhaps it was because such a project was based around
interpersonal skills (traditionally associated with ‘feminine’ qualities) which begs the
question of what would work effectively for boys.

Teachers expressed different views on the value of activities being aimed at specific
ethnic groups. In a conversation with one white female teacher she reflected that she
felt BME pupils at the school had more advantages than their white counterparts. She
connected this with recruitment practices employed by Northcity Council which as an
equal opportunities employer promoted ethnic minority applicants above any one else
as they were under represented in certain areas of work41. ‘If it said white people only
there’d be uproar’. This teacher felt that the senior leadership team were often blind to
the real problems. This may have steemed from her own allegiances as she herself had
grown up on the Tannery Rise estate and had attended the school in the 1980s when it
was very much a white working class school. She therefore had a unique vantage
point on watching its change to a BME school.

The absence of activities aimed specifically at white pupils can be viewed in two
ways. On one hand it could be viewed as this teacher saw, as a mode of positive
discrimination which privileged BME pupils over white pupils. On the other, it could
paradoxically be seen as serving to reinforce white privilege. The ‘multicultural’

41 See section 38(1)(b) of the Race Relations Act 1976 and Section 49A(1C/E) of the Disability
Discrimination Act 2005)
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practices the school had employed to meet the needs of its diverse pupil population
were the opposite of ‘colour blindness’ or ‘bleaching’ pupils’ cultural heritage but
paradoxically served the same end.

While there was an abundance of activities aimed at specific ethnic groups, there was
a limited amount done to promote social cohesion between different ethnic groups
which was a pressing issue in School 3 and had been for a long time. Pupils continued
to separate themselves into ethnic groups and the physical divide between white
pupils living in Tannery Rise and ethnic minority pupils in Brunsmere played out on a
daily basis within school as an ethnic divide although the divide was not as stark as it
had been a few years ago. There had been some significant changes in social
groupings with the entry of Eastern European children. Ms. White for instance said
that now all kids ganged up against Slovak kids.

Overall then the effect of intervention work does not always fit its intended purpose.
Pupils respond very differently to ethnically targeted intervention schemes.

Social groupings

Like so many other studies of teenagers in school, social groupings and peer networks
were easily identified and made visible through discussion of cliques. Particular
groups hung around in particular areas of the school. Summed up by one pupil,
“Everyone is trying to fit in to different groups so they are not left out. (…) It is all to
do with looks and stuff like”. These cliques were widely referred to by the names used
among teenagers at national level, “We have goths and stuff and then you have got
chavs and then you have got people that think they are hard and people that we
actually know are hard really…”Another pupil said much of the same, “we all just
hang about with each other.  Everyone goes in to different groups to be honest
though”. Pupils openly discussed social groupings in each school. Dress styles and
music tastes were sites of ‘coolness’ which characterised pupils’ discussions of social
groupings. Pupils reported socialising with pupils from a range of different ethnic
backgrounds so on the surface ethnicity did not appear on the face of it to be a
significant issue in pupils’ everyday social experience,

Everyone is just like mixed, like sometimes you will see White people
together, sometimes you will see Black people, Pakistani people, White people
and sometimes you will just be with emos and everyone just mixes really
(African-Caribbean girl, School 2).

On the whole School 2 was experienced by most as a friendly cohesive place where
all pupils “just like hang about with everyone and anyone”. This sense of fluidity did
not flow across all social factions however. Emos footnote and chavs were universally
disliked. Discussion of these groups featured across all three schools and often
provoked strong reaction, ‘We have like Goths, Emos and Chavs and stuff like that.
(…) I am just  going to be truthful,  I  hate them’. (African-Caribbean boy, School 2).
This was a pattern which emerged through all schools but to varying effect.
Discussion in all three schools tended to focus on these two main social groupings to
which this chapter examines.
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Emos and Goths invoked a particular type of white ethnicity which sat uncomfortably
with pupils. The terms emo and goth were used interchangeably to distinguish a group
which were situated on the periphery of the everyday world of school, ‘Goths stick
together, they just get to the point where they just don’t…they just do their own
thing’. In understanding why emos were a peripheral group four main dimensions of
this identity emerged. First was the salience of ethnicity, ‘it’s mostly White people’.
Identities were marked by particular clothing choices, ‘They just wear dark clothes,
grow their hair right long and everything they wear is Black’. Pupils also displayed
also blurred identities, ‘there are some people where they are kind of goths because
they like listening to the rock music and that, but they don’t dress themselves like
goths, I don’t know they just like listening to rock music and all that’. The boundaries
which demarcated social identity could be fluid and could be experimented with, a
point which is returned to in chapter 5’s discussion. However it was pupils which fell
fully into emo identity that provoked discussion. Emo tastes were marked differently
with preference to listening to heavy rock metal rather than the mainstream’s
preference  for  R  ‘n’  B  music.  It  was  the  specific  ideology  underlying  emo/  goth
identity which caused offence,

There is this guy, I am not too sure what his name is but he always talks about
how his life is crap and that he wants to die.  It is really depressing being
around him.  You say ‘shut up there is nothing wrong with your life, you
should be happy’.

The  study  did  not  gain  interview  any  emos,  but  it  would  have  been  interesting  to
consider  whether  this  identity  was  a  reaction  to  class  consciousness  and  a  means  of
disassociating themselves from the lazy image of the white lower class which was
discussed in chapter 3. Emos were at the polar opposite of chavs, which was another
branch of ‘white’ identity embodied by pupils at Schools 2 and 3 in particular. Chavs
were the lower class white identity. At School 2, a focus group discussion unpicked
the ’style’ and ethos of this specific version of whiteness and much of this focus was
on chavs’ supposed misguided self perception of their ‘hardness’,

Chavs think they are hard and they listen to music daily, like every two
minutes.

Yeah they just walk around thinking that they are hard but when it comes to
fighting they are pussies then, they can’t hack it (Focus group discussion,
African-Caribbean boys).

Hardness was a term widely used to delineate prestige to physical strength. On
corridors at Schools 2 and 3, chavs would talk of ‘banging people out’. Pupils’
descriptions fit Tyler’s (2008, p. 17) interpretation of ‘disgust reactions’ received by
‘the grotesque and comic figure of the chav’. The association of whiteness with
weakness arose on a number of occasions. When asked how they give the impression
of looking hard, pupil responses showed that they considered them wannabes. In these
discussions pupils mimicked how chavs walked,

…they walk with a limp like they are something else.

They walk like they have got a disabled leg but they really haven’t.
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they walk around like that (enacting broken leg walk) (African-Caribbean and
Pakistani focus group discussion, School 2)

Discussion also focused on their clothing choices. ‘They have their trousers down to
their ankles (…).  They have their hood up and they listen to music’ and ‘They look
like drag queens basically. Chavs, they try to look nice but they really can’t’. Chavs
wore too much jewellery ‘they wear all that fake gold from Argos or somewhere like
that’ and were associated with wearing certain clothing brands which were often
sportswear,

‘They wear trackies and stuff.

Yeah like Umbro, Addidas tracksuits, Nike trainers.  And Chavs boys always
tuck…why would they tuck nice jeans in to socks?  You look at their jeans,
like nice G-Star jeans and they tuck them in to their Primark socks’ (African-
Caribbean and Pakistani focus group discussion, School 2)
.

In lessons they were viewed as been the likeliest group in school to get into trouble.

They show-off.

Yeah they show-off and mouth off to teachers.  And basically they want to be
the centre of attention.

Yeah all the time.

Yeah they are always getting in to trouble and they get sent out.

They just mess about.

They don’t do work.

They swear at teachers all that time.  They think they are something that they
are not (African-Caribbean (African-Caribbean and Pakistani focus group
discussion, School).

Although ethnicity was not used as a defining characteristic of these groupings in
pupils’ talk, visibly this was the case. Emos, goths and chavs were white.  At School
1, Pakistani boys talked about another group of white students, ‘moshers’. A mosher
was defined by one boy as ‘one who dresses up like a tramp’. Moshers were for the
most part at the polar opposite of chavs. The most crucial difference was that of social
class. Moshers were middle class. Moshers lay claim to individuality and wore clothes
which reflected that so t shirts bought in second hand shops, customised jeans and
canvas checkered vans trainers. A lot of this ‘uniform’ drew on style references from
the past. However, repeating what was said in chapter 1, despite their claims for
individuality, as Lawler (2005, p.429) states this was ‘only achieved through an
incorporation of collective, classed understandings’.
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Gangsters and pimps were African-Caribbean. Like the ‘lads’ and ‘ear’oles’ of Willis’
(1977) study, these groupings were often pitched against each other. There was then a
strong sense of social hierarchy and ranking in all school worlds.

Teachers bully people.  Moshers get bullied by gangsters.

SS
By gangsters?

By gangsters [laughs].  They bully moshers (Pakistani boys, Focis group
discussion, School 1).

Part of the reason behind the bullying seemed to stem from Moshers’ almost
metrosexual identity, a style which was deemed incomprehensible. Significantly
Pakistanis seemed invisible in terms of social marking. They did not identify
themselves with any particular group and likewise African-Caribbean pupils never
marked themselves out through a group name.

Overall all pupils were comfortable about discussing social groups without explicit
emphasis on ethnicity. White identity is not viewed as cultureless by ethnic minority
pupils. Rather emos and chavs marked out a particular mode of identity which sat
very uncomfortably with some African-Caribbean and Pakistani pupils.

Social location of self in space and history

Pupils saw their neighbourhoods as an important context and unpacking respondents’
perceptions and experiences of where the boundaries around particular places lie
emerged as an important identity activity. Neighbourhoods are made up of people and
communities in places and there is great stability and cohesion in familiar settings.
White middle class pupils at School 1 living in the affluent middle class west of the
city showed strong awareness of ‘dangerous’ neighbourhoods in Northcity. This did
not greatly impact on their use of the cityscape though as these areas were fairly
remote from where they lived and where their school was located.  This was not the
same for students who lived in these areas. For instance at the risk of missing their
afternoon lesson a group of Somali sixth form girls at School 1 travelled the 4 miles
from School 1 to Brunsmere by bus to get lunch. They enjoyed the social aspect and
potential excitement the area offered. However in other communities danger spots lay
precisely where schools were located, At School 3, Pakistani respondents felt
uncomfortable being in Tannery Rise after school hours because this meant waiting at
the bus stop which brought about the threat of physical and verbal abuse from the
white community. This shaped their decisions about whether to stay for after school
clubs. While Brunsmere represented a dangerous area among ‘outsiders’ some white
middle class residents only saw certain streets as dangerous. Like the specific faction
of white middle class parents of Reay’s (2008) study that chose to send their children
to inner city schools, these parents had strong moral and ethical foundations for living
in Brunsmere.  They viewed the ethnic diversity of their neighbourhood as strong and
vibrant. There was however a psychic cost. Discussions with one middle class white
parent highlighted his feelings of disappointment that one of Northcity’s universities,
the Northern Institute would not accept his home as private sector accommodation for
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students on the grounds that Brunsmere was a ‘risky neighbourhood’. How
respondents felt about their area depended on knowledge, experiences and
acquaintances. At different stages, the meaning of places seemed to change
considerably. For instance, Shauna an 11 year old girl attending School 2 (primary
phase) enjoyed the freedom to explore her neighbourhood (surrounding School 2)
through streets and open spaces whereas her mother saw this as being unsafe,
dangerous and unpredictable.

Another analytical strand of identity and place lay with belonging and memory
through public sites. This gave an interesting angle on how ethnic identities mesh and
intersect with location of place and a sense of belonging. The material culture of
Northcity’s industrial past seemed to resonate with Pakistani respondents as
interviews and conversations often highlighted their family’s individual, and also the
collective input that the Pakistani community had in Northcity’s past. For one high
achieving Pakistani girl her connection to Northcity was deeply rooted in narratives of
her grandfather’s working life in heavy industry. When shopping in the shopping
centre in the east of the city, her presence in Northcity today was materialized through
a statue which for her reanimated her grandfather’s past life and created for her a
sense of meaning,

It’s like my granddad came and he was a (name of industry) worker in
NorthCity Works.  And you know in (the local shopping centre) where they
have the statues of the iron men and we walk passed there and my aunty goes,
‘that’s  your  granddad  there’,  and  the  reason  why  she  said  that  is  because
people that came from hot countries and middle eastern countries, like India,
Pakistan and Bangladesh, they could stand in heat like that so that is why most
of them jobs were given to Asian people. (...) Yes most of them jobs were for
Asian people because Asian people could stand that heat of working in an area
of humidity like that, so that is why.

A statue memoralising workers from Northcity’s industrial past contextualises this
girl’s self as an ethnicity and her presence in England. The forms that connect pupils
to neighbourhoods, to cities, to England then may seem trivial at surface level but the
underlying threads of meaning are significant. Here we see how her aunt instigates
this dialogue with a seemingly innocuous object. The family plays an important role
in preserving a sense of rooted connection and ‘cultural imagination’. Connecting
with chapter 1, this section has shown the significance of neighbourhood location as a
key marker in how pupil’s understand their identity. Following on from this, the next
section looks at postcode gangs.

Post code gangs

In the UK every address has a post code which is a series of numbers and letters used
to sort mail. In the some areas of Northcity, gangs are associated with certain
neighbourhoods and these rivalries played out in school. The physical divide between
Tannery Rise and Brunsmere at School 3 for instance was very much entrenched
further in school through the existence of ‘postcode gangs’. An important part of
identity for both African-Caribbean and Pakistani pupils and particularly for boys was
bound up with allegiance to area and the physical and symbolic territorial boundaries
this encompassed, ‘It’s basically if you live in Northcity4 you are with Northcity4, if
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you live in Northcity3 you are with Northcity3’. It was physically evident in graffiti
around the schools which as an act prompted competition, “there is ‘Northcity4’ and
‘Northcity5’ written all over, then someone writes across ‘Northcity3’, then some
people put threats up, then someone crosses that off and puts ‘Northcity4’.  It’s all
over’. Outside school pupils would also wear coloured bandannas to symbolise their
allegiance. This was not permitted in school and was more of an issue in Schools 2
and 3. At School 1, pupils living in the west of the city were not involved in it. The
issue of postcode gangs frequently emerged in discussions with both boys and girls.
Gangs were based on location and ‘territory’ but also very much on social allegiances
which made pupils be careful about whom they associated with,

Because from when you have been seen with Northcity3 members you are
Northcity3, so therefore you have been dragged in to the Northcity3-
Northcity4 war.  They are the main two; they are the main two at the minute;
Northcity3 and Northcity4.  But now it’s getting to Northcity3 and Northcity5.
(African-Caribbean girl, School 3).

