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forms to answer some sentence completion items. West Indian pupils accounted for
approximately 10% of the research age grade, yet in response to the item,
e is picked on by some teachers",

half of the pupils nominated were of West Indian origin (7).

Many West Indian pupils complained about this kind of treatment during
interviews with me, but perhaps the most persuasive evidence was that offered by
some of their white peers, whom, it might be argued, had nothing to gain by
characterizing teacher-pupil relations in this way.

DG "Do you think the teachers particularly like or dislike

some people?"
James Murray "I think some are racialist."

DG "In what ways would you SEE that?"

James "Sometimes they pick on the blacks. Sometimes the whites

are let off. When there's a black and a white person,
probably just pick on the black person."

James was seen as an 'average' pupil by staff and (unlike some more alienated
pupils) could not be accused of having any vested interest in portraying teachers in
a negative way. Pupils whom I identified as highly committed also reported that
some of their West Indian peers were subject to frequent and sometimes "unfair"
criticism, however, they did not generalize from their observations and often

rejected the notion that there was victimization of West Indians per se.

DG "Do the teachers treat any groups of pupils differently?"
Anthony
Clarke "I know [a teacher] used to shout at Wayne and Charley a

lot [both West Indians], but I mean, all the coloureds
reckon that teachers are prejudiced against them....
think that's a load of CRAP."

DG "Do you think that any groups of pupils are treated
differently?"

Julie Bexson "Some people who've got a bad reputation, you know. they
get picked on more. (...) Like if you're messing around in
class sometimes, then the teacher will always presume that
it's YOU who's messing around. If anything goes wrong,
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it's you that gets it...
I can't really explain."

DG "You can't think of any, say in your form, that might get -"
Julie "- CHARLEY ([Thompson: a West Indian]. Yeah definitely.

If there's any messing around it's always Charley that's

done for it..."

It is clear that an awareness of the frequent criticism and control of West
Indian pupils by their white teachers was not restricted to West Indian pupils
themselves or to their more 'disaffected' white peers. Furthermore, the pupils'
reports were supported by my own classroom observation.

The disproportionate criticism which West Indian pupils received from teachers
was not the only source of conflict in the teacher-pupil relation. Interactionist
analyses of 'deviance', such as that proposed by Becker (1963), do not, as they are
sometimes accused, suggest that once a person is ‘'labelled' s/he will automatically
internalise that judgement and commit further acts of deviance. In fact Becker
identified a complex of factors which may, or may not, lead to the development of a
"deviant career". Among the many influences which might lead to the confirmation of
deviant 'labels' are the reinforcement of that judgement through subsequent
interactions with actors in positions of institutional authority (such as police or
teachers) and the development of a subculture which may seek to legitimate or even
glorify the 'deviancy' (Becker, 1963: 36-9). An example of the latter is considered
in the next section of this chapter, but for the moment it 15 necessary to examine

the cumulative force of teachers' perceptions in their day-to-day interaction with

West Indian pupils.

ii. The reinforcement of West Indian pupils' 'deviant' image

Through my observations and conversations with actors in City Road [ felt that
a disproportionate number of West Indian pupils had gained poor reputations among
the staff, particularly for being troublesome. I have already suggested that they

were subject to criticism more often than their peers of other ethnic origins (even
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where they shared in the deviant act) and, given the physically distinctive
appearance of West Indian pupils, it was relatively easy for a teacher (even one who
was unfamiliar with the class) to remember that a particular West Indian pupil had
been controlled before (there were rarely more than a handful of West Indian pupils
in any one teaching group). Once bestowed, a pupil's reputation could lead to
further conflict between teacher and pupil. This in turn might reinforce the sense
of conflict and suspicion which could be seen both in staff beliefs concerning
'troublesome' West Indians and the sense of victimization felt by the pupils.
A pupil's poor reputation could act to increase the teacher's readiness to
control that pupil, since s/he 'knew' that trouble was likely to come from that
quarter. For example, the following account of classroom behaviour is taken from an
interview with Vicky Mitchell, a white girl in one of my case study forms, who was
very highly committed to many aspects of the official school value system.
DG "Do you think that any groups of pupils are treated
differently in the school?"

Vicky "Yeah, I mean Paul Dixon (...) I could cause trouble as
well as him, if something went wrong while the teacher
wasn't there, they'd probably try and blame him, when it
could've been ME. You know what I mean, I could have done
it for a laugh or something, and if [teachers] come In
sometimes late, you know, you've got a bad name then that's
it, you know, it's always them.”

Another consequence of such a reputation might be that behaviour which does not
fit the negative image is highlighted as 'strange' or even ridiculed by the teacher.
Rather than concluding that the reputation is wrong, or at least a simplification,
the situation is judged in relation to that image. Consequenty it is the behaviour
which 1s queried:

Vicky "Paul [Dixon] and people like that, you know If they really

do settle down to their work then the teacher'll say, 'Oh,
whats wrong with you, YOU'RE WORKING', and taking 1t out of
themm then 'CAUSE THEY ARE WORKING. And 1 suppose he thinks

'Why bother... they're always getting at me'.
| feel sorry for him in a way."
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Vicky's report that Paul had been criticized for academic effort was s.milar to
certain observations of my own. For example, during the option choice process I
watched as Roger Haynes (a West Indian pupil who was not a member of a case-study
form) discussed a change of options with a member of senior staff. Roger
successfully changed from Art to Chemistry, however, the difference in the 'academic
natures' of the subjects was commented upon by the teacher.

"What is all this intellectual push that you're going on? Are we

going to see a different Mr. Haynes this term? Hard working?

[smiles]

I shall look for great things."

The exchange was good natured and both teacher and pupil laughed at the
comments, yet, despite the apparent friendliness, the interaction served to
emphasize that a move from a low status, practical subject (Art) to a more highly
prized 'academic' option (Chemistry) was not 'characteristic’ of Roger's previous
reputation. The change of option was not blocked by the staff member, but his
sarcasm suggested that the "intellectual push" might be doomed to failure.

Negative reputations and consequences such as those noted above were not
exclusive to West Indian pupils. However, they did seem to suffer from such
stereotyping more often than pupils of other ethnic origins. For example, poor
reputations and staff expectations of likely trouble were not only the result of
frequent criticism by the teacher concerned, informal conversations between teachers
could 'alert' other members of staff. Indeed, a pupil's reputation was sometimes
formally communicated to each of their subject teachers via a system of report
cards.

Report cards were an official means of monitoring a pupil's behaviour. The
pupil was given a printed card which inciuded spaces for their subject teachers to
confirm the pupil's attendance and to write comments concerning their behaviour.

For example, Wayne Johnson (a West Indian in one of my case study forms) was given a
card on which his form tutor had written a request that subject teachers' comment on

his "punctuality”, "attitude" and "behaviour". The pupil was required to hand this
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TABLE 6.1: PUPILS IN THE RESEARCH AGE GRADE WHO RECEIVED AT LEAST ONE

REPORT CARD DURING THEIR TIME IN CITY ROAD BY GENDER AND
ETHNIC ORIGIN*

Ethnic Origin

White W. Indian Asian Mixed R. Total
2 N 2 N Z N 2 N Z N
MALE
Received a
Report card 9 8 30 3 9 1 0 0 10 12
FEMALE
Received a
Report card 3 2 44 4 0 0 33 1 8 7
ALL PUPILS
Received a
Report card 6 10 37 7 7 1 10 1 9 19

Note: * Data does not include any pupil placed on a report card
after December 1985, when the field work ended.

Percentages are based on the research population.
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card to each of his/her subject teachers and finally present it to their form tutor

at the end of the school day. Each card included enough space for approximately four
days worth of comments. In some cases pupils were given several cards
consecutively. For example, during the first term of her fifth year, one of my case
study pupils (@ West Indian girl) was told that she would receive report cards for

the remainder of her school career.

Several pupils in my case study forms received report cards during their career
in City Road. Many stated that the cards had not embarrassed them at all, but there
was a feeling that they sometimes led teachers to move pupils from their friends,
causing resentment.

Wayne (a West Indian pupil)
"You just walk in a room, sit down. They say 'Get up and
move over there'. And all I did was walked in the room."

The importance of report cards was two-fold; firstly they indicated that the
pupil's behaviour was considered enough of a problem to warrant official action
beyond informal word-of-mouth reporting. Secondly, they represented a likely source
of reinforcement of 'deviant' labels. The official requirement to take note of, and
record, the behaviour of a particular pupil drew teachers' attention to a potential
source of trouble and could lead to actions which might inflame the situation
further (such as changing their seat). In view of these factors it is significant
that during their school careers, proportionately three times as many West Indian
pupils in the research population received at least one report card than pupils of
any other ethnic origin (Table 6.1) (8). Given the greater control and criticism of
West Indian pupils, their proportionately greater representation in Table 6.1 is in
the predicted direction. However, the absolute number of pupils who received report
cards was very small and the figures should be treated with caution. A more broadly
based comparision may be made by examining the receipt of senmior management
detentions by pupils of different ethnic origins across the research age grade.

Since all pupils who spent any time in City Road were able to appear in the
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TABLE 6.2: PUPILS IN THE RESEARCH AGE GRADE WHO RECEIVED ONE OR MORE
FOURTH OR FIFTH YEARS* BY

DETENTIONS DURING THE THIRD,

GENDER AND ETHNIC ORIGIN

Ethnic Origin

Mixed R. Total
y4 N y 4 N

43 3 49 59

White W. Indian Asian
4 N 2 N b4 N
MALE
1 or more
detention 47 43 70 7 s5S 6
FEMALE
1l or more
detention 29 22 67 6 33 1
ALL PUPILS
1 or more
detention 39 65 68 13 S0 7

Note: * Fifth year: Autumn term only

Percentages are based on the research population.

40 4 42 89
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detention books at least once, the figures for Tables 6.2 to 6.4 inclusive are based
upon the number of pupils of each ethnic group who were present in the research age
grade at any time during the research. By using the broadest sample possible for
the calculations concerning the relationship between detentions and ethnic origin I
hope to make the analysis as rigorous as possible. It should be noted that two West
Indian pupils joined the school roil very close to the end of the research fieldwork
and had little time to appear in any detention records. Hence, the proportions of
West Indians receiving negative sanctions are likely to be somewhat reduced by the
late additions to that group. In relative terms the West Indian pupil population
experienced the largest increase of any ethnic group resulting from new arrivals to
the school. Despite these factors the relationship between ethnic origin and

receipt of senior management detentions is striking.

Table 6.2 shows the proportion of pupils i1n each ethnic group who appeared in
the detention books at least once during the research. The data reveals that
proportionately more West Indian pupils appeared than any other ethnic group, a
pattern that was true for pupils of both genders. In fact West Indian pupils who
did not appear in the detention books were in the minority for both sexes, a pattern
unique to that group.

Table 6.3 details the number of detentions totalled by each of the pupils who
appeared at least once in the punishment books during the research. Again, as a
group the West Indian pupils stand out as receiving an unusually high number of
detentions. A majority of West Indian pupils who appeared in the punishment books
went on to total at least four detentions during the research. Once again, this
pattern was true for both sexes and unique to pupils of West Indian origin.