A African-Caribbean girl explained what would happen if she walked into rival gang
territory,

So if I walked into Northcity3 with a green bandanna on, OI would probably
get knocked out for wearing a green bandanna in a black bandanna area. And
if a black bandanna came into a green bandanna area the black bandanna
would get banged for wearing a black bandanna in a green bandanna area and
same with all of them. (African-Caribbean girl, School 3)

Trying to ascertain whether post code gangs were linked to ethnicity got mixed
responses. For some it was associated with ethnic minorities only. It was something
existing between Pakistanis, Somalis and Yeminis. White pupils were often viewed
by African-Caribbeans in particular as posing empty threats,  ‘I  don’t  think there are
any white people involved  (there are people in Tannery Rise) that  joke about it  but
they won’t actually (go ahead and fight)’ (African-Caribbean boy, School 2). White
pupils at School 3 did however align themselves to the Northcity3 gang and much of
this was bound up with ideas of ’hard’ masculinity. The seriousness of the
implications of this can however not be underestimated. A Pakistani boy, reflected in
depth about a boy he had been close to in the early years of secondary school who had
chosen  a  different  path  to  him.  This  boy  was  the  oldest  in  his  family  with  a  cousin
whom he looked up to who he described as ’kind of a geek’ and who influenced him
to go down the academic path. The other boy’s life had gone down a different route.
He regularly smoked cannabis. Discussion stemmed from his reflections on the issue
of gangs,

Yes now with the postcode thing people are fighting more.  That guy (...) who
got shot I  knew him and he basically forgot about his school work (…).  He
got shot outside the barbers.  If you walk past the barbers now when the
shutters are down you can see the bullet holes.

Pupils tended to speak in a very matter-of-fact  way about the issue of gangs as if  it
was  an  ‘everyday’  part  of  their  social  worlds,  ‘My friend  got  jumped the  other  day
and he had his throat cut’ (African-Caribbean girl, School 3). Pupils involvement in
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post code gangs cut across disaffected and conformist identities within school.
Schools were sensitive to the issues surrounding post code gangs and some had taken
a clear stance of zero tolerance,

One of my friends got in to a fight with this other guy because he lived in S4
and he lived in Tannery Rise so they just started to fight and the head teacher
told them both, ‘if anything like this happens again you are both going to get
kicked out’.  Because they both do really well in school and yet they still fight.

Seeing what happened had made pupils scared, ‘I feel like I can’t even walk down the
road me anymore, it’s just ridiculous’ (African-Caribbean girl, School 3).

…most of my friends they don’t want to go down that path, they want to do
well, they have got big ideas for their lives.  So when you think about that and
you think about how stupid it is and how you can lose your life (Pakistani boy,
School 2).

It served as a stark reminder of what a Pakistani mother said in chapter 3 ‘If you have
not got your mind over matter you can get pulled in to things but it is your choice (…)
you go the right way or the wrong way’. The idea of a fork in the road was very much
the case. However the shooting retaliation remained as a serious possibility,

Yes but in some ways like I know that his cousins are wanting to get revenge
(rest of answer inaudible). (...) I am not scared because I know that I have got
friends  who  live  in  the  inner-city  or  are  in  the  gang  but  I  don’t  fight  for
anything.   So  I  am  not  scared  because  I  am  guy  that  lives  ??  don’t  know
anyone.

Students talked about ‘shanking’ people, which means stab.  Weapons seemed to be
widespread. An African father said that his 10 year old son had been caught taking a
kife to school for his ‘protection’. One student said, ‘There is not many lads in
Northcity3 that don’t walk around with weapons’ (African-Caribbean girl, School 3).

In a south west school, a discussion with Pakistani twins revealed much of the same.
When asked about racism, they spoke about peers bringing knives and machetes to
school. African-Caribbean pupils were often viewed as the instigators. For instance,

There’s this guy, he is mixed race and his mum came in to school because he
was  fighting  this  Arabic  guy  and  he  was  going  to  stab  this  Arabic  guy.  (…)
Someone found out that he was going to stab him and this Arabic guy told the
teacher  and  then  his  mum came in,  the  mixed  race  guy’s  mum came in,  and
started swearing saying ‘Pakistani’ and all that.  She got charged by the police
because the police were there, she was about to hit them (Pakistani boys,
School 6).

Again much of the discussions emphasised the high status masculinities discussed
earlier,

… my cousin was walking and they said ‘oi I will flipping stab you’, and my
cousin said, ‘come on then stab me, I don’t give a shit’.  My cousin knocked
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all of them out, one punch and knocked all of them out.  Then one guy when
he was on the floor, my cousin was punching him and he stabbed him and was
about to die, blood was coming out of him.

This was recognised among girls,

‘I am a bad boy from Northcity3’ ‘I am a bad boy from Northcity5’ or ‘if you
are a bad boy come in to Northcity3’ or ‘If you are a bad boy come
Northcity5’ or ‘I’ll come to Northcity3 and I will bring all the boys’ ‘well I’ll
come to Northcity5 and I’ll bring all my boys’ ‘Oh we will bring a knives’
‘well we’re going to bring a gun’ well one of you is going to end up dead
anyway so why don’t you just bleeding fight like normal people with your
fists?

High status masculinity seemed to serve as a legitimate pathway into adulthood.
Although risky it was a powerful way to assert identity and gain respect from peers.
Girls did not seem to be involved to the same extent but their gender did not render
them safe, ‘these little kids were on the park.  They made her kneel down and shot her
in the back of her head’ (African-Caribbean girl. While some girls did get involved it
was framed differently. Rather than ‘shanking, ‘girls are like, ‘oh if I see that girl
from that other crowd I’m going to bang her’’ (African-Caribbean girl, School 3).

Student Voice

While the earlier sections examined social groupings this section considers
differences in acceptance reflected in which styles pupils emulated. School 1 has a
reputation for giving student voice a high priority and much the same as Schools 2
and 3 instigated democratic processes which aimed to get young people to understand
that they have a sense of the possibility of change and their roles as independent
agents in instigating their fortunes.There was no school uniform and pupils dressed
independently, which is in opposition to most other secondary schools in the city.
Since there is no uniform, pupils were fairly free to express their identity through
dress. Looking at pupil traffic on the corridors, pupils do mark social difference
through dress and physical appearance. White middle class pupils tended to have a
style which is quite independent or bohemian. Boys wore their hair longer and carried
Gola bags. But there was some evidence of ‘tramlines’.

Their ethnic minority working class ‘gangsta’ counterparts have tramline hairstyles
and wear plenty of sportswear brands such as MacKenzie, Helly Hanson, ‘G’ Star
jeans, and hoodies. White working class ‘chavs’ wear Fred Perry and Lacoste whereas
the white middle class ‘rich kids’ wear Ralph Lauren and D & G. Middle class white
girls wear backcombed ‘scruffy’ hair, chipped nail polish whereas inner city white
girls wear their hair straightened and large hooped ‘bling’ earrings. Both take
inspiration from celebrity culture but in different ways. The middle class white girls
wear oversized bags on the crook of their arm in a slightly precocious manner and
over the knee boots. African-Caribbean girls wear cropped leather jackets. Both wear
Topshop and Primark but clothes are ambiguous and can shift in their meanings as
Fox (2004:283-4) states in her commentary of middle class and working class
teenagers,
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They may both have a short denim jacket from Topshop, but Tracey will wear
hers with tight,  slightly shiny, black lycra/  nylon trousers and clumpy, black,
high heeled, platform shoes, while Saskia’s identical jacket will be work with
a pair of cords, boots and a big soft scarf wrapped several times round her
neck.

Jamie may have his hair cut very short and often gelled into spikes, but Kevin
will go one step further and have his shaved off almost entirely, leaving just a
few millimetres of fuzz. (Fox, 2004: 282)

How each item of clothing or how hair is worn does not change the materiality of the
product, but its social characteristic. Taste cultures also differ according to social
groupings. Chavs are into Grime music, a genre of urban music including artists such
as Dizzee Rascal and Lady Sovereign. Rich kids on the other hand, are into rock
music preferring bands like Coldplay.

What was an interesting point was examples of pupils who attempted to cross these
designated social (and ethnic) markers (aka boundary crossing). At School 1 there
was limited evidence of white middle class boys incorporating hip hop style. They
had patterns or ‘borders’ etched into their hair. This was done specifically at an Afro
hair salon on Station Road. Their efforts were it seemed successful. However at
School 2 such displays were mocked among Caribbean boys. For instance in a
conversation with a Pakistani boy and an African-Caribbean boy attending School 1,
they discussed white pupils who try and act  black. White pupils who tried to emulate
these styles were pejoratively branded ‘wiggers’. They were white so wearing that
style was deemed inauthentic. This perhaps signals the structural constraints imposed.
Middle class white boys at School 1 seemed to have more freedom to cross racial
boundaries.

There was no evidence of white pupils emulating Asian styles however. This may be
because the influence of American rap culture was so strong. Nonetheless when
comparing  this  with  the  findings  of  the  Survey  Report  there  may  be  some
significance. The Survey showed that whites and Caribbean pupils seemed to get on,
whereas Pakistanis remained more on the periphery. Pakistanis at School 1 trying to
fit into a more alternative identity similarly are looked at like deviants,

There is one boy in our class and he is Asian like me and his hair was really
short when he first came, he was new to the school, but now his hair is really
big and everyone is like, ‘you have got to cut your hair, it doesn’t look nice’,
and he is like, ‘well I am trimming it everyday’ but it doesn’t look any
different.  (...)  it’s  just  like  a  big  flop  on  the  top  of  his  head  (Pakistani  girl,
School 1).

In  reality,  ethnicity  as  a  social  identity  is  ascribed  by  social  norms.  Deviation  from
those norms resulted in different reactions which seemed to depend on class status.
Taking on different ethnic markers marks pupils’ identities as subversive and pupils
did not know how to ’interpret’ them. With the white middle class boys at School 1,
they dressed in gangsta styles that were tweaked but did not attempt to ‘act hard’.
Among the Caribbean community, white working class attempts to emulate Black
styles and hard behaviours resulted in pupils being viewed as an object of mockery.
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These styles strongly relate to ethnicity yet pupils, and white middle class pupils in
particular, felt extremely uncomfortable discussing ethnicity. White middle class
pupils stated not to perceive or articulate ethnic difference at all and in fact took
extreme offence to the mentioning of ethnicity as a marker of identity. Likewise Black
Caribbean middle class parents also did not see ethnicity as a problem. At a Raising
Boys’ Achievement event, one educational professional speaking as a mother said that
she felt ethnicity was often ‘just used as an excuse’. She went on to say she had
progressed successfully through the British education system and had done OK It did
become apparent that the term ‘ethnic’ meant being black. Pupils would state ethnic
meant ‘anyone not Caucasian’. Ethnicity was therefore not a social marker like gender
where everyone belonged to a category but rather was a status delegated to the Other
which stood in opposition to white middle class ‘culturelessness’. Analysis therefore
had to take place through the above tribal categories pupils assigned each other.

The head teacher at School 2 commented that ethnicity was more of a ‘hot potato’ at
School 1. This gives an insight into the everyday tangles of the social reality of the
school and also perhaps uncovers the potential of education to tackle the issue of
ethnicity explicitly. School 1 places great value on celebrating cultural difference and
while officially the school would say it is a socially cohesive place, anyone who has
spent prolonged time there would recognise divisions were plainly evident among
social class and ethnic lines. This came about through the increase in catchment areas
over years. One white middle class man who had attended School 1 between 1992-
1999 reflected that the increased BME population ‘had a noted effect on the school I
started at and the one that I left’. He saw polarisation between ethnic groups
stemming less from any form of racism and more from the fact friendship groups
were formed mainly at primary school.

Gender and intimate relations in school subcultures

There was a tendency for exaggerated displays of masculinity among African-
Caribbean boys which leads us into a discussion of social gender identities. For
instance in a focus group discussion of social groupings at School 2 one boy said ‘I
am a pimp’ which he defined as ‘You are just chilling and cool (…). (You) have a lot
of girls on your side; make them buy you a milk shake. Having a lot of admirers
seemed to validate his identity as an attractive male and thus enhance self esteem. In a
similar way as the white chavs of Nayak’s (2006, p.813) study, African-Caribbean
boys too ‘accrue a body capital that has a currency and a local exchange value within
the circuits they inhabit’. This embodied capital however contributes to the production
of gender inequalities in the social world of school. The interviewer turned to the girls
who had been quiet during this exchange and jokingly asked, ‘Have you ever bought
them a milkshake girls?’  The girls smiled and said no, to which one boy replied with,
‘No  not  these,  these  are  dry  man’.  Boys  tended  to  cast  female  peers  in  roles  of
attractiveness. It was unclear if gendered expectations were confined to race location
but ‘dry’ meant geeky, frigid and undesirable. But boys (and girls) also called girls
‘slappers’ so basically girls could not win. The salience of intimate relationships on
individual identity cannot be underestimated given the case of Louise mentioned in
chapter 3 who was seeing a 23 year old.
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Conclusion
The chapter has highlighted aspects of how relationships are structured by pupils’
gender, social background, and ethnicity. Like many other studies, social groupings
identified by students tend to be branded by a tag and image rather than ethnicity.
However while students did not reference ethnicity in these discussions, ethnicity
featured as a key determinant of the types of groups. Neighbourhood and where pupils
live remains a significant factor in friendship choices which connects closely with
chapter 1.  Here discussion moved onto post code gangs, where these groups were
linked to ethnicity and provided a source of tension between social groupings in
school. There was also some evidence of a gender hierarchy in social relations.
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CHAPTER 5

EXPERIENCES OF BEING “OTHERED”; VIEWS ON “ETHNIC” DIFFERENCES

Introduction

Organised into three main sections this chapter is primarily about the lived
experiences of as an ethnic minority student in the UK. The chapter considers the
impacts on identity from a number of angles. Earlier chapters have briefly discussed
how visually on the corridors pupils tended to group according to ethnicity to varying
degrees in all three schools. The chapter opens by discussing the typical ethnic
stereotypes associated with African-Caribbean students. While plenty of other studies
have focused on racism as being something white people ‘do’ to black people, this
section looks specifically at interaction between African-Caribbeans and Pakistanis
within school. School curriculum and teachers is discussed next. This is viewed
through the critical lens of white middle classlessness. Following on from chapter 1,
this section draws out the distinctions between white middle class factions as it relates
to neighbourhood location. The next section describes views and explanations of
discrimination. The focus here is mostly on African-Caribbean adults who had a
wealth of lived experience behind them. They were able to articulate very clearly
some of the complexities of growing up as an ethnic minority person in Britain. The
chapter ends with a summary highlighting the main points.

Ethnic stereotyping

Pupils were confident and had very definite ideas in identifying stereotypes for
Pakistanis and African-Caribbeans. This is a point which featured in equal measure
across all three schools. Since stereotypes have social implications and can provide a
picture of how different groups are perceived, it is useful to consider how pupils
believe they are seen. These young people had learnt and were exposed to the fact that
people occupy different structural positions in society. For Pakistanis, their choices
were limited to working in the service industry,

Because you know when people look at you they just look at you and you can
prove them wrong basically because they are like ‘oh he is going to be
working in a take-away’ or ‘oh he is going to be a taxi-driver’ something like
that, so it is just proving them wrong and achieving what you can.

working in a take-away or being something like a taxi driver.