The proportionately greater receipt of report cards and senior management
detentions among West Indian pupils 1n the research population was indicative of the
often conflictual nature of white teacher-West Indian pupil relations in City Road.
Pupils of other ethnic origins were sometimes subject to the same controls as their

West Indian peers, but the frequency of the control and criticism which West Indians
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TABLE 6.3: FREQUENCY OF DETENTIONS PER PUPIL DETAINED DURING THE
THIRD, FOURTH OR FIFTH YEARS* BY GENDER AND ETHNIC ORIGIN

Detentions per pupil detained at least once
1 only 2 to 3 4 to 5 6 to 10 11 or more Total

2 N 2 N 2 N Z N 2 N Z N
MALE
White 53 23 35 18 7 3 2 1 2 1 99 43
West Indian 0 0 29 2 43 3 29 2 0 8] 101 7
Asian 50 3 S0 3 6] 0] 6] 0 0] 0 100 6
Mixed Race 33 1 33 1 0 0 33 1 0 0 99 3
ALL MALES 46 27 36 21 10 6 7 4 2 1 101 689
FEMALE
White 45 10 18 4 18 4 14 3 5 1l 100 22
West Indian 17 1 0 0 67 4 17 1 0 0 101 6
Asian 100 1 0 0 Q 0] 0 6] 0 8] 100 1
Mixed Race 100 1 0 6] 0 0] 0 0 0] 0 100 1
ALL FEMALE 43 13 13 4 27 8 13 4 3 1 99 30
ALL PUPILS
White 51 33 29 19 11 7 6 4 3 2 100 65
West Indian 8 1 15 2 54 7 23 3 Q 0 100 13
Asian 57 4 43 3 0 0 0 0 0 0 100 7
Mixed Race SO 2 25 1 0 0] 25 1 0 0 100 4
TOTAL 45 40 28 25 16 14 9 8 2 2 100 89

Note: * Fifth year: Autumn term only

Percentages are based on pupils detained in the research population.
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received was greater. This served to reinforce both the existing conflicts between
staff and pupils, and the simplistic notions which each sometimes held concerning
the other, ie. the teachers' perception of West Indian pupils as a likely source of

trouble and the pupils’ sense of victimization.

iii. The myth of a West Indian challenge to authority

I have already discussed the tendency among white teachers in City Road to
disproportionately control and criticize their West Indian pupils. 1 have also
considered some of the mechanisms whereby this criticism could take on the form of a
cumulative process of increased labelling, leading to a heightened sense of conflict
between the white teacher and West Indian pupil. 1 now wish to turn to a further
dimension of this relationship which was of great importance, ie. that the conflict
was often interpreted by both sides as being 'racially’ motivated. The teachers and
their West Indian pupils often interpreted the conflict between them, not merely as
teacher versus pupil, but as white versus black.

Of particular importance was a tendency among members of staff to sometimes
generalize that a pupil's behaviour signified a more deep seated challenge to the
authority of the school, more specifically, a West Indian challenge to white
authority. For example, I was present at a fourth year parents evening when Paul
Dixon's father reported that his son had complained to him about racial
victimization. After the meeting | spoke with Paul's tutor who told me:

"I think he [Paul]'s got it in for white (...)

When you're talking to him he's going {looks away from me, feigning

apparent disinterest].

You know, you can see him thinking, 'What right have you got - a

white - to tell ME off™. (field notes)

Driver noted the "confusion" of white teachers faced with certain behaviours

which they might interpret incorrectly.
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"Turning the eyes away was observed on many occasions to be made by a
West Indian pupil as a sign of deference and respect to a teacher,

yet it was received and interpreted by the teacher as an expression

of guilt or bad manners."

Geoffrey Driver (1979: 137)

Whether the incident involving Paul Dixon was an example of this kind of
"confusion" cannot be assumed. However, it was clear, from the evidence of white
teachers and their West Indian pupils in City Road, that some teachers' tendency to
impute a racially based threat to their authority in dealings with West Indian
pupils could only add to the existing conflicts.

Michael Cooper (mixed race)
"...I got caught [playing truant] once, [a teacher] he
asked me why I was doing it, but I couldn't give him a
reason. So he started going BARMY at me, saying, 'Oh, all
'cause you're a different colour from me, you can't answer
me' and all this." (9)

I wish to stress that the imputation of a deliberate challenge to authority,
typified by the phrase "you can see him thinking", was not a crude stereotype held
by obviously 'prejudiced’ teachers. Rather, it was a way of thinking which was
rooted in the ethnocentric assumptions of teachers and in their responses to the
day-to-day demands made upon them within the school. The vast majority of teachers
whom [ met in City Road seemed genuinely committed to ideals of equality of
educational opportunity, yet in order to carry out their job they had to control
pupils. The teachers' insistence that all pupils should be treated alike and the
range of demands upon their time and energies led them into a disproportionate
amount of conflict with West Indian pupils. This was a fact of lLife for many
teachers and reinforced a belief in a West Indian challenge to authority which
seemed impervious to the complaints of pupils and parents. Many teachers had

personal experience of 'trouble' with West Indian pupils and they often generalized

this image onto the group as a whole.
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A female member of staff
"['ve never been assaulted by a white kid.
['ve been thrown against a wall by a pupil and it was a
black kid.
I've been called a 'Fucking slag' [by white kids] but I've
only ever been HIT by a black kid." (field notes)

This quotation reflects the view, common among City Road staff, that as a group
West Indian pupils presented a greater disciplinary problem than their peers of
other ethnic origins. The detention data, which I have presented above, certainly
supports the claim that West Indian pupils were frequently "in trouble". The
question now arises as to why West Indian pupils appeared so often in the school
detention books? Was it that they simply broke school rules more often than their
peers? So far I have argued that much of the West Indian pupils' 'deviance'
depended upon their teachers' interpretation of unfamilar behaviours and an
imputation of a West Indian challenge to authority. These questions may be explored
further by returning to the information available in the school detention books.

In addition to examining the numbers of detentions given by staff, it is
possible to use the teachers' brief comments on the "reason for detention" (recorded
at the time the detention was given) as the basis for a tentative breakdown by the
'type' of explanation offered. In particular I will focus on the 'nature' of the
recorded offence(s) as situated in either the 'routine' agreements and rules
governing behaviour in the school, or in the 'interpretation' of pupil action by the
member of staff. Clearly, all the detentions were based upon staff interpretative
judgements to some degree, therefore before presenting the data I will explain the
classification and its use in more detail.

[ will classify as 'routine' all detentions where the reason given in the
punishment book referred only to the pupils' transgression of some school rule for
which the appropriate punishment was routinely feit to be a senior management
detention. For example, "Smoking", "Truancy" and "Shop at breaktime" were staff

entries which referred only to the particular rule which had been broken.
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1 will count as 'interpretative' all staff entries where the teacher explained
the reasons for the detention by reference to their own interpretation of the
pupil's behaviour - as opposed to simply observing which rule was judged to have
been broken. If the member of staff, in officially recording his/her reason for
giving a detention, felt it necessary to include a comment on the ‘attitude' of the

pupil then I will classify that detention as ‘'interpretative'. For example:

"Persistent disruptive behaviour and rudeness when challenged.”
"Nuisance on the stairs, denial, lies.”

"Rudeness and attitude towards apology.”

The above "reasons for detention" refer to questions of interpretation much
more than the explanations in terms of rules alone. The classification is an
attempt to examine the extent to which detentions were 'earned' by breaking clearly
defined school rules as opposed to offending teachers' less explicit expectations of
'acceptable' behaviour. As noted above, all detentions relied upon teacher
interpretation to some extent, however, the distinction 1s a reasonable one. In my
experience during two years of fieldwork in City Road, any pupil discovered
truanting or smoking on the school premises would receive a detention. In contrast,
teachers' perceptions of "misbehaviour", "rudeness" and "attitude" could vary
dramatically.

It should be noted that because the classification is based upon the official
explanation of the "reason for detention” it is likely to underestimate the 'true'
level of what I have termed 'interpretative' detentions. For example, one form tutor
gave three girls (two of them West Indian) a total of nine detentions over just
three days, all for "Persistent lateness." In fact these entries represented a
conscious decision by that member of staff to "clamp down" on a particular group of
girls. The detentions were, therefore, closer to the type which [ have defined as
'Interpretative’. However, since [ have no way of knowing whether any other

'routine' detentions are based on similar "clamp downs" | have decided to apply my
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classifications rigidly, based purely on the official entry in the punishment book.
In so doing | hope to make my classification as representative of the teachers' own
justifications as possible. Hence, the nine entries noted above appear as 'routine'
detentions in my analysis. Similarly, where a pupil failed to attend a detention
s/he automatically received another to replace the one that they had missed. Such
'repeat’ detentions will be counted as 'routine' because, aithough the original
offence may have been 'interpretative', there was no element of interpretation
involved in the carrying over Vof a 'repeat' detention. In applying my
classifications in this way I hope to be as rigorous as poscsible by not classifying
as 'interpretative' where there was any room for doubt. Thus ! restricted my own
interpretation of the detention data to a single criterion. If I had introduced my
perscnal knowledge of particular cases it might be argued that I had biased the
analysis in some way, eg. because I knew a greater proportion of the West Indian
pupils in the research age grade.

Tavle 6.4 applies the routine/interpretative distinction to ali de
received by the research population. The data indicates that in the eyes of the
staff West Indian pupils' offences tended to be of a different nature to those of
their peers of other ethnic origins.

The majority of all detentions given during the research (for both sexes and
all ethnic origins) may be categorized as 'routine' (67%), whereas less than a third
of all detention-offences were described by the teacher in 'interpretative' terms
(30%5. This distribution was reproduced almost identically for pupils of either
gender: 67% of all male and 68% of all female detentions may be classified as
'routine', with 30% and 31% repectively as 'interpretative'. Even given my
qualifications about the classification and the source of the data it is possible to
conclude that there was little or no significant difference in the incidence of the
various 'types' of detention-offence between male and female pupils.

However, in terms of the ethnic origin of the pupils some important differences

were discernible. For all white and Asian pupils detained, 'routine' violations
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TABLE 6.4: "REASON FOR DETENTION" GIVEN DURING THE THIRD, FOURTH OR

FIFTH YEARS*

BY GENDER AND ETHNIC ORIGIN

"Reason for detention”
Routine Interpretative Other** Total
y4 N 4 N y4 N A N
MALE
White 77 72 22 21 1 1 100 94
West Indian 45 14 45 14 10 3 100 31
Asian 73 8 27 3 0] Q 100 11
Mixed Race 43 6 50 7 7 1 100 14
ALL MALE ENTRIES 67 100 30 45 3 s 100 150
FEMALE
White 75 S4 25 18 0 0 100 72
West Indian S0 12 46 11 4 1 100 24
Asian 0 0 100 1 0 0 100 1
Mixed Race 100 1 0 0 0 0 100 1
ALL FEMALE ENTRIES 68 67 31 30 1 1 100 98
ALL PUPILS
White 76 126 23 39 1 1 100 166
West Indian 47 26 45 25 7 4 99 5%
Asian 67 8 33 4 0 0 100 12
Mixed Race 47 7 47 7 7 1 101 15
ALL DETENTIONS e7 167 30 75 2 6 99 248

Notes: * Fifth year: Autumn term only
** Other detentions =

Percentages are based on detentions among the research population.

where staff comment absent or illegible.



appeared twice as often as 'interpretative' ones. In contrast, West Indian pupils

had an almost equal division between 'routine' and 'interpretative' descriptions.

The small number of Asian and Mixed race females who were detained means that any
breakdown by gender and ethnic origin for those groups would be meaningless.

In comparison to white and Asian pupils, therefore, a greater proportion of the
detentions which were given to West Indian pupils appear to have been based upon
offences whose identification rested primarily in the teachers' interpretation of
pupil attitude/intent. The same also appears to be true for male pupils of Mixed
ethnic origin (where one parent was of Afro-Caribbean origin).

Despite my qualifications concerning the definition and application of the
detention-offence categories, the patterns which emerged are in the predicted
direction. Hence, the data supports the hypothesis that the staff tended to
perceive a disproportionate challenge to their authority in the behaviours of West
Indian pupils. West Indians did not simply break clearly defined school rules more

often than their peers.

There is evidence, therefore, that as a group West Indian pupils were
disproportionately subject to negative sanctions within City Road. In view of this
fact it is important to recognize that any complaints against the school,
concerning behaviour which pupils or parents considered to be "prejudiced", were not
treated with sympathy by the staff. For example, at one parents evening I saw staff
actually laugh at a white parent's suggestion that one of their colleagues, whom
they described as "a very experienced teacher”, had insulted a pupil of mixed race.
Most complaints were not dismissed so easily, the majority of staft recognized that
race could be a very sensitive issue and tried to deal with grievences 'rationally'.
Yet on each occasion that race was raised the school's response was to deny the
validity of the accusation. A typical response was to claim that the pupil imagined
the victimization: as one teacher told me, "it mainly exists in their minds". This

view was not always expressed so simply, but whenever staff spoke of such
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accusations they would typically deny them any validity. For example, a senlor

member of staff told me of an occasion when a West Indian was given detention:

LU
.s

. it just happened that we decided that night that detention would
be cleaning up the yard, picking up litter. But they [West Indian
pupils] saw it as picking on him, 'It's not right, making him pick up
litter just 'cause he's black'. (field notes)

Incidents such as this were interpreted by staff as offering support to their
view that accusations of prejudice were likely to be over-reactions at the very
least. There was also a widespread, although less often stated, feeling that
accusations of victimization were frequently used as a "smokescreen", ie. a device
to remove attention from the pupils' own actions. For example, as 1 have already
noted, during the fieldwork a local Afro-Caribbean pressure group received a great
deal of publicity concerning its accusation of discrimination in the suspension

e mom A -~ EY 2N A tmanl aakhaala ”~ boamb man ereid a0 r -~ em  ad
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different reason for the over-representation of West Indian pupils in the figures:
"They're the ones who are causing most trouble".

Hopefully, the data which I have presented so far in this chapter has given
some Impression of the complexity of the interactions and assumptions which resulted
in explanations such as this seeming not only reasonable to teachers, but true.

This description of the most usual responses to accusations of teacher
"prejudice” will come as no surprise to educational researchers or practicing
teachers. Cne of the most basic assumptions of teachers' work culture appears tc be
the belief that, regardless of the details of particular incidents, colleagues
should support each other in all cases of complaint by a parent or pupil (eg.
Becker, 1953). In City Road this meant that even a teacher who had a reputation
amongst his colleagues as being, at best, "intolerant" was defended in the face of a
parent's complaint.

Because teachers' perspectives denied any real legitimacy to accusations of
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racial injustice, therefore, the pupils had no formal means of responding to their
confictual relations with staff. The following section examines some of the
informal adaptational responses of West Indian pupils in my case-study forms and

considers their consequences for educational achievement.

6.3 ETHNICITY AND ACADEMIC ACHIEVEMENT: the adaptations of West Indian pupils

In the previous chapter I noted that there was a limited process of
polarization among the research age grade during their upper school years. | have
characterized this as a continuum of involvement bounded by adaptations which showed
high degrees of commitment to, and alienation from, the officially sanctioned goals
and means of the school value system. However, because the West Indian pupils'
experience of school was qualitatively different to that of their peers of other
ethnic origins their adaptations should be considered separately.

Given the often conflictual nature of the white teacher-West Indian pupil
relation, and the lack of any effective official channel of response, the ways in
which West Indian pupils adapted to their experience of schooling assumed very great
importance. The full range of adaptations cannot be adequately analysed here. Even
within a small sample such as that provided by City Road there was very great
variety. Some notion of the problems facing these pupils can, however, be gleaned
from an examination of individual cases.

In this séction I wish to examine in detail the adaptations of certain West
Indian pupils drawn from my case study forms. Their adaptations seemed to represent
two extreme forms of response to the situation of West Indian pupils which I have
outlined. My reason for considering two examples of West Indian pupil adaptations in
such detail is that they clearly demonstrate the significance of displays of
Afro-Caribbean ethnicity in City Road and highlight the size of the task facing

academically ambitious West Indian pupils in a school dominated by white teachers
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and their often ethnocentric perspectives.

The cases which I will consider involve the adaptations of an academically
ambitious male and a clique of three West Indian lads who came to be seen as
something of a threat to the order of the school. In each case I will outline the
pupils' adaptations to their situation in City Road and consider their consequences

in terms of academic achievement.

a) Ethnicity and academic failure: a subculture of resistance

A group of three West Indian males in City Road established a reputation out of
all proportion to their size in the research population. As one teacher told me,
"They're THE stand-out group in that year" (field notes). The three pupils (Wayne
Johnson, Barry Clayton and Roger Haynes) were widely seen as being intelligent yet
determined to cause trouble. While most teachers knew that these pupils 'hung
around' together, few recognized the strength of the bond between the three. In
fact, they developed a coherent subculture which glorified those elements of their
identities within the school which were routinely devalued (their ethnicity) and

subject to control (their physical prowess).

i. The elements of a subculture

In the previous chapter I used an understanding of the term 'subculture’ which
was drawn from the work of Becker and his colleagues (Hughes, Becker and Geer, 195§;
Becker et al, 1960; 1961). This definition emphasizes the importance of intensive
interaction and a shared situation (role or problem) as the basis for the
development of a coherent set of understandings and agreements. Such a framework
lies behind the following analysis of the subculture developed by three West Indian
males in City Road. In particular [ wish to examine the importance of the informal
group, the goals and values which the subculture stressed and the modes of

co-operation which dominated their interaction with each other and with non-chque

members.



The informal group: West Indian pupils in the research population routinely

faced certain problems during their day-to-day experience of school, such as the
recurring conflicts with white teachers which 1 have examined above. However, such
experiences were not sufficient to lead most of the pupils to the adaptational
responses which this clique exhibited. The extensive interaction of the three

pupils at an earlier point in their careers seemed crucial in shaping the responses
which set them apart from their peers.

Wayne, Barry and Roger were West Indian males who shared not only a similar
sense of ethnicity but also interacted on a frequent and intense basis. Barry and
Roger were members of the same form throughout their secondary school careers, while
Wayne joined City Road during his second year. Wayne was the only West Indian male
in his second year form and seemed to have met and become friendly with Barry and
Roger through contacts in certain lessons and particularly during sporting events
and practices which were held after the school day. All three were prominent members
of the school's sporting teams during their second year.

The three seemed to have formed a closely-knit group very quickly and by the
time my field work began, early in their third year, they could always be seen
together at break times and even during assemblies where different form groups
usually sat apart. Further evidence of their closeness may be seen in Wayne's
responses to my sociometric questionnaires: following a suspension meeting Wayne had
been moved to another form within City Road (3C), yet his only friendship choices
outside that form were of Barry and Roger, he indicated no links with his previous
form.

The three pupils also spent a great deal of time together outside school. They
would structure much of their free time around group activities, such as hanging
around the City centre, where they could "LOAF". The members of the clique also
shared contacts in the wider youth culture of Cityside, which led them into larger
social networks involving post-school age West Indians. It was within these larger

networks, that members of the chique would sometimes attend dances and meet in local



bars.

Goals and values: In many ways the clique mirrored the characteristics of a

much larger West Indian counter-school group reported by Wright, especially 1n
relation to their displays of ethnicity and reputation as a "threatening physical
presence" (Wright, 1985a: 12-3).

All three members of the clique were seen to engage in displays of ethnicity
which owed much to a media presentation of "blackness" as well as their own contact
with the larger Afro-Caribbean community in Cityside. For example, all three members
occasionally wore badges featuring the colours of Ethiopia and used creole
expressions and styles of speech. [ also saw Wayne and Barry use the relaxed style
of walking which, as I noted earlier, was exclusive to West Indian males in City
Road. The clique were not unique in their displays of ethnicity, but the importance
of these symbols within the group was very great. Their ethnicity was crucial to the
group, they mixed only with West Indians outside the school and identified their
ethnic origin as the single most important factor in their experience of schooling.

As I have already noted, displays of ethnicity often led to conflict with staff and
this in turn led to further conflicts as the clique reinforced it's reputation,
among staff and pupils alike, as a "hard", physically powerful unit.
The clique revelled in their physical prowess. The three had won a reputation
amongst their peers as being a very threatening force within the school and like
Willis' (1877) working class white "lads", they were proud of their reputation.
Wayne "No [pupill in [City Road] has ever come out with an insult
to us three, NEVER."

DG "Why do you think that 1s?"

Wayne "Cause they KNOW me you see. 'Cause they know us. They
know us GOOD. They know us too well to say anything back
to us. Because Clayton... they know not toc mess with him."
(...)

DG "So you think you've got the kind of reputation where
people will -"

Wayne "_ Shut up and keep their mouths shut."



This extract may sound like empty boasting, but I had good reason to suppose
that the claims were well founded. For example, a sentence completion questionnaire,
which 1 administered to my two case study forms during their fifth year, included
the item,

M e picks on other pupils".
86% of nominations made by male pupils in the two forms cited either Clayton or
Haynes (Wayne Johnson had been expelled by that time). Similarly, some pupils
referred to the clique during individual interviews with me and even those who had
themselves been disciplined for fighting in the past, felt the need to stress the
confidentiality of their statements. For example, the following warning is taken
from an interview with a white pupil who had been suspended for fighting earlier in
his career at City Road.
"... but don't let that out. They [Clayton and Haynes] are about
the two hardest in the school, so my neck'll be gone if anybody finds
out I've said that."
Like Willis' lads (1977: 35-6) the clique's tough reputation was not always
tested to the point of violence. In fact the clique had developed several strategies
of intimidation which could usually avoid the need for violence. As Barry put it,
"You just BRACE YOURSELF on 'em". For example:
DG "If you have [an argument] with a pupil, does it USUALLY
end up with a fight?"
Barry Clayton "No, we just probably argue, and they just go about their

business (...)
[ was arguing with {a pupil] ... I kinda just toock off my
blazer .... He just gave it me back [ie. a pen which they
had argued over]. (...)
You just keep a serious face."