Or owning a shop on a corner. (Focus group interview, School 2)

Although there was resistance to this perceived range of career options with the desire
to ‘prove them wrong’, there is always the potential that they create internal barriers.

Pakistanis were also commonly linked with terrorism, ‘He’s a suicide bomber, he is
from Taliban’.  That goes for boys and girls’. (Pakistani girl, School 3). Being viewed
as having an identity that is at odds with British cultural norms meant that Pakistani
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pupils felt more prone to stigmatisation. This was a point which came about when
discussing future ambitions,

I  would  want  to  go  to  America  but  then  the  thought  of  all  the  bad  stuff  that
happens there - that really scares me….the racist type of things, history just
scares me to go there, thinking what could happen to you, what the police do
and all  that.  …like just  because you are Asian you are a crime.  I  just  find it
unfair and scary because if it happened to me then I do not know what I could
do and I wouldn’t have any family there to look after me and get me out and
stuff. (…) I knew before my history lessons that America was quite racist just
from general knowledge about terrorists and George Bush.  I just didn’t like
America, but I like New York and San Francisco and all that, they are
somewhere you want to go but then when you think about what could happen
you just don’t want to go (Pakistani girl, School 1).

Pakistani ethnic identity could thus constrain future life projections. Being Pakistani
with its linked associations of terrorism meant being labelled and set apart. While this
girl shared the ambition to travel with many other young people, her destination of
choice would not be an option because of the danger this could pose. Having a
reflexive stance on the choices available stemmed from education as she had been
learning about black civil rights in citizenship lessons. This shows how meaningful
education can be and with it, how self understandings are formed and boundaries
erected.

The stereotype for African-Caribbeans was viewed completely differently. Unjust
stereotyping of the African-Caribbean community arose frequently in discussions
with African-Caribbean pupils and with it a sense of outrage, ‘Black boys get
stereotyped ‘oh they are Black....’  Yes Black boys do stupid stuff, so do White boys,
so do Asian boys’ (African-Caribbean girl, School 3). Stereotypes for African-
Caribbean boys in particular were highly negative,

Either being drug dealers, criminals, being in jail or…

Not getting any GCSEs.

Yes that’s right or just not getting any GCSE’s.

Yes you just mess up your life. (School 2, focus group discussion)

The detrimental impact of these cannot be underestimated given the negative picture
of achievement by African-Caribbean boys demonstrated by national statistics. Often
the only portrayals young people are offered are of these types rather than the
educated, professional identity achieved through social mobility which the goal of
education attempts to endorse. Society’s expectations of African-Caribbean boys were
felt to be extremely low even to the point of being dangerous, ‘He sells drugs, he uses
knives and guns,  he is  not a very nice person, be scared of that  person, you will  get
your phoned robbed’ (African-Caribbean girl, School 3). Similarly at School 2 a focus
group discussion described much of the same,
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And yes if you are a Black person with a hood they straight away assume that
you are a criminal.

Yes a gangster and everything.

If you see a Black guy with a hood on then you are just going to walk the other
way aren’t you? (School 2, focus group discussion)

All these show awareness of behaviours which demarcate ethnic identity. Blackness is
symbolically threatening with its associations of drug culture, crime and therefore
danger, which means that African-Caribbeans should be avoided or shunned in public
spaces. Although there is a sense of empowerment which comes from being
conceived of as a dangerous entity, this also functions a form of disempowerment.
African-Caribbean girls considered the masculine stereotype in terms of actors in
potential romantic relationships. This too presents a negative image, ‘he is a woman
beater,  he is  a man slag,  he cheats on his girlfriends.   That is  the typical  Black guy’
(African-Caribbean girl, School 3).

African-Caribbean girls shared some of the same stereotypes, ‘She’s a bitch, she’s
right  hard,  she’ll  bang  you,  don’t  mess  with  her’.   Do  you  what  I  mean?   Do  you
know how many times that has happened to me? It’s unbelievable. (African-
Caribbean girl, School 3). This girls’ belief was drawn from everyday lived
experience and during the course of her interview, she cited a number of examples,

…these girls they were on the corner and I could hear them saying something
and I thought ‘oh I’ll leave it’, so then I had gone in the shop and I came back
out and I heard them saying something again.  And they were like ‘Hey here’
and I turned round and I was like, ‘have you got a problem?’ And then I
walked  off  and  one  of  them  was  like  ’oh  she’s  Black,  she’ll  bang  you,  shut
up’, do you know what I mean?

All modes of identity construction are placed outside the ‘norm and with this came
discrimination.  Pupils  drew  on  a  number  of  examples  of  unfair  treatment  but  these
stemmed from experiences in the wider world,

Do you know what does my head in about people these days and it is racism
(and the) Police.  It happened the other week, there was a group of White lads,
on  two  different  days  though,  there  was  a  group  of  White  lads  on  the  City
Gardens and the Police drove past,  they all  had the hoods up and everything
and the Police drove past.  There was a group of Black lads with their hoods
up, there were about twelve of them.  The Police stopped asked to search them
and brought twelve Police Officers.

Suspicion was directed at these boys because they were wearing ‘hoodies42’ but it was
perceived that preferential treatment was given to white boys, who were also wearing
hoods. The message that is received is clear. Black boys wearing hoods are more
likely to be trouble causers than their white counterparts. Complaints focused on the

42 A hoodie is a hooded sweatshirt. In Britain the hoodie has become emblematic of young people and
street culture with its associations of crime, aggression and drugs. David Cameron, now the Prime
Minister  led a ‘hug a hoodie’ campaign as leader of the Conservative party in 2006.
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excessive use of resources, ‘twelve police officers’. The assumption is made that
racism explains differential treatment between groups. This way of seeing the world is
constraining in the sense of holding people back from fulfilling their potential.

African-Caribbeans versus Pakistanis

Pupils  organised  themselves  by  ethnicity,  a  point  which  was  noticed  by  pupils  in
everyday life. In one African-Caribbean girl’s words,

What we have noticed today in fact, we was on about it today at the shops, I’m
not racist obviously but there was a group of White people, a group of Asian
people and then a group of Black people, it was right weird. (…) There was
me, my boyfriend and his brother and we are all Black, and Cara who is White
and then there was Harry, Dale and a few other people and then Lorrell who is
Black so we were like the mixed group and then there was a bunch of Black
people, a bunch of White people, a bunch of Asian people (School 3).

Despite being hyper aware of ethnic groupings within school, pupils displayed
ambivalence about why they occurred. Probing into why these groupings occurred
always received a uniform, “I don’t know”. However it became evident that the main
was not between white and black pupils, but rather between African-Caribbean and
Pakistani pupils who tended to be referred to as ‘Asians’. This was a thread which
was pulled out over observations of a number of interactions within the schools.
There were several instances of African-Caribbean pupils stated that they are ‘not
racist’. One girl said ‘I’m not racist obviously’ (my emphasis) as if drawing attention
to her African-Carribean ethnic positioning afforded greater legitimacy and justified
the remarks she was about to make about Pakistanis,

I don’t know because I have got loads of friends who are White. I don’t really
tend to get on with Asian people. (…)I don’t know they just think they are
better than everyone else. (...)They stay in groups.  One thing I hate them for is
that they stick together; if they do anything then they are together. Because I
think…, I’m not an Asian person so I wouldn’t know but Asian people see it
as ‘oh we need to stick together as a group’, not none of these code wars.
That’s what I think because Black people get the most stick for everything and
it’s true.  I’m not just saying it because I am Black myself, they really do, and
Black people do get stick for a lot of things.  So I think instead of all this war
going on between people everyone needs to come together, think about the
country (African-Caribbean girl).

These Asian people right, I watched it on the news the other day, our soldiers
came back from the thing and they were stood (shouting) ‘oh you are all
murderers’ but yet suicide bombers what’s that? That’s murdering; do you
know what I mean? They are fighting for our country.  I am not being funny, I
am not a racist  person, but if  they don’t  like us fighting for our country then
they need to go and fight for their country (African-Caribbean girl).

‘Our soldiers’ references this girl’s strong sense of British national identity and
patriotism. In this sense she feels she belongs to mainstream Britain which also fits
with the survey’s findings that African-Caribbean pupils felt as socially connected as
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white pupils. The notion of patriotism occupies a significant place in her emotional
world which continues in her discussion,

Yes, they come in to our country, I am not a racist person, but they come in to
our country and say ‘you need to not do this; you are not allowed to call your
Christmas lights ‘Christmas lights’ because we don’t believe in Christmas’.
Christmas is Christmas, Christmas lights are Christmas lights, do you know
what  I  mean?  We don’t  say  ‘oh  you’re  not  allowed to  celebrate  Eid  because
we don’t believe in Eid’, we would get bleeding right done by the Police
because we were bring racist but they are allowed to publically say that we are
not allowed to call our Christmas lights ‘Christmas lights’.

With immigration and the influx of different ethnic groupings into school, brings
about a sense of national traditions are under threat. Sometimes these divisions came
out seemingly playfully but they were always instigated by African-Caribbeans
against Pakistanis. In a focus group discussion about connections to other countries,
one African-Caribbean boy commented, ‘Yes Pakistan. They used to run round
playing football in bare feet’ [laughs] to which the Pakistani boy responded with, ‘Ha
ha no they didn’t’. Later on when asking a Pakistani boy why having more Pakistani
teachers would be a good thing, the same African-Caribbean boy responded with,
‘They have more fear of terrorists. [Laughs]’ to which the Pakistani boy responded
with., ‘I’ll slap you you Black shit’ [laughs] (Focus group, School 2) Although both
boys were laughing which suggests harmless fun, there was a deeper layer of
significance behind these exchanges. These were not examples of injecting humour
into social interaction. Neither did it seem to be a marker social intimacy. Rather these
were micro insults given by the African-Caribbean boy to the Pakistani boy and the
laughter from both boys served to reduce the potential tension. When the meaning of
these remarks was challenged the African-Caribbean boy stated, ‘No it is just a joke;
we are only messing about with each other’. However, this was a feeling in all three
schools which suggests a wider social division between the two groups than school
based issues. What was significant was that Pakistanis tended to ‘accept’ these
exchanges. Although there was evidence of actively challenging it through ‘I’ll slap
you you Black shit’, this was not a case of resistance within accommodation but
seemed to signal subservience.

Rivalry between different ethnic minority groups has not been uncommon in other
Northcity schools over the last fifteen years. The head teacher at School 3
remembered rivalry being between Somali and Pakistani pupils in his previous role at
School 4. Somalis arrived in the 1990s on Pakistani ‘turf’ which created conflict,

But School 4 in the late 90’s early 2000’s I remember kids really sort of being
in to packs and really big outlandish sort of jackets and we didn’t have a
uniform either which really sort of accentuated that and very much a power
thing going on between the Pakistani kids and the Somali kids (Headteacher,
School 3).

Although there was a population of white middle class children at the school they
were not involved. White identity in other locations was unstable and prone to attack.
At School 3 white boys complained of being called ‘white bastards’. Boys at School 1
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felt that they had tried to forge friendships with African-Caribbean boys through
shared music interests but their attempts were rebuffed.

A white middle class curriculum taught by white middle class teachers

On the whole the majority of Pakistani and African-Caribbean pupils participating in
the study did not feel school was responsive to the requirements of providing an
education which catered to everyone. One African-Caribbean boy emphasised in his
interview how he would like to know more about Rastafariansim, ‘everyone thinks
it’s about smoking weed when it’s about peace and love’ (School 2). Learning about
other cultures, particularly about pupil’s own cultural heritages was considered
significant because it potentially could combat pre existing stereotypes. As discussed
in chapter 4, although there were schemes in place which aimed to recognise and
promote diversity and increase community cohesion between different ethnic groups,
in practice they did not always work. Although there were posters around all three
schools highlighting the fact it was Black History Month, discussions with pupils
revealed that in practice it was not utilised effectively as a learning resources, ‘We
haven’t done anything on Black history; I’ve done nothing on other people’s history
either’ (African-Caribbean boy, School 3). Black History Month43 takes place every
October in Britain to specifically highlight African-Caribbean and African
achievements, icons and cultural history and experience. Although posters were put
around school to promote Black History month, there were not any learning activities
within lessons around it. This is perhaps unsurprising given the stringency in tackling
the GCSE curriculum. But it does go way to explain pupils’ lack of engagement as its
invisibility implies that Black history is not significant or does not really matter.
Engaging pupils is key as much of what was covered in lessons was boring,

When I used to go to RE and when I used to go to a History lesson in Year 9  because
they were compulsory, I had them for an hour and I used to get so bored and I used to
listen to music because I didn’t find them interesting. (African-Caribbean girl, School
2)

In places the academic curriculum excluded representation from ethnic minority
groups. At School 2 pupils complained that all they learned about in history was
World War 2 and about Hitler which they felt was white people’s history. Literature
covered in English was Shakespeare and although efforts had been made to include
more multicultural texts, they were still very much viewed as the traditional white
literary canon, ‘...it’s still from a White person point of view the choice of books’. In
part this is due to structural constraints. Teachers are guided by the curriculum and the
resources that the school has. In terms of resources, the English department at School
1 for instance is  reliant on tatty sets of books which it  has used for the past  decade.
Teachers too arrive into teaching from the experiences and understandings they have
formed.

In other schools, a more proactive approach has been taken to working with pupils in
a way not constrained by the curriculum. A head teacher who spoke at the Black
community education workshops day stated,

43 http://www.black-history-month.co.uk/

http://www.black-history-month.co.uk/
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With our Y7s they do a project called British National Identity which looks at
why the Pakistanis came over, Caribbean food. It was fantastic for me but
some staff hated it. He (a teacher) decided to do it differently and he spent six
weeks looking at slavery. ‘Imagine you’re a slave in a slave ship. Write a diary
entry for it’. He brought the army in. He was looking at national identity in a
totally different way. He thought that was what British identity was all about
(Fieldnotes).

Further approaches which could be undertaken are detailed in chapter 8. Pupils
considered the content of the curriculum a problem. Much of what was covered in
school was boring. Citizenship lessons in Schools 1 and 2 were considered a waste of
time. In part this was because it lacked the status of a ’proper’ GCSE subject. But it
was also because the content was mainly negative issues such as knife crime which
for pupils felt too ‘preachy’ (pupil comment).

Another point which was brought out was the unequal coverage of different faiths and
religions in Religious Education (RE),

When we do RE and we have Islam time it’s not so we only do Islam, we have
Christianity for five minutes and then you learn about Islam. ….but the
teachers do not have enough resources to teach us about Islam. (…) They
don’t have enough knowledge about it, so I think they should bring different
people in from different religions to explain it to us. (Pakistani pupil, School
3)

Although this was seen as stemming from teachers’ lack of expertese in the subject
the implication could be that unequal worth is projected.  A Pakistani boy mentioned
how he was seen as ’arrogant’ when he corrected his teacher about an incorrect fact
about Islam that had been written in the textbook. This interrupted the traditional
asymmetric power dynamics of teacher and pupil. But some pupils felt themselves
more knowledgeable about those matters. Perhaps would be useful to draw on their
knowledge as a resource rather than a hindrance.