Such strategies were necessary not only because there was always a risk

involved in a fight, but because such trouble would bring about severe conflicts

with staff, conflicts which they knew from experience could lead to formal

suspensions and even expulsion.
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Despite the strength of the informal group, it would be wrong to assume that
the clique existed in isolation within the pupil body. Although the clique members
recognized a set of strong mutual obligations, the majority of their time in school
was spent in uneventful and even friendly contact with non-cligue members.

Modes of co-operation: The clique was characterized by an intense loyalty and

sense of equality amongst the members. Teacher's typically saw Wayne Johnson as

"the biggest problem" and assumed that he acted as leader to the other pupils.

The Year Head "He [Wayne Johnson] likes to steal the show, you know, he's
VERY ARROGANT, will take advantage of the slightest
possibility (...) He likes to drag people in with him. He

likes to be the SHOWMAN, the big guy, 'Look at me', you
know. 'l can do this, I can do that'.”

However, within the clique there were no clear authority distinctions.

Wayne " _.we ain't got no leader. They [teachers] reckon I'm the
leader, but I'm not the leader of nothing."
The lack of any group leader may have been related to the very small size of
the clique, certainly this was a factor which seemed to heighten the sense of
loyalty and mutual obligation which the members displayed. In a very real sense the

three pupils felt themselves to be 'one'.

Wayne "Us three, we stick together you see. Anything happens to

one, anything happens to ONE, they've got the other two to
deal with (...) It's just us three, nobody else.”

This 1s not to say that the clique spent their time exclusively 1n each others'
company. They had not consulted each other over their subject option choices and
consequently there was no optional lesson where the three were together. In lessons
and form periods the clique members had routine contacts with other pupils, many of
whom were white. However, their closest extra-clique contacts were with other West
Indian pupils within the school, some of whom cited clique members as "cloze

friends" 1n questionnaire responses. In the eyes of the clique these contact: were

not of the same importance as the three-man grouping itself, which not only came



together at every opportunity during the school day, but also structured much of
their 'free time' after school.

It should be noted therefore that although the clique recognized strong bonds
of mutual obligation they did not exist in social isolation and their relationship
with other actors in the school was more complex than might at first appear. Unlike
Willis' (1977) "lads", who seemed to see non-group members as at best inferior (eg.
the "ear'oles"” and West Indians), and at worst as prey (the Asians), the members of
this West Indian clique glorified their position and were conscious of their group
identity, yet existed within a wider and more complex network of social contacts
within the school. These contacts reflected their ethnicity and gender (the
strongest ties being recognized by other West Indian males in the school) but did
not define any group of pupils as natural enemies: being West Indian may have saved
a pupil from the clique's physical attentions, but being white or Asian did not
define a pupil as a target. Rather than setting out to create trouble with their
peers or teachers, the clique generally seemed to respond to hints of trouble from
other actors. However, any such 'hint' of trouble would not be ignored, indeed,
the assumptions and values of the clique meant that any perceived threat or
victimization was likely to be met head on. The consequences of this are considered

below.

ii. The consequences of the subculture for clique-teacher relations

The clique's glorification of their ethnicity and physical prowess acted as a
basis for power within the pupil body and offered an independent standpoint which
distanced them from the potentially demoralising effects of the criticism faced by
many West Indian pupils in the school. The clique were subject to much criticism
and contro} but remained convinced of their own worth and potential. However, a
spiral of increasing control and response seems to have developed. The clique's
reputation meant that staff expected trouble from themn, eg. when | asked Barry and

Roger's form tutor for permission to speak with them | was met with the enquiry;



"Yeah sure, have they been prats again?" (field notes)

This image of the clique (as being frequently at odds with authority) may have
led staff to increased control of the pupils: certainly this seemed to be the case
when [ saw the three together about the school and watched Wayne in class. Where a
teacher did seek to control a member of the clique, in view of their reputation as
being "hard" and their belief that they were often victimized, the pupils were

unlikely to quietly accept the judgement (10).

(During a disscussion about Mr Flint, a particularly authoritarian teacher)

Wayne "Everybody else goes, 'Don't stand up to him'. I stood up
to him.” (...)
DG "[What about] Barry and Roger?"
Wayne "THEY WON'T BACK OFF NOBODY. Shit, I know them two

wouldn't. (...) Sometimes I'll just put my head down [and
work], if I don't walk into a room and they [teachers]
start picking on me. I'll just get on with my work. But
if they start picking on me - say I'm talking to somebody,
just pick on me. But if somebody else is talking to
somebody they don't pick on them - that's not right. They
should pick on the other people as well, and 1 don't like
that."

DG "Apart from you individually, do you think there are any
other people that [teachers] pick on?"

Wayne "Yeah, Barry and Roger."

It should be emphasized that both 'sides' of the relationship were faced with a
situation which seemed to offer them little room for manoeuvre: in order to teach,
the teachers had to maintain control, yet the clique's reputation and perception of
their position could not allow them to let control or criticism go unchallenged.

This situation led to heightened conflict with staff and an increased sense of
victimization and group identity among the clique members. Indeed, the clique's
experience of conflict with the statf was such that they asserted that as a whole

the school was a racist institution.



Barry "If me and somebody else i1s late... it's ME who's in
trouble (...) Most of 'em (teachers] are prejudiced."

Wayne "[The teachers] are after all the coloureds in that

school."

This claim of racial victimization was only made with reference to West Indian
and some mixed race pupils. Wayne stated that "I've never seen NO Asian pupils get
done yet."

Almost every other West Indian pupil with whom [ spoke stated that one or more
teachers were biased against their ethnic group, but they saw such teachers as the
exception rather than the rule. The clique's reversal of this assessment seemed to
reflect their history of very serious conflict with the school. For example, in
addition to each member of the clique receiving several senior management
detentions, two of them were put on report cards and suspended from the school on
more than one occasion.

I wish to emphasize that the clique's assessment of their teachers was not a
simple blanket accusation of racism, used to divert attention from their crimes. For

example:

(I asked Barry about his most recent suspension]

Barry "l brought a knife to school {...) Just carried it 1n my
pocket, to peel an orange. (...) They took the knife off
me, sent me home, said 'Don't come back until your parents

nm

come.

DG "Then what happened?"

Barry "They come up, sorted it all out and I was allowed back
in."

DG "Do you think the school was justified in doing that or

were they over-reacting?"

Barry "No, they SHOULD have done that. (...) I think they would
have sent anybody home what they seen with a knife."

Similarly, the clique listed a number of teachers whom they felt were fair with

them, teachers who "got on" Instead of seeking tc impose their authority.
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Wayne "[Good teachers] THEY GET ON, they talk the same language 1
do. They get on (...) They muck in. They do the same
things [we] do. If you're quiet, they're quiet. If you
shout, they shout... "

This assessment of good classroom practice was echoed by one of the teachers
whom the clique described as being fair with them.

Mr Finch "I just treat them as I find them. They know how far to go
with me. If they give me any trouble, they know they'll
get the same back, but usually they're alright. (...) If
you're straight with them, they're OK." (field notes)

However, the view quoted above was not typical of official assessments of the
clique. As I have shown above, the clique were not 'anti-school' in the sense that
some have used the term, and I would not describe them as alienated from many of the
key elements of the school value system. For example, Wayne, Barry and Roger each
accepted the need to gain qualifications and had relatively clear visions of their
post-school careers. The clique did not reject the aims of schooling, but did clash
with some of the techniques employed by their teachers. However, their history of
conflict with the school was widely interpreted by staff as signifying a deliberate
rejection of the school's authority: as early as March of his second year, Barry was
suspended and a change of school was suggested. In the suspension report the
Headteacher wrote:

"There is a general feeling that Barry is preoccupied with flouting

authority and that he will seek any opportunity to undermine it."

A senior member of staff also described Roger Haynes to me as a pupil who
"flouted authority". Similar views were held concerning Wayne Johnson and it is
revealing to briefly examine some of the staff comments about his expuision from
City Road during his fourth year.

When | began my field work, during the research age grade's third year, I was
told by the Year Head that Wayne was on the verge of expulsion: "he really 1s at the

end of the road". In fact Wayne survived the third year but unofficially he was not
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expected to complete his education at City Road.

A senior

teacher "If he lasts through the fourth year- I mean what we're
waiting for now, is for him to do one more thing and he'll
be expelled."

This vision of the most likely end to Wayne's career in City Road was based
upon his record of suspensions since he joined the school as a second year. The
school operated a hierarchy of suspension 'types’' culminating in a 'C' suspension,
which almost always meant expulsion. Wayne's career was exceptional in that he
remained in City Road despite two 'C' suspensions.

The Year Head "... he had a 'C' suspension about last April [ten months
ago], which is the final one, and we had him back with a
final warning. And then we had ANOTHER 'C' suspension
after that. You know, this is how incredible it was.”

The fact that Wayne had survived as long as he did was seen by his teachers as
evidence of the school's fairness. One of them stated that "...if he'd have been
WHITE he would have gone a LONG time ago (...) we have to appear to be more than
fair." There was no doubt that Wayne had received several "final warnings",
however, his accumulated warnings and suspensions must be seen within the context of
white teacher-West Indian pupil relations in the school as whole. Of particular
importance was the myth of a West Indian challenge to authority. Wayne had not
committed any single offence, against the school or its staff, so serious that it
would normally have brought about expulsion. Wayne was suspended and eventuallly
expelled for a series of relatively more minor incidents. It was the cumulative
nature of his deviancy which teachers stressed.

[From an interview during Wayne's third year]

The Year Head "I have him for [one lesson], for instance, and I don't
hear a word out of him, he just gets on with the work. But
there are other areas of the school where, it you give him
half an inch, he'll take a mile. (...)

You name it, he's done it. Short of hitting a member of

staff. Very, very insulting to members of staff. Theft.
Disobedience. Undermining the members' of staff authority.
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Told kids not to listen to members of staff. Refused to
leave the room when requested. Just generally, he's done
everything he could possibly do to get expelled. Short of,
there's been no incident of him hitting anybody."

After Wayne's expulsion it was the cumulative nature of his offences which was

again stressed by staff.

DG "Why's he been expelled, what did he do?"

Wayne's form
tutor "Well, nothing really - nothing serious, but it's, you
know, it's just the latest in a long line..." (field notes)

The Year Head "It was just two or three incidents on top of what had
already gone off, you know, in the year, and really he just
had to go."

Headteacher "Well, it was just the final straw... It was this attitude.
HE WOULD NOT BACK DOWN. He was in a fight and the
member of staff tried to separate them, and he just would
not let it go - screaming and shouting obscenities..."
(field notes)
This emphasis upon the cumulative nature of Wayne's deviance was particularly

significant because there was some evidence that the time scale of his offences was

shortened in the teachers' recollections.

[From an interview prior to Wayne's expulsion]

DG "When was [Wayne's] last suspension?”
Teacher  “Last month." [ie. January]
DG "Last month, what was that one about?"

Teacher (...)][Having consulted a record] "No, 7th of November."

Clearly such errors would be unlikely during official suspension meetings when
all documentation would be to hand. However, if such a mistake was repeated
informally it could have led to increased official acticn that much socner by
amplifying the teachers' belief that Wayne was bent on challenging the school's

authority: an accusation which, as I have already shown, was levelled against many



West Indian pupils.

Wayne's form
tutor "Wayne Johnson was just somebody who we tried and tried and
tried with... School wasn't the place for him with his
INNER DRIVE, as | saw it, to always appear to be number
one, and unbowed by any authority... Our institution just
couldn't brook that kind of continual challenge..."

The staff perspectives concerning the myth of a West Indian challenge to
authority operated in such a way that any offence by a West Indian pupil could be
interpreted as an indication of a more general 'attitude'. In the case of this West
Indian male clique, who glorified both their ethnicity and their physical
independence, the processes were amplified until the school took very serious
official action against them in the form of suspensions and even an expulsion. As a
result of these processes one of the three pupils involved did not complete his
secondary education in City Road Comprehensive. Neither of the remaining two members

gained any GCE 'O' level or equivalent CSE pass grades in their external

examinations.

The clique of West Indian males described here share certain similarities with
some previously analysed pupil subcultures. For example, I have already noted that
an emphasis upon toughness seems to be a common feature of working class male
subcultures (eg. Willis, 1977). However, rather than simply transferring elements
of an existing class or ethnic culture into their schoo! life, the City Road clique
seemed to glorify their physical prowess as the one element of the staff image of
them which they could exploit to enhance their position within the pupil population.
The clique represent one form of response to the situation which they encountered
within the school, a situation where their ethnicity was routinely devalued and they
were subject to disproportionate amounts of control. The chque's subculture
reflected both their ethnicity and gender, but the former may have been the most
crucial factor since, as the research progressed, a parallel grouping of West Indian

girls emerged as an important part of the research population (11).
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Farrukh Dhondy (1974) has argued that a culture of resistance, similar In many
ways to that which I have described above, will come to typify the West Indian
response to their educational experience in this country (12). However, as I have
already stressed, the pupil subculture described here was an extreme response to the
West Indian situation in City Road; a response which, although rooted in the pupils'

day-to-day experience of the school, was by no means inevitable.

b) Ethnicity and academic success: the case of Paul Dixen

The name of Paul Dixon has already been mentioned several times in earlier
sections of this chapter: 1 have noted that he was seen as a pupil of ability but
one who was accused of "silly behaviour" in lessons. Paul's white classmate, Vicky
Mitchell, reported that he had a poor reputation and that his good efforts in class
were sometimes highlighted as unexpected by teachers. I observed Paul in both set
aind mixed-avilily groups wiere he was fiequently critiCized by siafi aitbough ius
'offences’ were often shared by white and Asian peers.

Paul was acutely aware that he was subject to more criticism than some oI his
peers and, like Wayne, Barry and Roger, he interpreted the control as racially
motivated. His father mentioned this to FPaul's form tutor at a parents evening and
Paul first told me of his thoughts during a third year interview. In particular he
stressed conflict with his form tutor.

" .. he's prejudiced. You've been in our class right, now ain't you

sir. (...) He's always on about my colour sir, whenever I'm getting

done [punished] he says 'You're only doing this 'cause you're black'

and all that..."

Paul's experience of disproportionate amounts of control was typical of West
Indian pupils in the case-study, yet his response was very different to that of the
clique noted above. Paul consciously sought to counter his reputation and promote an
image of academic effort. For example, during my observations of his English set, in
addition to being the most frequently criticized member of the group, Paul was also

the pupil who volunteered most answers to the teacher's questions. Paul acted in a



way which publicly emphasized his commitment to academic achievement; in the English
set he would shout across at a relatively noisy group of girls to be quiet and was
always amongst the last pupils to pack away their work at the end of lessons.

Paul not only sought to counter his 'troublesome' image by emphasizing his
dedication to academic achievement, he also consciously tried to avoid any further
conflict with members of staff. This policy meant that when criticized by a teacher
he would quickly accept the criticism with "Yes sir" or "Sorry sir". Unlike many of
his West Indian peers Paul did not comment on the fact that other pupils were
committing the same offence without punishment. This had the effect of quickly
moving the interaction on beyond the criticism and avoiding any further problems
which might arise if he was seen to openly question the teacher's view. Similarly,
Paul would try to minimize contact with members of staff with whom he felt he was
most likely to conflict. For example, in a fourth year interview 1 asked Paul how he
got on with his teachers (remembering that in the third year he had accused his form

tutor of prejudice).

Paul "They're all alright"”

DG "Any that you particularly like?"

Paul "Not really."

DG "Any that you DISLIKE, you don't get on with?"

Paul "No... [form tutor]l's alright now." (...)

DG "You say [your form tutor is] alright NOW, how has he
changed>"

Paul "He hasn't CHANGED really, 1t's just that I don't talk to

him that much - 1 only answer the register."

The most significant fact about Paul's career in the fourth and fifth year at
City Road was that he successfully resisted those elements of his school experience
which might have led him into further conflict with the school, eg. rather than
argue with his form tutor or seek a change of form group, he simply mintmized his

contact with that teacher. As the extract above illustrates, although Paul did not
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have close relatonships with any member of staff, neither did he generalize from hiz
experience to assert that the school or the majority of staff were racist: he
identified the conflicts which threatened his performance and did what he could to
avoid them.

It should also be noted that Paul did not emphasize his ethnicity through any
displays of dress or demeanour, eg. in styles of walking or speech. This
undoubtedly avoided further conflict with staff. However, unlike his approach to
teacher-pupil interactions in class, this may not have been a conscious strategy.

Paul's efforts to avoid trouble and concentrate on his work also led to
qualitative changes in his social relations with peers. Paul maintained contacts
with pupils of differing academic levels within the school, but it became apparent
that as the age grade moved through the upper school, he was no longer seen as the
leader of a form-based "gang" of lads.

When I first met Paul's form there was an obviously exclusive group of boys who
sat around the same desk and were referred to by their teachers and classmates alike
as "Dixon's gang". Paul was one of two West Indians in the gang, the other members
being two white boys, an Asian and a pupil of mixed race. During the third year
"Dixon's gang" was described by the Year Head as a source of trouble which led to
the underachievement of all concerned and in my working notes | 1dentified the gang
as an Interesting study (hypothesizing that they might move progressively further
away from the goals and values of the school). However, during the fourth and fifth
years something of a split occurred within the group. As always the same pupils sat
together in form periods and they continued to have some contact outside school
hours. Yet the gang was no longer a single umt; Paul and Arif Aslam (the Asian
member) took no part in the pre-arranged truancy of other gang members and often
spent form periods revising for tests together. The split within the friendship
group was by no means total, but it was clear that they no longer shared similar
adaptations to the demands of school. The importance of this development was as an

indicator of the strength of Paul's determination to resist the image which many
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teachers held of him as a potential troublemaker. Paul distanced himself not only
from. certain members of staff, but also from some of his closest friends within the

school.

Like the members of the West Indian clique discussed earlier, Paul Dixon
recognized but rejected the negative image which some staff held of him. However,
rather than reacting through a glorification of that image within a culture of
resistance, Paul channelled his energies into succeeding against the odds by
avoiding trouble when he could and minimizing the conflict which he experienced with
his teachers.

Paul completed his secondary education at City Road by gaining 'O' level (and
equivalent CSE) pass grades in six separate subjects: the highest achievement of any

West Indian male in the school that year.

c) The complexity and range of West Indian pupil adaptations

I have examined two extreme examples of how West Indian pupils in City Road
adaptated to their position within the school. The pupils concerned shared many
similar experiences; they were described by staff as being inteliigent yet
troublesome and were subject to disproporticnate amounts of control and criticism
which they interpreted as being racially motivated. However, the pupils' responses
to their situation were very different; the ciique revelled in their ethnicity and
physical prowess, and would respond angrily to occasions where they felt themselves
to be treated unfairly. In direct contrast, Paul Dixon conscicusly sought to
counter the staff's negative image of him. He minimized contact with those teachers
he expected most trouble from and when faced with a conflictual situation Paul
quickly accepted the criticism without complaint.

These cases represent extreme forms of response, but they were not umque:
there were parallel examples of female pupils' adaptations which shared the

fundamental features of the male responses detailed above. For example, a group of



West Indian girls developed a subculture of resistance which led them to act as
'protectors’' to younger West Indians in the school, defending them from perceived
attacks by white pupils and teachers. Some elements of the female subculture seemed
rooted in sex-role differences and expectations which, like the male clique,

glorified many aspects of the pupils' ethnic identities. This in turn could lead to
increased conflict with the school (13).

The cases which I have presented above serve to highlight some of the
consequences of West Indian ethnicity in a school dominated by the perspectives of
white teachers. In order to succeed academically West Indian pupils in City Road
had to continually act against the staff tendency to label them in a negative way.
Clearly this situation meant that West Indian pupils in the school were in a
relatively disadvantaged position. They were required to counter staff ethnocentrism
without reinforcing the notion that they were troublemakers, a demand which few were
able to meet. This does not mean that the majority of West Indians in the research
population moved towards a subculture of resistance, in fact very few reacted with
such passion. However, their situation was such that a commitment to educational
achievement and hard work was not enough: the academically successful West Indian in
City Road had to respond to their situation in a way which did not reinforce the
staff's often negative image of them. Paul's solution demonstrates the demands this
placed upon the pupils and offers an explanation for the pattern of achievement
among West Indians in City Road.

Table 6.5 outlines the achievements of West Indian pupils in their external
examinations at 16-plus. In City Road the West Indian pupils achieved a pattern of
examnation performance which was unique within the research age grade, ie. each
West Indian pupil gained pass grades in either a minimum of five subjects or none at
all. This tendency to polarize around the extremes of examination achievement
reflected the size of the problem facing West Indian pupils in the school: unless
they had ability and a suitably low-key response to their situation, they tended to

follow a career which, although rarelv as dramatic as that of Wayne Johnson, led
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TABLE 6.5: EXAMINATION PASSES BY GENDER AND ETHNIC ORIGIN*

Ethnic Origin

White W. Indian Asian Mixed R. Total
Z N 4 N z N y4 N 4 N
MALE
No pass grade 72 61 75 6 55 6 60 3 70 76
At least one
pass but
less than five 27 23 0 0 27 3 40 2 26 28
Five or more
passes 1 1 25 2 18 2 0 0 S S
FEMALE
No pass grade 69 40 88 7 S0 1 50 1 70 49
At least one
pass but
less than five 26 15 0 0 50 1 50 1 24 17
Five or more
passes S 3 13 1 0 6] 0 0 6 4
ALL PUPILS
No pass grade 71 101 81 13 5S4 7 57 4 70 125
At least one
pass but
less than five 27 38 0 0 31 4 43 3 25 45
Five or more
passes 3 4 19 3 1S 2 0 0 S 9
TOTAL 101 143 100 16 100 13 100 7 100 179

Note: * By 'pass' is meant grades A,
combined MEG (16-plus) examinations, and grade 1 in CSE

examinations.