In the past research has shown teachers to view language use as a symptom of
inadequacy but there was clear evidence of individual teachers being inventive in their
teaching. For instance at School 1 one class of Y10 students were working on
completing a draft of their assessed coursework on accent and dialect. The function of
the overall unit was to consider how language changes over time. They were given
two options and most had chosen to write a Catherine Tate ‘Lauren44’ sketch.  This
provided an entertaining choice for pupils who were thoroughly engaged with the
material. Unlike previous research which revealed how teachers held negative
stereotypes about pupils’ use of non-standard English, it seems that today’s teachers
are utilising the skills and knowledge of pupils within their classrooms. It was also
very useful in understanding how pupils understood different social groupings and the
social relations within School 1. For instance one Black African-Caribbean boy had
constructed a dialogue between two characters.

44 Lauren is the well known character of comedy show The Catherine Tate Show. She is an
argumentative teenage girl often viewed as accurately portraying the current generation of teenagers.
She is associated with using the catchphrase, “Am I bovvered?”
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1:Yo wassupman?
2: Yo what does ‘wassup man’ mean?
1: It means what is up blood
2: Oh ok so wassup, is that better?
1: Yeah way better dude.

Distinction here was made between a (white middle class) pupil living in the south
west of the city and a black African-Caribbean pupil living in the inner city. This
example shows reflexive awareness of pupils’ own statuses and role within the white
middle class majority population at School 1. Many African-Caribbean pupils, born in
England and never having been to Jamaica, draw on a vernacular which drew on Los
Angeles gangsta rap culture (‘wassup’, ‘blood45’, ‘dude’). This contrasted with the
distinctly white middle class Northcity vernacular used by the second pupil. In this
sense they are almost bilingual. This communication represents in part the complex
mixed identities that these pupils displayed. It seems to evidence an identity they are
perhaps often excluded from and have little in common with. Teachers’ outlooks were
often seen as homogenous and disconnected from pupils’ experiences outside their
lessons,

…White people just think they know it all, I am not saying everyone does, but
most of the teachers think they know what background you are from etc but
they don’t really (African-Caribbean boy, School 2).

Such examples within lessons are valuable as it provided a space for pupils to be the
‘expert’. In this way pupils were enabled to subvert the dominant white middle class/
subordinate ethnic working class group binary which was normalised in school. There
still remained some uncomfortable boundaries between teachers and the African-
Caribbean community mainly because of the gangsta image that was often embodied.
For instance at the education workshops in Brunsmere an African-Caribbean head
teacher reported how,

‘A timid middle class teacher and a boy was causing havoc. I said go round to
his home, she said ‘I can’t do that’, so I said ‘I’ll come with you’ so we drive
to the house and he’s outside with his mates on one of those little bikes. He
sees me and his teacher and he panics. From that her relationship with that boy
changed. Because going round to the house and speaking to mum showed she
cared. But it’s really funny how some teachers are scared of Black boys’

Social distinctions were acutely felt but were rarely expressed in ethnic terms.
Among the Pakistani community, pupils often initially reflected on social distinctions
in terms of social class status. As conversation progressed it became clear that
ethnicity was often entwined with wealth and status, ‘White people are friends with
posh people’. In an interview with troublesome twins they reflected on why their
parents had made them move from School 3 to School 7, which is a high performing
school much like School 1 in the south west of the city. White middle class status was
intrinsically linked to intelligence and high achievement in school. The twins who
were themselves disaffected from education believed that white middle classes were
better at education because ‘They are hardworking’. There was no sense of unfairness

45 The Bloods were a Californian street gang.
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in the system. Pupils seemed to believe that schools were meritocratic and operated
fairly so that they had equal chances to succeed. In underachieving fault lay with the
individual. This was a point which arose in the focus group discussions throughout the
schools.

In schools which had mixed social class intakes strong emphasis was given to
neighbourhood and with that an implicit sense of social ranking. Pakistani pupils had
very definite ideas about which areas were the best  in Northcity.  Areas in the south
west were ‘the best’ in Northcity, and ‘that is the area they (defined as the white
middle classes) come from’.  Brunsmere where these pupils lived was down market
and living there equated to being inferior, ‘how can you be posh if they live in
Brunsmere?’ Understanding residential segregation in this way shows keen awareness
of social class and ethnicity. The salience of social class was viewed as material
triumph but being posh (or white and middle class) did not translate into being
flamboyant with money. In fact, in comparison to the Pakistani boys’ everyday
spending power, posh white pupils were limited,

Yes posh people, they have lots of money.  They have lots of money but their
mums  don’t  give  them  any.  (…)  Yes  they  save  up  and  all  that.   Like  say  if
they go to school they have no packed lunch, no nothing and they won’t give
them any money, only sometimes. …so they can think about how much it is
going to cost.

The assumption was that white middle class families contributed less in financial
terms in order for their children to learn and understand the value of money. These
boys were each given £5 a day for their dinner money which they said was a lot more
than posh people got. Money is not what separates pupils since there was no ways by
which it provoked envy. However what is perhaps significant here is social class
location and the different type of upbringing that white middle class pupils were seen
as having. Money here can be used as a starting point for understanding a different
relationship with the world. Social class is deeply etched into culture and into psyches
and is implicated in the production of different types of social identities.

The head teacher of School 3 drew on his experience of working at School 4 which
had recently closed down to highlight the distinctions in the white middle class
factions of the south west, ‘The white students at School 4 were remnant of the white
middle class, so actually the white students were more like School 1 in nature’. By
this he meant that the parents of the white children attending School 4 were like
community activists. In his words, they were ‘like urban guerrillas’, actively having
taken the choice to put their children in a multicultural school which had suffered
white flight. Their actions in enrolling their children at a school which was viewed as
rapidly deteriorating, had a moral purpose in challenging ethnic apartheid,

…they had actively done that and wore it as a badge of honour and could be
relied  upon  to  be  governors,  to  be  in  parents  group,  to  chain  themselves  to
railings…and the only thing that I would say is that all the kids used to smoke
dope all the time and that was the only thing I ever rang them up about and it
was like, ‘well what is the big deal?’  Because I am sure it wasn’t a big deal
for them.  So it was more like having a little bit of School 1 or…I don’t know
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I  think  School  1  is  a  more  liberal  school  than  School  6,  School  6  was
associated with self-made-ness (Head teacher, school 3).

Such social distinctions within the white middle classes stems again from
neighbourhood location. Although all the schools in the south west rated the highest
on the league tables, this fact alone does not indicate the subtle distinctions between
these schools. School 7 is situated in the older and more established area of
Bramsford in the south west. As commented in chapter 1 Bramsford developed as an
affluent suburb in the late 1800s and early 1900s and features buildings from the
industrialists. School 1 is situated in the affluent suburb of Kirknowle which was
established in 1920s. Although residentially both neighbourhoods are wide middle
class, there are subtle distinctions between the ‘characters’ of the two factions, a point
understood  by  the  head  teachers  of  Schools  2  and  3  who had  lived  in  Northcity  for
some years,

I  have always associated School 7 more with doctors and lawyers, whereas I
associate School 1 with teachers and healthcare professionals and that sort of
thing (Headteacher, School 3).

Likewise the head teacher of School 2 reflected on the distinctions between the white
middle classes in a passing comment where he said that the catchment at School 1
liked spending extravagantly on trendy clothes and eating out in the restaurants on the
Golden Mile. He contrasted this with the parents of pupils attending School 7 and
School 8 who placed possibly heavier sense of value in traditional investment in
education. The fundamental aim was for these children to perpetuate their parents’
social standing in a profession capacity. As such different residential suburbs in the
south west represent different professional backgrounds and therefore possible
different social values. Although each school in the south west performed well
because of its white middle class majority population, there were significant social
distinctions made between them.

So School 1’s white middle class majority population was viewed by their ethnic
minority counterparts as ‘posh’ and therefore clever. But not all white people were
‘posh’ and clever. Rather there was a white underclass which the twins had
experienced at School 3. The feeling was that these white pupils were of a lower
status, ‘Their family don’t bring them up right, like druggies and gangsters. They
don’t want to do well. (They do) drugs’.This has been touched upon in chapter 1 but
it’s worth returning to here. Northcity has had a long historical social class divide
between the white majority based on animosity. In the 1980s young, employed people
with money were called ‘poseurs46’. They were associated with upward social
mobility and enterprise culture which resulted in them being seen as ostentatiously
and smugly wealthy. This lay in antithesis to Northcity’s founding value of ‘where
there’s muck there’s money’ (making money through getting your hands dirty),

Across town is The Crown, a hardline drinking venue. A poseur in a striped
pink shirt with white collar orders two glasses of peach schnapps for himself
and his girlfriend. ‘Haven’t you got nice small glasses?’ he demands of the
barman as the liquid is poured into two mugs. ‘This is the (name of pub) not

46 Nationally the term used is ‘yuppie’.



88

bloody (name of bar in the south west)’ comes the reply (local newspaper
report).

In chapter 1 discussion was briefly made of how Pakistani presence in England in the
1960s was often conceptualized in terms of an assumption that the settled white
community did not want to take the jobs on offer. Opinions of BME pupils at School
3 echoed the same sentiment.

...the kids in this area they live in the community and they still manage to
come to  School  late.  When people  travel  for  miles,  you  know like  in  Africa
when they go to School 3 miles away and that is actually walking, they don’t
have no buses,  no form of transport  and they still  make it  to School on time
and here it’s across the road and they are always late. (focus group
discussion).

Among ethnic minority pupils, Tannery Rise tended to represent a stagnant
’backwards’ community

Do you know what I think this community hasn’t seen change, like you see
here the generation living here are all like…. like kids that live in Tannery
Rise they don’t think ‘I want to achieve better and I want to go, I want to leave
this area, I want to go abroad’, they are just stuck here.  There are people that
left High School three or four years a go and they are still there, when I was in
Year  7  they  were  leaving  and  they  are  still  here.   They  don’t  want  to  do
nothing; they just want to live there. (...) It’s like a cycle because that’s what
their parents did and their grand parents so they are just going to do it. (...)I
want to break the cycle; I’m going to College and then University and want to
get my degree and my Masters and that.  I want to break the cycle.  I want to
be a Lawyer or a Teacher.
(Somali pupil, School 3)

Whiteness resonated very differently in the different schools and the underlying
reason was social class distinctions. Significantly there was a general reluctance
among pupils to view experiences through the lens of their ethnic identities. Rather
they drew on other social identities as demonstrated in the previous chapters. This was
particularly the case for white middle class pupils at School 1. This finding came
about during the course of the Survey report (Swann and Law, 2010).The word
ethnicity provoked most opposition from white middle class pupils than any other
group. Such opposition was surprising since race and ethnicity is an integral part of
self identity. Consideration thus must be drawn over the meaning, use, and influences
of the term upon youth. In class discussions pupils were asked to explain what the
word ‘ethnicity’ meant to them. At School 1, comments from White pupils tended to
invoke the idea of a cohesive shared ‘whole’ and the slogan ‘We should treat people
all  as  one  race,  “The  Human  Race”  was  continually  invoked  in  discussions  among
pupils. When pupils had completed their questionnaires, they were asked to write
down what the word ‘ethnicity’ meant to them. Some white middle class pupils saw
the social significance of ethnicity as a category but these were pupils who had fathers
or mothers working in academia which may go some way to explaining their more
objective viewpoints,
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Ethnicity means to me where you come from. I feel fine with the label white
british because that’s what I am. There is no point in not labelling people with
their ethnicity and religion because that is a major part of what they are and
how they behave. It is important to see how british society is changing.

Climate change and economic depression will further increase ‘ethnic’/ racial/
religious conflict unless addressed powerfully.

For the most part, white middle class pupils tended to view race purely as a signifier
of superiority versus inferiority. Their vocal opposition to the word ‘ethnicity’ seemed
highly significant for this study. Although the reasoning cited was that of a common
shared humanity where ethnicity is irrelevant, their resistance to differentiating groups
by ethnicity seemed to mask a feeling of embarrassment which stemmed from their
own ethnic and social class positioning. When asked whether defining pupils by
ethnicity was any different from differentiating people by gender, pupils said yes, but
were unable to articulate why this would be.

I think the word ethnicity is a load of bullshit because it doesn’t matter.
I feel comfortable describing my ethnicity but I don’t think there is any need
for it. We should treat people all as one race, “The Human Race”.

Ethnicity means nothing to me. It doesn’t matter. Everyone is human. Why do
we have to label our selves. Does it really matter?

What this seemed to stem from was an unconscious awareness of the exclusivity of
white privilege and a strong awareness of social inequality and difference which is
apparent from this student’s comment,

If I have to I state my ethnicity but I don’t go around feeling I’m better than
other people because of my ethnicity. I don’t think it matters what ethnicity
you are. I don’t like the idea of discrimination because of your ethnicity and
how that affects your social category.

African-Caribbean girls who filled it in added the following comments,

I think the word ethnicity is a load of bullshit because it doesn’t matter.
I feel comfortable describing my ethnicity but I don’t think there is any need
for it.

Ethnic labels don’t affect me. I don’t care. It makes no difference

Ethnic identity proved a very ambiguous subject for young people. Locating and
articulating what ethnic identity meant through discourse invoked subjectivities which
were accomplished differently by individuals.

Views and explanations of discrimination

This section opens with a quote from a Black head teacher of a tough inner city school
in Nottingham. His school has an average 59% in meeting the 5 A*-C benchmark. It
was recognized as the most distinguished school in Britain. He was speaking at a
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Black Community Centre at a meeting entitled ‘Understanding the Education Maze’.
His talk was extremely motivating but also tinged with pathos. In discussing how
much progress had been made in the context of a Black president, meant reflecting
back on the past but also recognising that equality was not yet apparent. He made the
following point to demonstrate this,

Mohammed Ali was asked ‘will there be a black president in the 70s?’ He
answered ‘of course. In years to come, when the country’s in a real mess
they’ll give it to the black guy’.

This raised a few laughs as this was a year after Barack Obama was elected as the first
black president of the USA. Many members of the Caribbean community were hyper
aware that ethnic disparities still continued to exist,

If you look at every particular statistics in this country; if you look at the
prison system you will see that there is a high proportion from the BME
people in the prison system.  If you look at education you will see that BME
are 3-6 times more likely to be excluded than the White counterparts.  If you
look at Middle Management you will see that there are only a low percentage
of  BME  people  and  the  same  with  the  Police.   It  is  the  same  old,  same  old
particular problem. (second generation African-Caribbean man).

‘In Northcity, we don’t have the luxury of Black teachers. Over the years I’ve
witnessed discrimination, institutional racism…’ (African-Caribbean mother,
field notes of community workshop)

Some were unprepared to accept institutional racism and were working in key
strategic roles with a social justice aim of trying to combat inequalities. The African-
Caribbean head teacher who was speaking at one community meeting for instance
spoke about how he had challenged a number of exclusions.

I’ve stopped 10-15 exclusions over the last few years.  A child was falsely
accused of dangling a kid over a balcony. The head said they had video
evidence. The parent asked to see the evidence and it wasn’t there. The
meeting lasted ten minutes (Field notes of community workshop_.

However, because inequalities were all pervading it was difficult not to become
sucked in,  ‘sometimes people will  then internalise that  racism and become sick as a
result of it’ (second generation African-Caribbean man).  This was a view which
draws out old embedded assumptions about superiority and inferiority and the
relationship between the White oppressor and the Black oppressed. This was shared
by many. Internalising racism meant accepting prevailing unfair conditions and
becoming White. This meant employing the jargon (and therefore the ideologies)
devised by the white system.

…it is like the media, the education system, it is all against the BME person
because I am using the term ‘BME’!  In the thirties I was using ‘coloured’.  In
the sixties you were using ‘negro’.  And it is like who controls it all?  And it is
often middle class White people. So what you are saying to yourself at the end
of  the  day  is…for  a  long  time  I  said  to  myself,  ‘I  don’t  want  to  live  in  a
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predominantly Black area because it will stigmatise and people won’t come
and  visit  me.   Basically  I  won’t  get  to  go  to  the  good  schools’.   And  what
happens right is, it is all psychological again, you end up slagging off what is
Black (second generation African-Caribbean man).

Working within the dominant (white) system carried a significant risk. The manager
at the ethnic achievement service was accused by some in the community of betraying
his roots by ‘Acting White’. It is perhaps useful here to consider Dorling’s () five
tenets of injustice:  Elitism is efficient; Exclusion is necessary; Prejudice is natural;
Greed is good; Despair is inevitable.

Many African-Caribbean adults believed in the value of education as a way of
discovering roots and identity. This was apparent in discussions among the
community as well as in individual interviews. All the men interviewed were or had
participated in higher education, completing degrees, MAs and in one case a PhD.
This had exposed them to specific theories which explained how racial inequality
works, the legacy of slavery and colonisation and what it means to be ‘black’. One
mixed race man described his identity as a bounty bar- black on the outside and white
within. Carl is of Guyanan and white descent. His mother was white and he had
contact with her although he lived with his adoptive mother. His father was from
Guyana who presented a ‘classic case of fathers just not wanting anything to do with us’.
This negatively impacted on Carl’s own sense of his ethnicity,

…to be honest whenever I see or hear of ‘Black men not taking responsibility for
their children’ it winds me up because I think, ‘you are another individual that is a)
not being able to be responsible for their kids and b) is perpetuating this myth’.

He had grown up in adoptive care on one of the white working class estates in the
south west of Northcity in the 1970s with his half sister and other BME foster
children,

I lived a very, I suppose, a traditional working class lifestyle, the fact that I
was working class, the fact that I was from that estate was more important
than any sort  of national identity or any cultural  identity,  in that  sense.   So I
didn’t know about …. School 1, I didn’t know about Bramsford, Winsmoor,
Charlton (affluent south west neighbourhoods), I didn’t know anything about
those  type  of  areas.   So  I  was  growing  up  in  an  area  that  was  familiar  with
people like me, not in the sense of colour but in the sense of everything else

His ethnicity however did made him stand out, ‘I was the most visible being in a
predominantly white school’. The

…the classic that my mum used to come out with was, ‘people would pay a lot of
money for a tan like yours, people would pay to have a dark complexion’.  She used
to say, ‘you are British, you have as much right to be here as anybody else’, and all
that  type  of  stuff,  but  no  matter  what  people  say,  not  that  it  doesn’t  work,  but  it
doesn’t take away the pain and the suffering of racism.

It was the environment that Carl grew up in which was damaging, ‘you have got the
home, you have got Southcroft (‘risky’ white working class estate in the south of the
city), you have got the School and you have got these dynamics that are really acute
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that are impacting on the individual’. His own personal struggle with his ethnic
identity and living in a community that gave conflicting messages contributed to his
early  trajectory  in  crime.  Later  in  life  he  returned  to  higher  education  and  that  was
what began his journey towards self discovery until becoming a coordinator for the
fellowship project which worked specifically with BME children,

In a nutshell my education was a disaster, so I returned to education when I
was 24.  So having realised that it was a disaster the first time round when I
got the opportunity to do it the second time I grabbed it with both hands.  I
can’t say it was an area of work that I consciously pursued but I suppose I
found it was something that was beneficial in relation to working with people
that I can identify with and vice versa.

He married a white woman and recently had a son who looked white and for that he
was relieved. Gaining education was a means of bridging the gap to the white middle
class mainstream,

And we have to be careful because sometimes people who are not educated by
the system will find it hard to converse, they will have difficulty doing that,
because to the other person it will come across as being aggressive and do you
really know what you are talking about.  They will find it hard trying to
communicate what they are trying to say.

Being educated by the system was not just an education in terms of knowledge but
also a way of learning ‘acceptable’ white middle class discourse and styles of
communication. Education was also a personal development activity and a means of
coming to terms with internal ethnic identity conflicts and achieving inner harmony ,
‘And you can do two things; you can end up being bitter towards particular sectors of
the society or you can educate yourself and find some kind of peace of mind’. There
was recognition among adult education workers that issues had to be dealt with in a
transparent and constructive way

Well what I tried to do about it was to basically have a conference and to
address the issues in a constructive way for having Black people, for having
White people, for having Asian people in a forum where it felt comfortable
and feels safe to express how they feel, and I think that is the only way
forward Sarah.  I think we must be able to talk and tolerate each other’s views,
as long as it not really, really offensive.

Conclusion

The chapter has considered the issue of ethnic identity from a number of angles.
Examining how young people understand the stereotypes linked to their ethnicity has
shown how ethnicity acts like a social code that gives people a quick route to
understanding and the social meaning of ethnicity. Looking specifically at the
interaction between African-Caribbeans and Pakistanis within school has shown that
ethnicity is not just something whites ‘do’ to blacks. Rather ethnicity is worked at in
complex everyday interactions between different groups of pupils sharing the status of
ethnic minority. White pupils are not an integral part of this. The nature of whiteness
is explored in the next section with a focus on school curriculum and teachers.
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Through the critical lens of white middle class, we see how curriculum through the
vehicle of white middle class ‘cultureless’ teachers still does not reach everyone.
Following on from chapter 1, this section draws out the distinctions between white
middle class factions as it relates to neighbourhood location. The next section
describes views and explanations of discrimination. The focus here is mostly on
African-Caribbean adults who had a wealth of lived experience behind them. They
were able to articulate very clearly some of the complexities of growing up as an
ethnic minority person in Britain. The chapter ends with a summary highlighting the
main points.



94

CHAPTER 6

IDENTITIES, IDENTITY STRATEGIES, AND IDEAS ABOUT ADULT LIFE

This chapter considers how pupils respond to the social boundaries that collective
ethnic identities create and in doing so sheds light on subjectivities. Drawing on some
of the findings from other chapters, respondents differentiated identities through a
number of means which forms the organisation of the chapter. First it looks at the
roots and the notion of ethnicity as an anchor which people can choose to live with or
try to escape from. Second it considers the particular issues of dual heritage students
who in one sense straddled both white and black identities.  Brief conclusion is given
at the end.

Roots

Ethnic identity connected strongly with roots. Chapter 1 discussed white ethnic
revival in popular cultural activities in the south west of the city.  Earlier I made the
comment that white middle class ‘endeavours towards ‘grow your own’ ‘make do and
mend’  are  to  some  degree  the  projections  of  the  austerity  of  the  war  years,  but
symbolic too of something deeper which has been felt to be lost’ (p.12). Many
African-Caribbean parents who had been born and lived their whole lives in England
had an ambiguous sense of belonging and of being connected to the country. As one
African-Caribbean community worker said,

I think England for a long time has been polarised, but at the same time I still
feel comfortable in England, which is really weird, it is almost feeling
comfortable in something which is uncomfortable and it is ironic, it is irony in
one respect but that is how it is.

This  was  a  point  covered  in  chapter  5  where  ethnicity  made  Carl  feel,  ‘the  most
visible being in a predominantly white school’.  In terms of job prospects there was a
sense that achieving a professional identity meant acting ‘white’ and middle class,

…in  order  for  me  to  progress  and  to  get  somewhere  in  life  I  have  to  either
imitate my people or get white colour job and then move out of the area,
which is often perceived and stigmatised as deprived.  I have found myself
saying to myself now, ‘we need either to move and go to an area where our
kids  will  get  in  to  a  good  school’,  and  we  don’t  often  want  it  to  be  a  multi-
cultural school, it is often the more middle class then the better it is for our
kids and we should not be thinking that way but we do end up thinking that
way.

This echoes the sentiments of the Pakistani mother in chapter 3 who talked about the
need to break away from cultural roots to progress. There are a number of points to be
drawn  out  here.  The  first  point  is  one  of  choice  to  ‘imitate  my  people  or  get  white
colour  job’.  As  chapter  4  showed  some  white  middle  class  boys  at  School  1  were
emulating ‘black’ styles through hair style and clothes choices in much the same way
as African-Caribbean boys but they felt that ethnicity separated them as the African-
Caribbean boys seemed to distance themselves. The choice of acting white or black
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thus begins early. Deviating from the ‘black’ norm however feels like an intense form
of betrayal as success is being able to move out of deprived neighbourhoods and away
from BME communities into white middle class areas with good schools. Perhaps this
realisation is engraved on pupils’ consciousness from early on. When asked about
what he wanted to do in his adult life one African-Caribbean boy said,

Set up here and then move to the Caribbean.  Then I would set up a business in
the Caribbean.

Ok and why the Caribbean?  What is it about the Caribbean?

That is my heritage I think.

Heritage is a significant choice of term signalling something distinct about his
presence in the UK. The Caribbean was innately connected to identity and this was
about connecting with their family’s place of origin. One dual heritage mother
speaking at the Caribbean community meetings in Brunsmere said she had been raised
with a white mother and black father. Her white mother was proactive in helping her
understand and connect to her roots by cooking Caribbean food at home such as ackee
and salt fish. This she equated to her mother’s middle class social positioning.

The Caribbean also appealed to pupils’ imaginations. With its tropical climate,
reggae, rastas, national flag, and national food it inspired exciting folklore. They had
heard about it through family stories and also in the curriculum. Y10s and Y11s were
covering the Poems from Different Cultures segment for their GCSE exams and there
was a poem called ‘Island Man’ (Grace Nichols) which is about a man from the
Caribbean who has moved to London. The poem is extremely visual in its imagery. In
this sense ethnicity provided a core part of identity.

On the other hand, country of origin did not provide such a core part of identity and
rooting for others.

When I was young I did not give any consideration to my Guyanian roots.  To
be honest, I was originally told that I was from Brazil.  It was my brother who
mentioned it was Guyana, not Brazil.  He was more savvy about the world
than the rest of my family.  As I have said previously, being black was not
something I enjoyed until much later in my life.  I did get the opportunity to
go to Guyana when I was 16 for 6 months, but turned the offer down due to
my girlfriend.  Ah, what decision should I make - torn between the women I
love and connecting with my roots?  The pain, the darkness, the sleepless
nights, anguish, a broken heart, the flow of tortured poetry from such a young
mind.   So…I never went! However, it is a good question.  Why do people
innately connect with, what is to some extent, an imagined community?
(African-Caribbean Fellowship coordinator, personal correspondence)

Family were an important reference point in young people’s constructions of their
own future. Some family members provided strong role models. These were often
described as beginning with very limited resources, but sheer hard work and
determination paid off,
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My uncle he owns hospitals and everything.  He has got 6 kids and he has
bought all his kids a house. (…) It started from a phone shop and then he just
built  his  way  up.  If  he  just  started  from  a  phone  shop  it  shows  doesn’t  it?
(African-Caribbean boy, School 2)

My uncle he owns his own surgery, he is a doctor, and when he was going
through no one thought he could do it. I look at him and if I am suffering then
I look at him and he is my inspiration (Pakistani boy, School 2).

On the other hand, parents’ actions had very damaging consequences for some young
people. Louise, whose mother was white was very aware of the impressions people
had of her as a result of her white mother’s past,

People  say  to  me  ‘oh  I  feel  right  sorry  for  you,  your  Mum’s  done  this’  and
everything and I  just  say ‘well  at  the end of the day I  don’t  need you to feel
sorry for me, yeah all that has happened but I have come out a better person’.
I want to do everything that my Mum didn’t. I want to prove to all them
people that  said I  was going to grow up to be like my Mum.  People on my
road used to say it  from me being like seven ‘oh she’s going to turn out like
her Mum’. I am going to prove it to everybody that I am not
just…don’t…what’s that word? What’s that word? Stereotype, yes, don’t
stereotype me, do you know what I mean? Just because my Mum is how she is
it  doesn’t  mean  I  am going  to  be  like  that.   I  am going  to  prove  to  all  them
people  that  I  can  do  it,  I  am  going  to  do  it  and  they  were  wrong,  all  them
people that said ‘she’s not going to make it’ and I am going to prove them all
wrong because one day they are going to see me and they are going to be like
‘well done her, she did it, we were wrong and she did the best for herself’.

As described in chapter 3 with a background of violence and drugs her mother
fulfilled some of the popular stereotypes of the lower class white woman. For Louise,
challenging the perceived self fulfilling prophecy went some way to reclaiming
power. She wanted to prove everyone wrong because to establish self-respect in
herself but also gain respect from other people. In order to undertake a path of upward
social mobility there are will be huge constraints she will have to overcome.

Dual heritage students

A key issue with dual heritage African-Caribbean pupils who had one white parent
and one black was how to reconcile the two. All dual heritage pupils within this study
identified themselves as black. A ‘typical’ response was ‘I would say I am black
really.  (…)  I  don’t  know  why,  it  is  just  I  have  always  said  that  really’  (African-
Caribbean girl, School 2). Some sought to clarify their response by locating
themselves in terms of exposure to other family members,

I  don’t  know it  is  just  like because I  don’t  really know my dad’s side of the
family because I only go see my dad’s mum like twice a year.  But because I
have grown up with my mum’s side if the family it is all black people so that
is just how I have been brought up.
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What became clear however was the separate distinction made between white and
black. Dual heritage pupils never identified themselves for instance as being both
white or black, ‘But I don’t class myself as not being white it is just that I am more…’
Sometimes pupils sought to justify their response with a defence,

It  is  not  as  if  I  have  got  a  problem  with  white  people,  obviously  I  haven’t.
And then it is like all these people who are racist…I am not really bothered
because I am white and black, so when people are racist I just laugh at them,
because it is just stupid really isn’t it?

What they occupied was an uncertain territory to some extent. This was apparent in
rendering race and ethnicity invisible, ‘But I don’t get involved with race, like people
laugh with each other, you know like white and black people, so we just have little
laughs with each other.