Percentages are based on the longitudinal sample.

B and C in GCE 'Q'

level and
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them into further conflicts with staff and ultimately to academic failure.
Unfortunately the classifications used in official statistics do not allow a

broader comparision between this pattern of achievement and that of any

significantly larger population of West Indian pupils in English comprehensives

(14).

An important part of my analysis has examined the role of ethnicity as a factor
in the relationships between white teachers and West Indian pupils, in particular 1
have noted the conflicts which displays of ethnicity may generate. This should not
be taken as meaning that West Indian pupils cannot be proud of their ethnicity and
succeed academically, indeed, an example of such an adaptation has already been
documented (Fuller, 1980). As Rist (1977) and Syer (1982) have emphasized, the
interactionist approach to the study of deviance accepts the complexity of factors
involved in social relations and at no stage should the processes of labelling be
seen as inevitable. The aim of the present analysis 1s to highlight the size of the
problem which faced West Indian pupils 1n a single multi-ethnic Comprehensive;
pupils who by definition were disadvantaged in the teacher-pupil relationship. This
case study has suggested that the nature of their position, in a school dominated by
the perspectives of white teachers, was such that academic success was only a
realistic prospect for a small minority who were able to mimimize the conflicts
inherent in their relationship with white teachers. However, before concluding my
analysis of the significance of ethnicity in City Road it 1s necessary to briefly
consider the position of pupils of South Asian origin, who were the only other

ethnic minority group of significant size within the research population.
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6.4 THE EXPERIENCES OF PUPILS OF SOUTH ASIAN ORIGIN

"While the evidence about school performance of Asian pupils is not

unanimous, the majority of studies ... show an average level of

performance, other than in English Language, that 1s generally on a

par with that of indigenous White children."

The Report of the Committee of Inquiry into the Education of Children

from Ethnic Minority Groups (HMSO, 1985: 65)

This quotation from the final report of the Committee of Inquiry represents a
clear statement of the most commonly heid view of Asian pupils' educational
achievement, ie. that on average Asian pupils do not underachieve. In fact this
statement was qualified in the final report by emphasizing that the category 'Asian'
was a very broad reference to pupils of different cultural traditions and
experiences, and that there was some evidence that Bangladeshi children may be
underachieving as a group. It has also been noted that the statistics submitted by
the Department of Education and Science (HMSO, 1985: 110-118) indicate that on
average Asian pupils were staying within education longer than their white peers,
yet achieving much the same results as a group: as Krutika Tanna (1985) has stated
this is another form of underachievement. Despite these qualifications, however, it
is clear that as a group Asian pupils were not experiencing levels of
underachievement comparable to those suffered by West Indian pupils.

It has often been argued that if West Indian underachievement was largely a
result of teaching which is somehow ethnically biased, then it would be logical to
assume that West Indian and Asian pupils should suffer similar levels of
underachievement. The Committee of Inquiry countered this by quoting Bhikhu
Parekh's observation that this kind of argument "is invalid ... because 1t wrongly
assumes that the same factor must always produce the same results” (HMSO, 1983: 69
and 86). This is an obvious, yet crucial point. However, having established the
principle that the ethnocentrism of white teachers may not have consequences which
are 1dentical for their West Indian and Asian pupils, 1t 1s necessary to move (& an

analysis of empirical cases. The following brief account of the experiences of the
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Asian pupils in my research age grade is a tentative move towards such an analysis.

a) Social relations

During the research there were never more than three Asian girls in the age
grade, therefore I shall concentrate on the experiences of the eleven Asian males
who were present throughout the entire period of the field work. The majority of
these pupils were British born Muslims whose parents had emigrated to this country
from Pakistan.

Ethnicity played a major role in the social relations of the Asian boys in the
age grade, such that almost all were connected via a complex of shared friendships.
These contacts were usually based upon experiences which took place outside City
Road comprehensive and could lead to friendships between pupils who never met during

the routine of the school day.

Rafiq Ali "Well I know Mansur and Amjad very well, but not too bad

Aevs { 3 1 L Y 1 n A T 1 1
Aziz {...) | knew Mansur when ! was small, and ! knew Amijad

when I was small. At nursery I used to know Amjad... And
Mansur I used to know when I used to go to read [the
Koran], 1 used to meet him down [at the Mosque). (...) Aziz
reads [the Koran at the same Mosque] but he don't live
'round my area."

The shared ethnicity of the Asian males could also unite them in other ways
within the school, for example, through contact in lessons or coming together to
defend someone from a racist attack by a peer; one pupil in particular acted as
something of a guardian to other Asian males in the year. Within City Road some of
the Asian males were often subject to attacks from their white peers, usually this
took the form of racist name calling but I also observed physical assaults. For
example, in the 'bottom' English set I observed two physical assaults which involved
male members of the group, in both cases the victim was an Asian.

The small number of Asian males in the research population and their shared

experiences as members of a minority group meant that their friendship networks

extended to include almost every Asian male in the year. However, none of these
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pupils were involved in networks based exclusively upon shared ethnicity. The
responses of the Asian members of my case study and the nominations of their white
peers indicated that many Asian males were part of ethnically mixed friendship
networks which seemed to be built upon school-based contacts in form groups or
lessons. Therefore, while their ethnicity linked the Asian males socially to a

greater degree than was true for pupils of other ethnic origins, they were also part
of much larger ethnically mixed networks. Hence, ethnicity did not act as the basis
for the development of any exclusively Asian group. There were no Asian equivalents

of the West Indian clique described earlier.

b) White teacher-Asian pupil relationships

Just as they did in relation to West Indian pupils, the staff often held
generalized images of Asian culture. However, in the case of Asian pupils these
images were often quite positive. For example, I was told by a member of the senior
staff that one of my case study pupils came from a "very supportive, caring family.
Typical Indian family really." This notion that the "typical" Asian family was
supportive of education was In direct contrast to the widespread tendency among
staff to doubt the interest of West Indian parents whom they had met.

Teacher [A West Indian pupil's] "father gives the impression that

he probably gives him a good hiding now and again- I don't
know.

I've got a feeling that the father 1s just supporting on

the surface, you know. I don't feel there's a great deal of
REAL BACKING there when 1t really matters."

The quotation above was typical of official assessments of West Indian parents:
even those who were seen as well intentioned were usually judged to be 1neffective.
There was a feeling among many staff that Asian puplls were 'quiet' and

certainly not 'troublemakers’. This belief survived despite the fact that teachers

often saw fit to disciphine Asian pupils. Again this image contrasted with that of

their West Indian peers; as I have argued above, any Incident’ involving a West
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Indian pupil could form the basis for a generalization about that pupil and
reinforce the wider myth of a West Indian challenge to authority. By contrast, a
member of senior staff informed me with great confidence that no Asian pupils had
been aetamed in the recent past, yet an examination of the school records revealed
that more than half of the Asian males had received at least one detention during
the research field work (Table 6.2).

This is not to say that Asian pupils always experienced good relationships with
their teachers, or that teachers' views of Asians were always positive. Some staff
saw Asian traditions as restrictive or even "destructive" (for example, concerning
the responsibilities of school-age girls within in the family). However, in their
day-to-day dealings with Asian pupils the staff did not hold any notions of them as
being potentially troublesome, in fact, quite the reverse was true. My classroom
observation indicated that Asian pupils seemed to experience teacher-pupil relations
which were generally similar to those of their white peers of similar degrees of
academic involvement. Teachers' expectations of Asian pupils seemed to owe more to
their identity as a member of a particular set or friendship group than to their

ethnic origin.

In many ways therefore, the Asian puplls' experience of life in City Road was
much closer to that of their white, rather. than their West Indian, peers. They were
involved in friendship networks which reflected differing degrees of academic
Involvement, as well as their ethnicity. Furthermore, Asian pupils experienced
teacher-pupil relations which were underpinned by teacher perspectives which
responded primarily to their membership of a particular set or peer grouping rather
than their ethnic origin. In addition, given any conflict with statf, there was no

assumption on the part of teachers that this might be related to any more deeply

rooted ‘racial' trait.



316

CONCLUSION

In this chapter [ have considered some of the ways in which ethnicity
influenced the school experience of pupils in the research age grade. In particular
I have focused upon the relationships between white teachers and West Indian pupils,
relationships which were often characterized by a sense of conflict. I have
highlighted the ways in which the situational demands upon teachers combined with
their own ethnocentrism to place West Indian pupils in a relatively disadvantaged
position withih the pupil population. The majority of teachers whom I met in City
Road genuinely cared about their pupils and would strenuously deny that they
discriminated against West Indians. However, the teachers' perceptions of pupil
behaviour and concern to maintain their authority led to disproportionate amounts of
control and criticism of West Indian pupils.

The pupils' response to this situation led many into further conflicts with
staff and ultimately to academic failure; the three man élique involving Wayne
Johnson was the clearest example of this. However, academic failure was not
inevitable. Some West Indian pupils did succeed academically despite the odds, most
notably through the use of strategies which acted to minimize conflicts and prevent
any escalation; Paul Dixon offered an example of such an adaptation.

It should be stressed that I do not intend my analysis as yet another example
of what Bhikhu Parekh has called "the fallacy of the smgie factor” (HMSO, 1985:
69). 1 have not argued that the processes which I have discussed in this chapter
were the only factors which influenced the school experience and achievement of West
Indian pupils. Clearly certain factors associated with socio-economic status are
beyond the school's control but may have important consequences for educational
achievement. My principal concern is to highlight those factors within the white
teacher-West pupil relationship which, in City Road Comprehensive, placed West
Indian pupils in a disadvantaged position regardless of 'ability', gender or

external economic factors.

The significance of the processes which I have identified lies in the tfact they
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were located within the role and culture of white teachers. I would argue that none
of the teachers whom I have described or quoted in this chapter couid be
characterized as consciously prejudiced against West Indian pupils. However, the
demands of their role as teachers, and their ethnocentric perception of their

pupils, meant that West Indian pupils were seriously disadvantaged within the

school.

NOTES TO CHAPTER 6

1. The Flanders system involves an observer in noting the character of the
action in a classroom at frequent regular intervals. The observer chooses
the most appropriate decription from a list of ten categories:

Teacher accepts student's feelings.

Teacher praises or encourages.

Teacher accepts or uses the students ideas.
Teacher asks questions.

Teacher lectures students.

Teacher gives directions.

Teacher criticises or justifies authority.
Student talks in response to teacher.
Student intiates talk.

Silence.