Louise had never known her black father who had moved to London from Jamaica.
She had been brought up mainly by her white maternal grandparents yet still
identified herself as black. She has recently met her father but this had been a major
disappointment, ‘I didn’t really like him; he is a bit of a knob to tell you the truth’.
Underlying this was a deep sense of rejection, ‘My Dad doesn’t pay attention to none
of  his  kids;  he  doesn’t  care  about  none  of  us.   There’s  about  eighteen  of  us  and  he
couldn’t care about none of us’. She said that she was ‘not too bothered’ about this as
he had not lived up to her ideal image of what her father would be.  Her ideal father
had existed as a physical image which collapsed upon meeting him for the first time,

I  was like… because last  time they told me he had got dreadlocks and I  was
like ‘oh he is going to be right chunky and he is going to look like me and he
is going to be right mad’ and when I got there he had got a skinhead, right
skinny, he was right horrible… complete opposite to what I wanted.

Louise had recently discovered that she had half brothers and sisters. She admired one
brother in particular who was training to be a professional rugby player. ‘He’s proper
protective, he’s right cool’, which seemed to be an extension of her image of the ideal
father. When describing her brother she said,

We just look like each other. (…) But he looks more like his Mum. (…) So we
have got the same sort of features but he has got his Mum’s features and I
have got my Mum’s features; that’s the only thing that is different.

The existence of her half brother seemed to bring about a sense of connection. He
looked both like and unlike her. In terms of personality she said,

Kind of the same but he is  a bit  sensible,  obviously because he is  passionate
about sport he is more on the sensible side and I’m not that sensible.  I’m like
a bit crazy and he is like, ‘you’re mad’ and I’m like ‘you’re sensible’.

Ethnicity was not something which appeared to be discussed at home with family
members. When asked whether she thought her brothers would say the same, another
African-Caribbean girl replied, ‘I’m not sure because I have never talked to my
brothers about anything like that, so I don’t know to be honest. I think two of them…I
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don’t know’. Ethnicity did influence social relations as the report has already shown.
A defiant and subversive form of ritualised banter was used between Pakistani and
African-Caribbean pupils, ‘Yeah we are just having a laugh so they will say, ‘oh you
Black shit’, and then you will say, ‘oh shut up you Pakistani’. This was a point made
in chapter 5 but is revisited here. The repeated emphasis was on the fact that it was
not to be taken seriously, ‘everyone knows it is a joke.  So say in our year there are
loads of people that  say it  just  to mess about’ and ‘Then you get some kids like our
friends that  are Pakistanis.  We will  all  take the mick out of each other,  but it  is  not
really serious or anything, we are just having a laugh, but no one takes it seriously’. In
pupils’ words, ethnicity is employed as a resource for teasing. It constituted a joke,
‘messing about’ ‘taking the mick’ and ‘having a laugh with each other’. This could be
resistance and could be seen as reflecting social structure. Subcultures within school
where in one pupil’s words, ‘Everyone is different, no one is the same’, shaped
emotions. Social identities are evoked through ethnic categories and to some extent
these are oppositional which was seen in the discussion in chapter 5. One African-
Caribbean girl actively justified this in this way by saying, ‘There is no point using it
as  hate  is  there?’  Ethnic  positioning  was  used  as  a  common sense  reason  why they
could not be accused of being racist,

Say like if  they both sound racist,  say like me and Liam if  I  was to say,  ‘oh
shut up you Black whatever’, you won’t take it seriously because I have got
Black in me so I am not really racist.

BME teacher and community workers explicitly sought to locate themselves through
ethnic categories in a way that their white counterparts did not. Drawing attention to
his or her ethnic category as a reference point to interpret their remarks was not a
strategy used by white teachers. When discussing one’s motivations for teaching in
their particular schools, white teachers emphasised social class positioning rather than
ethnicity. The connecting theme then is that people positioned themselves relationally
to a field of oppositions.

Conclusion

Overall this chapter has shown how ethnicity is viewed as a key marker of identity
with African-Caribbean groups in particular. For white students and teachers, it seems
to have a lack of relevance to their  own sense of identity which perhaps does signal
‘culturelessness’.
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CHAPTER 7

Gypsy Traveller Identity

So far the report has examined the experiences of Pakistani and Caribbean pupils
within secondary school. This chapter turns to the experiences of Gypsies and
Travellers who are mostly absent from secondary school. Unlike Pakistanis and
Caribbeans who are marked by brown skin, Gypsies look white yet this group is
placed on the very periphery of society and more so than the other two groups seem to
suffer more daily discrimination and exclusion. The findings from this community
took place in a different northern city. Access was granted through a local service
which has a well-established reputation for identifying and facilitating educational
inclusion for children from these groups. As with Pakistanis, it was important to work
with people who are known and trusted by the community and here the Inclusion
Worker who was Gypsy Traveller was implemental.

The chapter is structured into five main sections. The first section considers
Gypsy Traveller identity as both a source of pride and discrimination.  The second
section examines gender roles and the significance of family. The third section looks
at the changing nature of Gypsy Traveller identity. Discussion then looks at how
policy context is currently failing Gypsy Traveller children.  The next section shows
how Travellers hold ambiguous perspectives on education. Following this, a brief
conclusion summarising the main points is given.

Gypsy Traveller identity as a source of pride and discrimination

Ethnicity is an identity base to which all people subscribe. To acknowledge
differentiation and hierarchy within society means looking at how Gypsies and
Travellers position themselves as social beings. In interviews, respondents tended to
frame their ethnic identity in two ways. First being a Traveller was a source of
discrimination and prejudice, ‘If we can’t use the word racism, what can we use?’
This points to some of the ambiguities of policy in Britain and some of the
inconsistencies in managing ethnic diversity. Despite Traveller being a distinct ethnic
identity, respondents felt their white skin impeded recognition of the issues they
faced. Reclaiming racism was one way the community accounted for the inequalities
in housing, employment, education and access to government services in their
community. Predominantly this was through attention to skin colour which provides a
critical standpoint from which to unpack racism. Ethnicity is recognised by skin
colour as seen in chapter 5 and since whiteness is not popularly equated to ethnic
minorities Gypsy Traveller ethnic identity remains ‘invisible’ and a form of
culturelessness which serves to disadvantage and exclude. Whereas other writers have
sought to explain culturelessness as the omnipresence of whites being positioned at
the centre, ‘around which a carnival like array of multicultural difference is displayed
for their enjoyment and sampling’ (McLeod and Yates, 2000, p. 3), this is not the case
for Gypsys and Travellers. Their culture simply is not acknowledged. They are not
objectified as black ethnic groups but are rather placed unnoticed on the periphery of
‘normal’ whiteness.

Daily inconsistencies in managing diversity with inclusion policies create many layers
of understanding that constitute how Gypsies and Travellers learn to understand the
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world and themselves. In informal conversations, respondents drew on a number of
examples which proved their inferior social standing in race relations. Dialogue often
highlighted inter ethnic competition with other ethnic minority groups for resources.
Recently settled communities such as eastern Europeans were perceived as getting a
better deal with housing and benefits. Collections for Haiti invoked the response,
‘charity begins at home’. One conversation contrasted the high profile coverage of
black murder victims Stephen Lawrence and Damilola Taylor with Johnny Delaney, a
fifteen year old Irish Traveller who was killed in a racist attack in 2003 which was
scarcely mentioned or discussed.

Understanding ethnic identity and social self positioning involved emotional work.
Specifically this meant how they positioned themselves in relation to others and how
others positioned them. Overall Gypsy Traveller identity was seen as being rooted in
lower social class status,

Because we as society like to put things in to little boxes, which forces people
to fall under classes, and once you've been branded a class it is hard to
progress from that.... the government make it harder by keepin’ lower classes
together, so all they are gonna know is what they are around. That’s the
Governments aim. " Dont Teach Them," Phase them out.....

Everyday life invoked belonging to a lowly social status. In a mistake over change in
a shop, a Pakistani shop keeper said, ‘You Travellers can never add up’. Her response
was to say that ‘Pakistanis only got out of Pakistan because of Travellers’. She framed
this understanding by referencing that Gypsies are descendents from migrants in
India. Attitudes are complex. Such interaction shows the significance of ethnic
boundaries in demarcating social status but in doing so it demonstrates more of an
artificial prejudice where one group invokes to claim higher social ranking through
the putting down of another. How larger society chooses to identify you then has
implications. It creates prescriptive social norms which serve to marginalise and
subordinate the community’s interests. Having this understanding involved constant
struggle resulting in sometimes complicity and sometimes resistance which links back
to the reticence Gypsies and Travellers have in acknowledging their ethnic identity.

Discussion of discrimination referenced daily experiences of unfair treatment which
brought about strong passions. This included a high police presence on the site and
being targeted in public spaces, for instance being followed by store detectives around
shopping centres. The image of the Gypsy Traveller and its otherness also brought
opportunities from time to time. For instance a television company wanting to achieve
a faithful interpretation had approached the community for an actor to play
Heathcliffe in a new film. Although in some ways it represents a positive opportunity
for an individual person, the feeling was that it exploited ethnic stereotypes as the
fictional character is an untamed, volatile and wild man set against society at large.
A chameleon identity was often used as a coping strategy for fear of harassment.
Much was said about being adaptable and hiding their ‘true’ identity in order to fit in.
This was enabled by having white skin colour and physical appearance. For K.
shopping for Miss Sixty jeans, she abandons those things which have cultural
significance by altering the markers of Traveller identity- her style of dress and
wearing less jewellery so she does not stand out.  S. was participating in higher
education at college but in order to succeed he felt he had to act like a gorja (a
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member of the settled community), which ‘made me feel a bit disappointed in the
whole system to be honest, and that I was keeping what was truly me back’. His
strategy worked until his gran died and he asked for time off to grieve. He was faced
with a lack of understanding so came clean about his identity and from this point
people treated him differently drawing on common stereotypes etched onto the British
psyche,

They came out with the typical stereotypical (comments) ‘rubbish spongers,
ain’t gonna do anything with this...... why is he bothering? They’re difficult’
(…) they have to ask the stupidest of questions like have I been locked up and
so on (…). You just laughed it off, take the piss back and you get on. It's
harder to deal with when it comes from the people who should know better,
and who you are looking to for help.

This echoes the coping strategies employed by first generation Pakistanis and
Caribbeans in chapter 1. The difference was that this man was not a first generation
immigrant. Responding to insults in everyday life through jokes and banter was a
strategy which enabled him to build friendships with peers which were sustained after
day to day institutional contact, ‘most of the people I went to college with I still talk
to and meet up sometimes to catch up’. This was at some personal cost but he was
most negatively affected by the responses of lecturers who placed in positions of
power he felt he was supposed respect.

It was felt that discrimination had been going on so long that it was almost inevitable.
As one interviewee says, ‘I believe we are victims of hate and ignorance. (….) How
long have Travellers been in England? 400, 500 years? If we haven’t got rights now,
when will we?’ Discourse frequently drew on a collective heritage memory and the
long history of racism linked to world events (in particular The Nazi Holocaust)
which invoked struggles to survive against centuries of persecution. The need for
equality and equal treatment are frequently emphasized as the general consensus
among the community is that Gypsy Traveller identity is the last ethnic group which
is not respected.

Travellers should be able to get treated like everybody else and they should have
really good jobs like everybody else not just because they are travellers, we are all
human beings, we haven’t got 50 heads, we have only got one head like every
other person, just because we live in a trailer what is the difference? (Gypsy man)

Discrimination is on the basis of life style rather than skin colour. It is a different
attitude to accommodation which is marked by the trailer, the most obvious symbol
marking social difference.

Simultaneously ethnic identity brought about strong feelings of pride which was not
as apparent in discussions with Pakistanis and Caribbeans. Pride seemed to stem from
a shared sense of who Gypsies and Travellers were and where they came from. The
influence of mass media was very much evident among young people and their use of
social networking sites like facebook or youtube emphasised pride in the community.
It was a way of connecting to other Gypsies and Travellers. For instance facebook
hosts groups like ‘we are loud and proud to be gypsy’. Being Gypsy Traveller meant
being resilient, self reliant, adaptable and showing initiative which were the qualities
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which had enabled them to survive. Being a Gypsy Traveller was understood as
something in the blood and etched into the psyche. It was not a choice but something
you were born into.

Like all other ethnic groups Gypsies and Travellers have customs and cultural values
which mark out their way of life. Interviews often had the tendency to draw
comparison with the white settled hegemonic ‘gorja’ community. This process of
‘ethnic othering’ highlighted a number of policy relevant facets. First was a strong
sense of boundary between childhood and adulthood, each having established norms.
Life within the community revolves very much around the family which provides
social and psychological security. Children are very much the centre and it is the role
of the family to raise children. The centrality of family serves as a great source of
solidarity and stability in a world of instability. Parenting was very much the
responsibility of the family which contrasts with the institutionalisation of children in
school where responsibility is left to professionals.

Adult attitudes revealed strict age boundaries which unambiguously demarcated the
shift from child to adult which contrasted from the settled community where there are
no clear markers,

Once you become 10 years old you are seen as a totally different role model in
life.  You have to basically get up and do things for yourself, you are not a
child, and you are not a baby no more. (Gorjas) they are still swinging out of
their mother and fathers bank accounts at 21-22 years old.

This was reflected in dress where girls changed from wearing pink and glitter to
wearing miniature versions of adult dress. Being educated to become independent
from a younger age has implications for secondary schooling where the statutory
school leaving age is currently 16 with a proposed increase to 18.

Gender roles and the significance of family

Travellers often marry young and family life comes first. Children are given names
which have been in the family for generations so traditionally the first born child is
named after the paternal grandmother or grandfather. In the family traditional patterns
were still very much forged on gender which young people tended to follow,

The man has a role and the woman has a role. In my eyes it's a bit like 1960
ways of life. The men go out and work to provide money for food and things
like clothes for their children. (….) the men are the providers. Women are
meant to look after the children, cook, clean and provide a nice home.

Gender roles reinforced a strong work ethic based on separate spheres which has
enabled the community to survive. The women took great pride in the cleanliness of
their homes and were responsible for looking after children. Descriptions of Gypsy
Traveller men tended to be rooted in hegemonic masculinity with qualities like
physical toughness being valued.  The focus was very much on the man taking
responsibility for his family and this was taken very seriously,
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If a man can’t get up off his computer and stop playing on the games all day
and on facebook all day and on the play station and all the game boys and go
out and provide money for a living for his family then he may as well go kill
himself to be honest.

These gender roles gave a clear and proud sense of identity but this asymmetry had
deep roots within the community and distribution of power was unequal. Men are
viewed as ‘much higher than a woman’ and gendered power relations shaped all
relationships and structured daily life. Incidents of domestic violence are high among
the community but to a large extent this was accepted as ‘normal’,

Women are very isolated and won’t ask for help. I have seen the cycle repeat
itself over and over again. Many women is not realising what is domestic
violence.

Women had often suffered for prolonged periods as talking about suffering abuse was
stigmatising. Divorce is extremely rare in the community as Travellers have
traditional views on marriage and a woman leaving would be ostracised by her
community. The significance of gendered power relations seeps through all levels of
social interaction and some demonstrate the possibility of multiple positions and
alternatives which bring resistance. For instance, in online discourse on a social
networking site,

Boys Are Like A Deck Of Cards , You Need A Heart To Love Them, A
Diamond To Marry Them, A Club To Smash Their Head In, And A Spade To
Bury Them :)
your husband is limping around bleeding outside what do you do....?
stay calm take a second reload aim FIRE!!

Here the use of humour demonstrates some resistance to gender inequalities in
interactions with men in the form of counter-positioning. By creating and making
visible an aggressive female identity, some transgression of gender roles is achieved.

Men tend to follow traditional employment options like scrap metal but the problem is
these traditional types of work are not so easily available. As such life is one of
uncertainty requiring adaptable identities, ‘ You have got to think about your children,
because when they grow up the world is not going to be like it is now, it is going to be
harder. Travelling life is going to change’. This brings about ambiguous views. In one
sense the future is education since it is necessary to adapt to cope with modern life
and a changing economic climate. But this is an instrumental goal rather than an aim
rooted in improving individual talents, aspirations or personal fulfillment. Education
simply is not viewed as developing individual potential. Rather education as a concept
is seen as irrelevant and meaningless mainly because it is associated with assimilation
at the detriment of one’s cultural identity.

The changing nature of Gypsy Traveller identity

There was evidence of change within the community although this was often achieved
at some personal cost. For the older generation there was the feeling that the old way
of life was being threatened through a general breakdown in cultural values and
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beliefs which were a great source of pride. Although the majority of women do not
work there is some sign that women’s roles are changing. The inclusion worker was
from the community and lived on the site. When she began her role she at first faced
resistance from other women who implied that working in a professional role would
be at the detriment of her domestic duties,

….they would say, ‘how come you can work I don’t know how you do it?  I
don’t know how you see to your children?’  And I would say, ‘well simple as,
my children won’t want for anything. (…) It was a bit of jealousy, because the
women think, ‘well how can K. do that?  She has got four children and family,
a house to clean; how does she do it?’  To be honest with you I do it because if
I didn’t I would go mental.

Within the community women’s responsibilities towards home and family weighed
over gaining employment or career aspirations and the satisfaction this might bring.
K. had undergone some internal rebellion to undertake the position as at first it felt
like abandoning her community,

So  she  said,  ‘I  could  really  do  with  a  person  like  you’,  so  I  said  to  her,  ‘my
reading and writing is  crap but I  will  help you’.   She said,  ‘no I  need you to
start working with me properly and get paid for it’.  So I said, ‘well no not
really because we are not allowed to work’.  (…) ‘I said, ‘honestly, no matter
how much money you offer me I am not going to come out of my culture for
any organisation’’.

Initial trepidation was combated to some extent by the fact she worked for a
community led organisation,

But then I saw what they were doing and I thought ‘well maybe if I mix that in
with the culture’. Keep the culture, you can still keep the culture and this is
one thing we have to learn as travelling women.  You can still keep your
culture and work, although other women don’t think that.

She obtained job satisfaction because her work was suited to her interests. K. herself
provided a valuable resource for her community, not only through the role she
performed as inclusion worker, but through exposing other women within her
community to the possibility of having a career.

To a large extent undertaking structured learning or training meant becoming a Gorja
(a person of the settled community). S. had taken the choice to enter higher education
in his late 20s. His motivation was to follow an interest in music. A Gypsy or
Traveller person with a higher education is rare. But while S. did not define himself as
an unconventional Traveller man he was viewed as a Gorja by his community. He had
the stance of someone who does what feels right rather than what is expected of him.
As such his path could be viewed through a capability and resilience framework
where personal qualities of autonomy.
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 Policy context is currently failing Gypsy Traveller children

We must pay attention to the institutions and codes that define the particular local and
national context which works to limit Gypsys and Travellers. The rationale to justify
the Every Child Matters framework is one of equity, that all children and young
people have a democratic right to be healthy, stay safe, enjoy and achieve make a
positive contribution and achieve economic well being. Education is a key component
of this but at the root is poverty and one must turn to local level to explore how this
fails in practice.

Consideration must first be drawn to living conditions where policy has worked to
physically and socially separate Gypsy and Travellers from the mainstream. In this
particular city the community was housed on two adjacent sites. The first site initially
housed twenty families and a second site was built a few years later. Residents did not
want to second site to be built so close as they felt it was too big and unsettling.
However it is directly next to the original site so in practice it amounts to one large
authorized site. The site is situated in a very remote and isolated location on the
outskirts of the city, close to a motorway in an industrial area with problems of traffic
pollution. Basically it is an area where no one else would want to live. Residents
cannot access mainstream services without a car. There are no shops within walking
distance. The community is therefore placed in parallel from the rest of the city.
Physically, since it represents disorder, the site is hidden from public view. It is
approached via a long winding drive which obscures the trailers. In terms of the shift
in policy it can therefore be seen as containment over exclusion which pretty much
amounts to the same thing and results in further marginalisation of inhabitants.

In total the site currently consists of over 41 pitches. Residents provide their own
trailers or chalets which are situated on pitches. The overall site is self funded through
rents collected from residents. At the time of the study residents were paying £170 a
week in rent which is more than local authority housing. Technically the rent is a
pitch fee and on top of this, residents pay gas, water, electricity and all other charges.
The perception is that these are also substantially more expensive than the rates
people in local authority housing pay.  Overall the benefits trap is perceived as a
particular issue within this community which provides severely constraining
circumstances. As one interviewee commented, ‘It’s a poverty trap’ which was
defined by the means testing of social benefits which culminated in strong economic
incentives discouraging paid employment. Simply put living on the site is not
affordable for those not on full housing benefit, ‘When I got my job I wasn’t earning
enough to keep the plot on and I was in arrears for the first time in thirty years. The
city council advised me to give up my job’. Labour inclusion is intrinsically linked to
social participation and citizenship. It implies empowerment by being involved in
public life but the way the benefits system works in practice reinforces a cycle of
benefit dependency among the Gypsy Traveller community.

Social exclusion among the community stems mainly from feeling trapped on a site
where no one else would want to live. The layout of the site is poor with a lack of
adequate accomodation and basic amentities. It is overcrowded and residents feel ‘
packed in like sardines’. Over a hundred children live on site that are equipped with a
‘play area’ which in practice consists of a large empty tarmac-ed space. There are no
communal facilities. Power structures social relations through the site’s architecture.
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At the entrance of the site there is an office, which is not for residents’ use but is
solely for the use of managers (Figure 1). This is very visible and functions like a
panoptic structure. The manager can see who enters and who leaves the site. On one
occasion he exerted power by refusing entry to a photography student who had come
to work with residents on a project because he did not know who she was.  As such it
feels like the site managers rather than the residents that run the site. The lived
dynamics of living on the site and control of social space is epitomised by a large rock
outside the office which has been graffiti-ed with the word ‘war’.

Figure 1: Entrance to site

The constraints of a panoptic structure stretched further out than living on the site.
There was considerable tension and distrust of the police, ‘No policemen’s good.
They’re not there as… they make conflict’.  Complaints were targeted at one police
officer in particular,

He’s proper 1960s. The way he goes on, he’s like Hitler. ‘You’re shit and I’m
it’. That’s the sort of man he is. (…) Why don’t you think the CCTV
equipment works Sarah? I think it’s fucked. They’ve done something to the
equipment. (..) You have to be sly. You have to have people in high places.

A Gypsy liaison officer had been employed to build wider awareness and
understanding of the community and promote good relations but he never came on
site. This was mainly because his role was treated with some contempt within the
organisation, ‘He’s getting stick from his colleagues. A lot of stick to be honest with
you’.

Overall the site is fenced off from the rest of society by metal fences which make
residents feel enclosed and physically cut off from the rest of society. In one
respondents’ words,

It is an acre of land with a shed and it is like Beirut.  It is an eye opener.  You
would think what are these people doing to be living on here?  It is not that we
are blind; it is not that we have nowhere else to go, but it is either that or
basically the roadside, getting moved up and down 24/7.

Although living conditions on the site are poor, families living on the roadside face
worse conditions. They are evicted on average every two weeks and have no basic
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infrastructure such as a water supply and sanitation. The poverty trap arises when
different forms of deprivation are connected. The lack of education and qualifications
within the community result in unstable job opportunities which limit regular
financial income. This is reflected in the poor quality of accommodation which in turn
results in depression and. Together this creates a constraining environment which puts
Gypsy Travellers in a poor position to take equal advantage of opportunities.

Ambiguous perspectives on education

It is useful to begin by considering the connotations the concept of education brought
about.  Possibly as a result of limited knowledge of what schooling entailed as well as
doing without it for so long, education simply was not viewed as having an
instrumental value. Discussion with community members did not emphasise the
narrow 5 A*-C GCSE attainment target concerns that drive much policy. Rather
education meant actively promoting a better image of Gypsys and Travellers and
challenging stereotypes. This was not one sided but was framed as a process of
mutual integration, ‘it’s about educating Traveller people and Gorjas alike’.

Only a few Gypsy Traveller children and young people were in secondary school at
the time of the research. Some young people had home education but this was only for
a couple of hours a week. A number of reasons were given for young people’s non
participation. There were examples of tensions stemming from a culture clash
between home and school. Traveller pupils were often found to respond to racist
name-calling by fighting back, which teachers tended to attribute to behaviour
problems rather than recognising it as a racist incident,

I remember getting called gypsies by other school pupils and me sticking up
for myself.  And I am the one seen as being violent because I was sticking up
for myself. (…) If you are telling them one thing and the school is telling them
another thing then what do you do?  We don’t have bullying and that is one
thing; our community doesn’t like bullies, our community will go up to the
bullies…I will be straight and honest with you we will go up to the bullies, we
will go and get people. (…) Because we were always taught don’t wait for
anyone to be the victim, don’t be the victim, do not be the victim, if you want
to be anyone then you get up there and you give it back to them, don’t you
ever be a victim.  We were never allowed to go home and say, ‘mum, dad this
boy hurt me’, you were never allowed to say that’.

Racist bullying has tended to become normalised as white against black in school. As
such racism against whiteness is not acknowledged. Parents’ own negative
experiences with school provokes psycho social distancing in the present day for their
own children,

Even now I don’t blame my own children.  I know my children and so I don’t
believe their teachers sometimes because of the experience of my own
education.  I know if my child is lying and I know when he is telling the truth
and I am sorry to say but if my child tells me something.  And the teacher is
saying something I will believe my child.
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This was not helped by the fact attention received from school was mostly negative
‘…they were contacting me that many times, ‘he is not doing this right; he is not
doing that right...’I was sick of them contacting me to be honest with you’. Memories
of school were rooted in experiences of attending schools with very low proportions
of Gypsy Traveller children. These experiences had tended to emphasise ethnic
‘difference’ separating them from the ‘normal’,

Travelling children I do not think get as much encouragement from schools
when they are in education. I felt very much excluded from school when I was
young and I feel this is still the case today. They don’t feel like they are being
made welcome and feel left out. When I first went to school I was taught in a
separate classroom from the other children. This I think made it harder for
myself and the rest of my cousins to fully communicate with the other children
in school and outside in the play ground.

Specific structures such as specific classes or ‘outreach workers’ or ‘inclusion
workers’ were being used but most were ineffective because of the patronizing tone
these took, ‘No one knows the people better than ourselves. …the workers are not
travelling people and they don’t fetch travelling people in’. Previous and current
policy frameworks have had a negative impact and built a wall which continued into
adulthood. One man who returned to college in his late twenties continued to feel
isolated within a single large institution.

…a few people found out I was a Gypsy. That was when all the typical
stupid questions started. When some of my lecturers found out I was a Gypsy
they definitely acted different towards me. I didn't receive as much
encouragement as I did before they found out..... and it was like they lost
interest in what I was trying to do‘

The Gypsy Traveller community is very child centred and very protective towards
their children and extremely concerned about moral welfare. This brings about
anxieties about the impact of social mixing in school. School with the presence of
other children presents risky terrain for a number of reasons. Confrontation with a
wider social mix could have negative effects on children’s behaviour,

You put two children together; one gypsy and one from a council estate and
that gypsy child will talk like that council estate child within a week.  (…) the
language of the children that do go to school is like, for example, ‘dickheads’
is a big no go area, you just don’t say ‘dickhead’ in our community, it is
totally disrespectful (…) it is a horrible language’.

Attending school meant cultural beliefs were compromised. Gender codes were
compromised by school trips for instance and the teaching of sex education within
school clashed with the cultural belief that teenagers should not be sexually active.
There was also a sense of resentment about having to conform to the compulsory
nature of schooling which imposes institutional rules which lay in direct contrast to
the notion of freedom by which the community has traditionally been led by.

Finally parents suffered a lack of confidence in keeping track of their children’s work
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I am very supportive of his education and I want to make sure that he is
educated (…) Why would you give a child big boxes of homework to bring
home when he is struggling with his homework.  I just write on the letter ‘too
hard, my child cannot do this’.  (…)  Do you think I can read or write?  Do
you think I can do miracles?  I am only barely starting myself do you know
what I mean?  I am not confident, I can do it but I am not confident, you need
more confidence.

Parents’ attitudes are crucial to connecting better with schools.

This chapter has showed some of the problems facing the Gypsy Traveller community
and how their non participation in education is complex and multidimensional and
related to a broad range of factors. This brings about a number of implications for
policy and practice. First site provision is a central issue which needs improving. The
provision of good, safe and secure accommodation with facilities is viewed as one
essential which would go some way to ease tensions. Second is to allow the
community to decide for themselves what is appropriate to their needs. Parental
engagement is vital and the provision of a community led education would go some
way to encourage more parents to become more involved. Recognising the ways in
which the community has been marginalised, the aims should be transparent:
Escaping the poverty trap, becoming economically productive and socially connected.

Formal education provision simply is not working for this community and an
alternative curriculum is required to engage learners which relates to their own lives.
This could be achieved through a flexible curriculum which reflects Traveller culture,
history and lifestyle. A strong focus on remembering and sharing is empowering since
it ensures culture is recognised, celebrated, valued and accepted. Expanding upon this
there should be career development activities which specifically recognises that
Gypsy Travellers have been successful in entering a range of professions and
occupations.

Finally there is a wealth of experience and skills within the Gypsy Traveller
community which are not formally acknowledged through qualifications. Despite the
potential skill base, the reality is that insufficient education within the community
causes difficulties in accessing employment. Encouraging more people from the
community to work in schools serving areas where there is a Gypsy Traveller
presence would go some way to tackling negative stereotypes.

Conclusion

Gypsies and Travellers suffer multiple disadvantages of low levels of education,
precarious work and higher unemployment. Their immediate concern was not one of
education outcomes, but of securing good, safe and secure accommodation with
facilities. This is an essential requirement which caused a lot of tensions. African-
Caribbeans and Pakistanis did not have the same sort of concerns.
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CHAPTER 8

CONCLUSION

Introduction

The study has brought out matters of agency in showing that rather than being an
empty signifier of educational achievement, ethnicity is simultaneously also
negotiated and lived through and impact upon individuals and their actions in
different ways. It is against this background that educational policy has to be analysed
and new coherent strategies need to be developed to make education provision more
equitable.