SO U s wN =

—

Adapted from Wragg and Kerry (1978: 18)

2, The percentages reflect the difference between the "observed" and the
"expected frequency" of receipt of a particular mode of teaching (the latter
determined by the proportion of the pupil sample accounted for by each
ethnic group) (Green, 1983a: 91). Therefore women teachers criticized West
Indian boys almost twice as often as the number of West Indian males in the
pupil sample would have predicted if ethnic origin were of no significance.

3. Further evidence on this may be found in the testimony of academically
successful young people of Afro-Caribbean and African origin in the final
report of the Committee of Inquiry (HMSO, 1985: 93-103).

4. Some pupils of mixed race saw themselves as sharing a common position with
their West Indian peers and could be subject to the same processes of
labelling. Members of both groups would sometimes refer to themselves as
being 'black'. However, by no means all mixed race pupils shared this
perspective and it is dangerous to generalize about such a heterogeneous
group. Therefore my arguments in this chapter refer primarily to pupils who
were 1dentified (by themselves and by staff) as West Indian. Where a pupil
of mixed race 1s referred to, or quoted, this will be made clear.

5. ] follow Sandra Wallman's understanding of the term 'ethnicity’' as "not
simply difference: it 1s the sense of difference which can occur where
members of a particular cultural or 'racial' group interact with non-members
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... In broad terms it will normally be couched in terms of culture, race,
nation or religion. In a more narrow, Individual perspective the same
difference may be described in terms of the minutiae of behaviour. At both
levels, ethnicity 1s about the organisation of society and the organisation

of experience" (Wallman, 1979: x-3; original emphasis). Therefore ethnicity
refers to subjective notions of 'us' and 'them', to the 'sense' and

expression of ethnic difference.

I wish to use the term 'ethnocentrism' in 1ts most basic form, as referring
to a tendency to evaluate other ethnic groups from the standpoint of one's
own ethnic group. To this extent ethnocentrism is inevitable, however, a
more precise definition includes a judgemental aspect which although common
is not inevitable, ie. as "a tendency to prefer people belonging to the
subject's own [ethnic group], to see things from the standpoint of that

(group] and to set a lower value on other [ethnic groups]" (Adapted from
Banton, 1972: 103). My analysis will demonstrate how the judgements of white
teachers (rooted in their experience and culture) acted against the

interests of West Indian pupils.

In an ethnographic study such as this I cannot summarize two years worth of
observation and interview data in neat tabular form. However, the following
examples of observational, interview, documentary and sociometric data will
establish the validity of this statement.

Details of the sentence completion items are inciuded in Appendix 7.

Unfortunately the school records did not include reliable data on the
multiple receipt of report cards. Therefore I was unable to calculate the
frequency of multiple receipt among pupils of different ethnic origins.

As I have already stated, some, although by no means all, pupils of mixed
race experienced much the same processes as their West Indian peers. See
note 4 above.

Similarly, Wright has spoken of a "stimulus-response situation” in one of
her case study schools (Wright, 1985a: 13). However, the situation in City
Road was far more complex than such a phrase might imply.

During the research a close-knit grouping of several West Indian girls
developed within the upper school. The group was larger than the male
clique delt with here. The group focused around a core of four West Indian
girls (three of whom were in the research age grade) and came to take on a
similar reputation amongst their peers and staff as that achieved by Wayne,
Barry and Roger. In many ways this group paralleled the male clique,
however, 1 was unable to follow them as closely because of prolonged
absences by two of the West Indian girls in my case study forms who might
otherwise have acted as my 'sponsors' and introduced me to the group.

I feel that the culture of the West Indian male clique described here was
one of resistance. 1 prefer this to the term 'counter-culture’, since the
latter seems to infer a blanket rejection of the fundamental aims and values
of the school. 1 have already emphasized that Wayne, Barry and Koger were
not anti-achievement, however, their subculture did stress an active
resistance to what they perceived as the racist actions of teachers. The
consequences of these subcultural positions may be much the same, but the

distinction 1s an important one.

| have used the male pupils as detailed case studies in this chapter tor
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several reasons; firstly, I felt that my gender was more of a barrier to

empathy with the pupils than my ethnicity. Despite the frankness of some
pupils, there were clearly aspects of their social lives which it would be
difficult for female pupils to discuss with me.

A second reason for my emphasis on the careers of male pupils was the
strength of the contacts within the research population which were afforded
me by my case study forms. Paul Dixon and Wayne Johnson were part of the
main study and I was able to use the latter as a sponsor, 1e. a means of
introduction to the other members of the male clique (Barry and Roger). By
contrast, the only academically successful West Indian girl in City Road was
not a member of my case study forms and, as I have explained in note 11
above, circumstances prevented me from gaining informal access to the core
members of the West Indian female clique.

14. Published statistics on the performance of much larger pupil populations do
not allow full comparison with those presented here. For example, data from
the Department of Education and Science Statistics Branch, included in the
recent 'Swann' report (HMSO, 1985: 110-118), presents a category of
achievement described as "At least | Graded Result but less than 5 Higher
Graded Results" (HMSO, 1985: 114). Such a collapsing of pupils involves a
range who may have gained anything from one grade 5 at CSE (which 1s not
commonly accepted as a 'pass’' by most employers or institutions of higher
education) to those achieving four ‘'higher' grades at GCE which are commonly
acceptable in competition for university entrance.
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CHAPTER. 7. THE NEGOTIATION OF EDUCATIONAL OFPORTUNITY

In this thesis | have examined some of the ways in which educational
opportunity was negotiated through numerous interactions between participants within
a single multi-ethnic inner-city school. The research field work was carried out
over a two year period and focused upon the experiences of pupils in two mixed
ability forms as they moved through the final years of their compulsory schooling.
The intensive field work began in the pupils' third year and ended as they were
entered for external examinations as fifth years.

Throughout the study I used a combination of several ethnographic techniques,
including participant observation, interviews and questionnaires. | also analysed
existing documentary evidence within the setting.

This thesis began by focusing upon "the options”, a period of negotiation over
curriculum "choice", which staff highlighted as a vitally important time for their
third year pupils. The final chapters have concentrated upon the more 'routine’
interactions of the upper school years which, although less dramatic, played an
equally important role in the negotiation of educational opportunity in City Road
Comprehensive. Throughout the work I have sought to analyse the complexities of the
interactions which led a minority of the pupil population to academic success while
the majority of their peers emerged from compulsory schooling with educational
certitication of little or no exchange value in competition for places in higher
education and in an increasing section of the post-school labour market which use:
academic certification as a selection device.

1 have adopted a perspective which 1s rooted in the symboliz interacticnist
approaches associated with the Chicagc School. In particuiar I have drawn upon 'ns
work of Howard Becker (EBecker et al. 1961; Becker, 1963 1570; and Erving otiman
(1959 1967). However, my methodology and analysis also reflects more racent
developments and debates concerning the ethnography ot schooling in thiz Zlunwry

(eg. Ball, 198!l: Burgess, 198:3: 1984a; [984b:; 1985a; Hammersley. 1983; l3ul:
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Hammersiey and Atkinson, [983: Woods, 1983; 1986).

The strength of the interactiorist approach lies in 1ts ability tc penetrate
the facade of the educational system and study schooling 'as it happens' in the
day-to-day, moment-to-moment negotiations between teachers and pupis. The approach
offers insights into the complex processes of education which are not normally
available to larger scale, more quantitative work. However, small scale qualitative
research also entails certain limitations; perhaps the most obvious concern the
level of generalization which is appropriate given the particular basis of the
findings. In judging the importance of the research reported here a number of
factors must be considered.

Firstly, it should be restated that this has been a case study of a single
school. Like all social settings, City Road Comprehensive was unique in many
respects, therefore certain facts shouid be borne in mind when considering the
extent to which the research may be used as the basis for broad generalizations
concerning education in this country.

As [ indicated in the first chapter, City Road was very much a working class
school. This had consequences for almost every aspect of teaching and learning in
the setting, in particular it seemed to influence teacher expectations concerning
the nature of the pupil intake. However, social class was not a strong
distinguishing characteristic within the pupil population. Although a relatively
small proportion of the research age grade came irom non-manual backgrounds, their
similar socio-economic statuses did not act as the basis tor any exclusive social
networks or relationships, for example, in the way that gender and ethnicity
sometimes did. Therefore, unlike Ball (1981) for example, I have not been able o

add directly to the literature on social clase difrerences in edycationa!

zxperience.

The remale pupils in the research age grale mav have been arfected 10 s32me Wi
by the tact that they were a minonty within the vear. Howsver. tne

under-representation o! female pupils was not 3 teature or <in=i
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school and there was nc evidence that it reflected any :vstemstc iniluence upcn the
research age grade, eg. such as another school which might have appeared more
‘attractive’ to some parent:s of iemale pupils.

White pupils accounted for approximately 80% of the research age grade.
However, pupils of ethnic minority origin were a significant part of the pupil
population and their numbers were often over-estimated by themselves and their white
teachers and peers within the school. Ethnicity was an important element in some
pupils’ experience of the school and, despite the numerical dominance of white
pupils, City Road was seen by its staff, pupils and feeder community as a
multi-ethnic school.

During much of the research field work the major teaching unions were engaged
in industrial action and the sporadic strikes which occurred during the study
undoubtedly affected the school experience of the research age grade. Throughout
the thesis 1 have indicated those occasions where the industrial action directly
influenced conduct within the setting, tor example, concerning the introduction of a
‘contingency' options organization. However, the main focus of the thesis
highlights areas of school life which, although influenced by the industrial action,
were by no means simply 1ts product.

Despite the number of features which were peculiar to City Road, several
aspects of the research are of significance beyond the walls of the research school.
The case study method has become increasingly important within the sociology of
education and this thesis adds tc the growing number of ethnographies which seek tc
explore particular educational issues through the intensive stugv of one setling.

This study 1s one of very tew ethnographic works which nave examined the role
ot ethnicity in school experience and. as [ detaisd in hapter 5. mv project hasz a
particular ccontipuity ©f interest with a zeries C1 Case studles which Marwyn
Hammersiey has described as "a cumulative research programme” 1n the 30Ci101CEY o1
education (Hammersley, 1985). My research aiso &3ac t& the surprisinglv small

ethnographic literature concerned with the processes ol curricular 2itr=r=ntiatich
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at 14-plus, highlighting the sources ol staff conflicts and power over the

apparently open negotiations. In addition, this study represents the first detailed
ethnography of option choice in a multi-ethnic Comprehensive and expicres more rully
the role of teachers as agents who actively reinforced certain gender-related

patterns of subject take-up.

In subsequent sections of this chapter I will look beyond the confines of City
Road Comprehensive; firstly, to examine the significance of the wider social context
within which the school operated, and secondly, to note the related areas of concern
which this study has been unable to address but which beg the attention of future
research. However, before considering these broader issues it may prove helpful to
briefly highlight the main findings of this research and consider its significance

in relation to previous work.