Chapter 1 reflected on the social history of Northcity in order to contextualize the
study. Like all other cities, it is a site of struggle. The forces shaping the city today
have been numerous. As well as looking at the areas of Brunsmere which has been a
traditional area of settlement among ethnic minority communities, it also considers
the more affluent areas in the south west.

Chapter 2 looked at the methodologies of the study and described the three schools.
Although the total number of students from Black Minority Ethnic (BME)
backgrounds was roughly a third in all the schools, these were three very different
contexts.
Chapter 3 examined the factors and motivations behind varying school performances
and diverting educational careers. This was considered in three ways, through the eyes
of pupils, parents and teachers. It found that the constraints lying behind social class
and home environment was a key determinant in how pupils behaved and performed
in school.

In Chapter 4 the everyday life in and outside of school was described. This focused
mainly on the existence of social groupings such as chavs and emos.

Chapter 5 looked at the experiences of being Othered from a number of perspectives.
First it considers pupils’ ideas of the stereotypes lying behind ethnic identities.
Pakistanis were associated with terrorism. Caribbeans were associated with drugs and
crime. Second it looks at the practices employed by schools and the effect that this
had on the ways pupils viewed themselves. Finally it looks at the construction of
whiteness with social class and how that resonated in the different schools. Pupils
were strongly aware of social difference although this was some times masked.

Chapter 6 summed up the findings of the previous chapters and expanded on notions
of belonging and ‘roots’. Identity is shown to be made up of fragments and is always
changing and shifting.

Chapter 7 looked at Gypsy Travellers as an ethnic group which has been at the fringes
of education provision for a very long time. Although white, they are at the very
fringes which is ignored. This chapter showed some of the problems facing the
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community and how their non participation in education is complex and
multidimensional and related to a broad range of factors
This study has generated rich data about how some Caribbean and Pakistani students
‘perform’ their identities and how they see their lives and worlds. Social class, gender
and ethnicity all play important roles in the construction of pupil identity which none
the less, leaves scope for agency. Schools do not elicit a consistent response from
pupils. Pupils do not always submit to the repetitive nature of classroom activities.
This study therefore examines these pupils’ individualistic ways of interpreting the
multi-layered world of school. Some of the pupils conformed while others displayed
disaffected behaviours.

Policy Implications

The findings disrupt the ideals of what education should be, which has significant
implications for educational policy. Through the symbols of education, we are able to
view the means by which varying trajectories and therefore wider inequality is
produced and reproduced. This research is conceptualised in a post industrial
economy where reliance on low skill jobs is no longer a viable option for today’s
youth that have failed education. If educational policy is committed to ameliorate
disaffection from its various root forms of oppression, we must assume that
individuals are capable of changing the conditions of their existence. This of course
points to some of the challenges of truly inclusive education provision. It is important
to remain open minded about the reforming capacity of education but in practical
terms ‘school cannot compensate for society’ (Bernstein, 1971) and school alone
cannot alleviate problems. It requires the engagement of the community surrounding
the school, the co-operation of services (social work, community education, police,
housing, private industry and voluntary agencies and groups), and policy at national
and local levels to create the environment which fosters a disposition for self-
improvement through education and learning. While accepting the principle that
disaffection is multidimensional and that a ‘joined up’ approach is likely to be the
most effective, this cannot work in a piecemeal isolated project way. A long term
cohesive strategy is needed. Based on this research of the thoughts and lived
experiences of its pupils, the following measures are proposed to make compulsory
education more meaningful.

Deeper curriculum and pedagogical changes

Britain has one of the worst rates among industrialised countries for dropping out of
school at 16 (Fry et al., 2008). Based on the experiences gleaned from this research,
the main challenge for policy makers at national level is to find ways to promote the
motivational disposition which encourage aspirations through education and learning.
There is a fundamental mismatch between school and disaffected pupils. Some of the
pupils within this study were caught up in a culture that sees learning and intellectual
activity as anti-identity or school for whatever reasons, was simply not a priority.
While interventions in disaffection usually focus on ‘fixing’ the pupil, focus must also
be drawn to the role of the curriculum and pedagogy, which currently remains
standardised and uniform. This exists as a consequence of school evaluation and pupil
assessment which emphasises a narrowed range of outcomes. It is logical that a
flexible, permeable and responsive continuum of support and provision is needed to
target the most challenging young people based on their particular continuum of need.
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What is needed is a flexible and creative response which offers an alternative to
traditional education to meet the demands of challenging pupils. This requires more
innovative measures than just tweaking the timetable. There is a need for a pedagogy
that captures and sustains pupils’ interest in learning. The difference between this and
existing or previous measures offered to underachieving disaffected children is the
fact that it is pitched in terms which are very black and white. This response can be
achieved in two ways.

First, is the need to provide content that connects with pupils’ everyday lives and the
proposal of a sociological intervention goes some way to achieving this. Building a
curriculum which meets the needs of pupils means looking at the importance of
analysing pupils’ own sense of evolving (ethnic) identity- sharing , evolving
oppositions, Critiques of this approach would say a multicultural programme
encourages a sense of victimhood and entitlement. See for instance the debate in
Arizona over teaching ethnic studies classes (Adams, 2010) but it is important to
recognise that learning does not just happen inside school, but exists inside people’s
social contexts and social locations. This is more about a community education
programme which focuses on shared humanity alongside celebrating and recognising
cultural diversity. There is a fundamental need to find ways to get pupils to see the big
picture of the dynamics of their lives. We need to develop a way of meaningfully
communicating to pupils the interaction between the ‘close up scenes’ and ‘private
orbits’ (Mills, 1959:3) of their individual lives and the structural reality in which these
are embedded and how this relates to their life chances. In other words to demystify
and explain social reality by making clearer what is happening so that they can
recognise what they are doing, where they are likely to go and make change. The goal
of educational work with disaffected pupils should be one of social justice and
schools should provide the space and resources for pupils to broaden their horizons
and improve relationships. What this encompasses is self-actualisation. Schools are
unable to affect the social circumstances in which pupils are living; but policy could
do more to offer a curriculum which permits young people to make choices, to build
self-confidence, and to see the connections between learning and a better life.

Second, in an ideal world, there exists an education that is responsive to the diversity
of all pupils irrespective of their gender, race, background, levels of behaviour and
abilities. This is something which may (not) be addressed by the Conservative
government’s recent proposal for independently run State schools. On a positive note,
comparison with Mac an Ghaill’s (1994) study indicates that much improvement has
been made but nevertheless on a day to day practical level, there could be more work
around this. Pupils complained in chapter 4 about how all they learned about in
history was World War 2 and about Hitler which they felt was white people’s history.
This subject provides an excellent example of how tweaking the learning landscape in
this way could enable ethnic minority pupils to feel meaningfully connected to
Britain. Workers from the Empire came to serve Britain during the second world war.
It also links with the first point of communicating with ‘close up scenes’ as following
this, pupils could undertake their own research and draw parallels with their families’
own experiences of migration and integrating in Northcity.

Finally the existence of post code gangs and anti social behaviour of some youth
could be seen to reflect the particular frustrations of youth identity in marginal inner
city neighbourhoods as they search for ways of achieving excitement and pleasure.
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Their thrill seeking is achieved without resources as out of school these young people
are often unsupervised and have no money. In comparison to their independence on
the street corner, classrooms for these pupils offered dull mundane and tightly
restricted routine. When disaffection is persistent and culturally supported in the
wider community, the continuing challenge for policy makers and teachers at the
moment is to plough on regardless rather than offering tantalising learning activities
that permit experimentation. Learning occurs in all contexts and there are various
ways of acquiring information and knowledge. Whether it is wrong or right, some of
the white boys at School 3 had learnt to TWOC cars which involved learning skills of
the trade. White, Caribbean and Pakistani boys were involved in drugs. In engaging
disaffected pupils education must make them see the relevance of what they learn in
school to life outside of school. If pupils understand this they may be more motivated
to learn and stay in education after the statutory leaving age.

The traditional school timetable should be abandoned and replaced by a radical,
creative and flexible approach in which subjects are taught together and entire weeks
or days are turned over to single topics. In doing so, timetables need to be tailored and
adapted for different groups of pupils. Rather than implementing learning through
rigid and compartmentalised specific subjects, this fluid linking of subjects approach
means that learning makes better sense to pupils.  Emphasis should not be placed on
traditional academia but the option given for pupils to undertake a practical skills
based curriculum. This may offer pupils the opportunity to undertake internships with
external ‘real world’ service providers such as car mechanics. Taking this as an
example, pupils could undertake practical application modules on specific areas such
as bodywork or electrics. This is then backed up with theoretical learning. Such
experiences may genuinely raise employment aspirations.

A Continuum of Disaffection

While the majority of pupils do work well in school there continues to exist a number
of disaffected pupils in every school. So too, in the case of Gypsies and Travellers, are
there groups of children ad young people that are not even in school at all. The idea of
a continuum of disaffection requires attention to the extent and the ways in which
individual pupils become, or already are, disaffected from school. Traditional
ethnographers have tended to represent disaffection among all ethnic minority groups
as something created by institutional racism in schools but findings here demonstrate
that the quality of overall social experience explains pupils’ divergent trajectories.
This research therefore sees disaffection as a profoundly social act as well one that is
structured. While Pakistani, Caribbean and Gypsy young people have clearly
divergent life experiences so too are there distinct similarities. The general model
proposed is interested in detecting, as soon as possible, those pupils susceptible to
academic disaffection. In this sense the pupil is placed at the centre of a risk matrix.
The importance of this is that it illustrates disaffection as layered and resting on a
series of issues located on the crossroads between the cultural context of the
neighbourhood and the public sphere of the school. It is the beginnings of plotting
how these structures interact and mesh to create disaffected identities.
The idea of a continuum also highlights the reality that dealing with disaffection
cannot be built on the principle that one size fits all. The recommendations here focus
on prevention and interventions reducing the disaffecting impulses of context and
social relations, including poverty, emotional stress, and peer group membership. This
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is something which would not only benefit Pakistanis and Caribbeans, but everyone
overall.

Practical examples of measures for improvement are handled below.

Following through on student voice
Ironically school policies are often entitled ‘whole school’ policy but seldom do they
incorporate the views of pupils who are excluded, disaffected or disengaged from
school. While policy has emphasised student voice and developing inclusive forms of
schooling that will be more effective for all pupils, this clearly is not the case for
Gypsy Traveller children.

Gender and class
The need to highlight power differences existing between males and females is a
simple and much emphasised point but one of crucial importance. Much work must
continue around boys’ damaging and limited models of being masculine. This
includes postcode gangs but also in attitudes and patterns of behaviour that are not
demeaning of girls and women. It is my belief that no bullying policy would be
effective in eliminating this completely although I think schools are well placed to
address gender issues through specific units of work which explicitly discuss
conceptions of gendered identity. Programs may be either gender-specific or gender-
relevant but should address social justice issues which allow pupils to build and
explore individual identities. Simultaneously looking at Louise in chapter 3, work
must be done on girls’ assertiveness training and sexual exploitation.
On the other side of the coin, further work needs to be done into possibly critiquing
contemporary negative attitudes to adolescent sexuality. Despite popular belief some
Pakistani girls were, despite its invisibility, like white and Caribbean girls, having
underage sex. The fact is, not all girls are being sexually exploited and constant
repetition of the ways girls have been stereotyped or devalued adolescent sex is
limiting and disempowering in itself. Existing research on this area tends to reinforce
gender dichotomy since most studies suggest that girls place high value on intimate
relationships and sexual relationships are part of a ‘respectable’ quest for love,
whereas boys sought sex as an end in itself. Further research may break down these
homogeneous narratives and reveal that girls are as much a part of sexual power as
boys.

Racial equality and integration
Diversity was emphasised through the surface manifestations of ethnicity, which
served to socially articulate and maintain differences through ‘boundary maintenance’
rather than offering cohesive provision. Fundamentally there is a need to focus on the
hierarchies of power, not the superficial manifestations of culture but perhaps there is
a need to focus more on the commonalities of experience though coherent pattern of
provision that is truly inclusive, catering for everyone.

Emotional literacy
The constellation of challenging problems which some pupils must manage in their
daily lives were seen in the case of Louise in chapter 3. This brings about the
necessity of teaching new skills and providing a nurturing environment within school
to help pupils manage their identity in a less damaging way than truanting. Rather
than a classroom practitioner who has trained in pedagogy this requires a professional
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with a more hands on approach who would allow such pupils to address their issues in
a more proactive and less abstract way. The extent of the facilitator’s interpersonal
skills are key in such work. One concrete example may be to incorporate the family
group conference programme into schools. Family group conferences is a method
which has its roots in aboriginal cultures. It rests on the principle that the child is best
raised within a family and works to create a plan to resolve the issues in a proactive
way which actively safeguards the child.

Teacher training and education
Greater attention needs to be paid to how teachers working in inner city schools are
trained, hired, and manage with the distinct challenges of inner city teaching in
ethnically diverse classrooms. There are two achievable options here. Option A is a
PGCE specifically aimed at teachers wanting to teach in inner city settings. This
differs from the ‘mainstream’ PGCE as greater emphasis is placed on understanding
pupil behaviour and the specific challenge of classroom management. Option B is to
ensure that a statutory requirement of gaining Qualified Teacher Status is that all
trainee teachers must successfully undertake a placement in an inner city school.
Following this there must be an ongoing commitment to the professional development
and training of both teaching and non-teaching staff working in inner city schools.
Too little assistance is provided to teachers to help them observe and construct the
meanings and knowledge that guide their actions in the classroom. Measures to
address this could include offering a mentoring scheme or offering opportunities for
team teaching where they break from insularity and can learn from others’
professional practice through action and reflection in a very practical way. It would
also be of benefit for all teachers to be offered the opportunity to ‘see outside the box’
and observe practice in a range of other types of schools. For instance, teachers
working in inner city schools may observe teaching practice in the differing contexts
of independent schools, pupil referral units, academies, faith schools and special
schools to gain a broader level of social insight in order to be equipped to trial new
methods and make change in their own milieu. Such experience would equip teachers
with an understanding of how different groups of pupils of the same age perform in
different settings with different organisational and social contexts. This could
generate higher expectations of the pupils in their classes and could generate ideas for
innovating lessons.

To ensure a better understanding of teaching ethnically diverse groups of pupils the
content of the PGCE should also provide in depth knowledge of different cultures. An
obvious danger is that with the plurality of ethnic diversity, one can end up with no
content at all. Finally we need to genuinely learn from these young people. School
should be giving learners richer cultural experience. Although evaluating school
performance is fundamental in highlighting flaws and showing impact, a more holistic
view needs to be undertaken.
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