7.1 THE NEGOTIATION OF EDUCATIONAL OPPORTUNITY IN CITY ROAD

a) The subject options process

The subject options process was presented to the research age grade as the most
important decision-making point in their school career: to date. This was no falze
claim, the options process produced curricula differences between pupils In the
upper school which could be of very great importance in relation to their eventual
school achievement. The process was also of importance I1or many members o1 statf.
The quality of upper school teaching groups, the status, runding and, In sOme Cace:,
survival of subject departments could be seriousiv affected by the number and 'tvpe’
ot pupil who opted for each subject. Hence, 1n addition to the third vear pupii:.
many members ot staft also had a vested interest in the outcome of the subject
options process.

{n Chapter ¢ 1 began my analysis of the :Zity Foad options svstem oy tracing 1
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recent history and outlining the position and perspectives of each group o1
participants who were most 1nvolved within the school; the senior starf, teachers of
optional subjects, form tutors and the pupils themselves.

The City Road options system was organized by members o! the schooi's senior
staff and reflected their conscious decision to formalize and reduce the role of
subject teachers as choice advisers. Hence, the senior staff placed their own
perception of subjects' academic status and the pupils' 'best interests' at the
heart of the options system. However, despite their reduced official role in the
options, subject teachers continued to exercise some influence over pupil choice;
firstly, through a number of 'coaching' strategies, and secondly, through the
involvement of some subject teachers as third year form tutors who had a pastoral
responsibility to advise their pupils.

The pupils received a great deal of 'advice' during the options process and
many applied officially sanctioned criteria (such as ability, enjoyment and
occupational goal) 1n making their 'provisional' decisions. However, several pupils
also applied 'illegitimate' criteria such as teacher attractiveness: in particular,

a strong personal dislike for a subject teacher could deter pupis from an option
altogether.

Having detailed the positions and perspectives of the key participants within
the school, Chapter 3 focused upon the iace-to-face negotiation of option choice and
in particular examined the power of the starf members in the orficial meetings. By
acting as a umfied 'team' the staff almost always brought about any changes Ik
option 'choice' which they felt were necessary. Typically the pupils and rheir
parents would readily defer to the teacher's ‘expertise’. However, because the
staft genuinely felt that some element of cholce was important, their ability tc
repeatedly challenge ‘provisional’ decisions was not limitless. Hence. in a
minority of cases pupils were able to retain options which senior star! relt were

'Inappropriate’.

The final section of Chapter 3 considered the limited renezztiation whith tOSK
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place during the early part of the age grade's fourth year. Although relauvely 1tew
pupils were involved, the renegotiations were not without significance. Firstly,

some 'able' pupils successfully moved into new options. Secondly, subject
departments could exercise a limited form of selection by negotiating the movement
of certain 'less able' and 'troublesome' pupils into the school's 'sink' options.

Chapter 4 concluded the detailed discussion of the options process by
considering the broader patterns of pupil experience which emerged across the age
grade. I focused upon 'ability’, gender and ethnic origin as elements of a pupil's
identity which could have particular consequences for their experience of the
options process.

In common with the practices discovered in a Secondary Modern School (Woods,
1979) and banded Comprehensive (Ball, 1981), 1n City Road the options process acted
as a point of curricula differentiation which included a significant degree of
academic selection. Some pupils emerged from the options process with curricula of
widely differing academic statuses and, although the pupils themselves applied
conceptions of ability in making their 'provisional' choices, members of staff also
played an important role; 65% of the pupils in my three case study forms changed at
least one of their original choices (Figure 3.1) and 54% of the changes involved a
new subject of substantially different academic status (Table 4.3

Pupil gender was an important element in many option 'choices'. Both the
teachers and their pupils often applied stereotyped views oI certain subjects as
being particularly suited to one gender. In addition, teachers cften acted In a way
which reinforced gender-based stereotypes by challenging 'odd' (non-traditional)
choices which they typically interpreted as a sign of mischief ¢r misunderstanding.

Contrary to what might have been predicted on the basis ot previous studies o
ethnicity and academic selection (Middleton, 1983; Wright, 1964), i City koad the
West Indian pupils were not over-represented in the lower statuz sutjects. Howsaver,
this should not be Interpreted as proo! that ethnifity had nc consejuences 1or

teacher expectations. Rather. it rerlected the ract that the options svsiem vinilke
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systems of streaming and banding) was officially defined as Involving an element of
choice; in informal option negotiations the West Indian pupils seemed particularly

successful at resisting staff challenges.

My analysis of the City Road options process has taken up and developed a theme
which has aiso featured in previous ethnographies of option choice, ie. the role of
teachers as "choice mediators" (Woods, 1976; 1977; 1979). Through an analysis of
the options process in City Road 1 have demonstrated the importance of teachers as
agents of selection within a system which was defined in terms of 'choice'.

However, teachers did not simply 'dictate' pupils' options, a genuine element of
negotiation was involved. Also it should be emphasized that teachers did not form a
homogeneous body with comron interests, goals and vaiues. Hence, the processes of
negotiation also took place within the staff body, for exampie, as subject teachers

abmd ke Al clen am dae o A& .o
adjusiea o el icuuu:d tiaiegics.

w

The subject options decisions, therefore, mark a crucial time for staff and
pupils alike and are likely to remain so despite the extensive reform of education
in this country which is currently under discussion (1). Consequently, it seems
probable that the curricula distinctions between the pupils on one hand, who
followed a majority of academic subjects, and on the other, those who experienced
overwhelmingly non-academic upper school timetables, will continue. However, the
form which these distinctions take will undoubtedly be influenced if guidelines
concerning a 'National Curriculum' (DES, 1987) are introduced. The ways in which
such guidelines are implemented promises to be an important field for future
research: among the questions raised may be a concern to establish whether a
National Curriculum will limit the scope for selection and diversity at 14-plus or
merely enshrine in legislation beliefs about the academic status of certain subjects

which are already reflected in most schools' option systems?

Although the subject opticns process represented a crucial point in the school
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careers of the research age grade, further procesze: o1 selection and nezcotiation
continued in the upper school. Farticular aspects of the puplls' experience of the

upper school provided the focus for subsequent chapters of this thesic.

b) Differentiation and subcultural polarization

My analysis of pupil adaptations in City Road adds to a series oi school
ethnographies which have explored the processes of differentiation and subcultural
polarization in different types of English secondary school. However, if these
studies genuinely represent a "cumulative research programme" (Hammersley, 1985) it
1s one which 1s still in its very early stages.

My conclusions concerning differentiation and subcuitural polarization in City
Road must be viewed as tentative given the limited time available for classroom
observation in the fifth year and the under-representation of female pupils in the
research age grade. Throughout my treatment of differentiation in the upper school
I sought to analyse the very complex processes at work within the setting: the
importance of Chapter 5 lies 1n relation to three main areas.

Firstly, I outlined a revised model for the analysis of pupil adaptations. The
model built upon key elements of the prosanti-school typology and was consciously
aimed at recogmizing the complex, negotiated character of pupll adaptations. The
notion of a continuum of involvement allows for the variation in pupil attitudes and
behaviours without imposing artifically 'fixed' categorles upon what are constantly
changing and massively varied individual adaptations.

Secondly, | established that a limited degree of polarization occurred 1n Ity
Foad despite the lack of any single institutionalized divide such a: streaming ar
banding. By no means all pupils could be identified as either committed to, or

P =5

alienated from, central aspects of the communicated scnccl value svstem. Dow

(

r
there were tundamental differences in the adaptauons oI certain pupils whicn wers

acknowledged and reimntorced by both starf anad pupils. The proces:=: o1

dirterentiation and subcultural polarization were very complex and 3:!though ths
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teachers played a crucial role through their treatment of certain pupils. the

acuons oI the pupils themselves were also of great signiticance.

An additionai point to arise from the discussion of difierznuaticn in the
upper school concerned the ongoing nature of the processes of selection in City
Road. Those pupils who had ‘succeeded' in negotiating access to a majority ot
'academic’ options were not guaranteed future academic success. In the official
decisions concerning the character of academic sets, and in the face-to-tace
interaction of teacher-pupil and peer relations, the negotiation of educational
opportunity continued: even within the same classroom very great diiferences in
teacher expectations and pupil subculture could be discerned.

Future research will undoubtedly consider the processes of differentiation and
polarization further and it will be interesting to note whether the notion of a
continuum of involvement provides an appropriate framework for analyses in different
settings. One area in which much more work is necessary concerns the relative
importance of academic differentiation and pupil experiences which are related to
gender and ethnic identities.

I have noted that the under-representation of female pupils in the reseach age
grade has consequences for the level of generalization which 1s appropriate when
considering my findings. Therefore it was with caution that I stated that the
processes of differentiation and polarization seemed tc infiuence both male and
female pupils in the case study. Gender influences were important but seemed to be
secondary to the overall patterns of ditferentiation and polarization. However, 1t
appeared that pupils' ethnicity could have consequences ror teacher-pupil and peer

relations which were independent of any official recogmtion of their 'ability'.

c) Ethnicity and educational opportunity

West Indian pupils were In a relatively disadvantaged pcositicn within the
research age grade. This was nelther the result ol overt 'razizm' Cy statl members

nor rejection ci the basic aims ¢! schooling by the pupiis. The 21ter Coniiictus.
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relationship between the white teachers and their West Indian pupiis refiected &
compiex situation where the demands of the teaching role (eg. to keep order and
apply rules 'fairly') and the ethnocentric perspectives of the staff led tc a
disproportionate amount of control of West Indian puplls. The teachers anticipated
certain differences in the language, dress and demeanour of Asian pupils but made no
such 'allowance' for any differences between their own culture and that of their
West Indian pupils. Hence, almost any display of Afro-Caribbean ethnicity was
interpreted as, at best, inappropriate or, at worst, a challenge to authority.

Contrary to their white and Asian peers of similar 'ability’, even those West
Indians who had achieved highly in written tests and had demonstrated 'intelligence'
through their day-to-day contacts with staff typically experienced conflictual
relations with their teachers. Therefore, academically ambitious West Indian pupils
faced a particularly difficult situation i1n which their responses to staff
ethnocentrism became vitally important.

In order to illustrate something of the range and importance of the pupils'
adaptational responses I focused upon the careers of two West Indian males drawn
from my case study forms. Wayne Johnson and his closest friends developed an
oppositional subculture which glorified those aspects of their identity which were
most devalued and controlied by the school, ie. their ethnicity and physical
prowess. A spiral of increasing control and response seems to have developed which
eventually led to Wayne's expulsion from the school.

However. incereased conflict and academic railure were not inevitable: in
contrast to Wayne, Faul Dixon consciously tried tc minimize conflicts and exhibitea
strategies of behaviour which avoided any escalation when he was criticized 1n
class. In this sense a process of negotiation took place between the white teachers
and their West Indian pupils; a process which demanded a great deal trom the pupils
and which placed them in a disadvantaged position within the pupil tody.

My analysis of the sigmificance o! ethnicity In ity Road must be seen in the



wider context ot other work on multi-ethnic educatior.. Obviously. & study o1 s
single school cannot incorporate an investigation of all the tactors wnizh might lLie
behind the 'underachievement' of West Indian pupils as a group (HM3>Z, 1381; 1985
However, together with previous interactionist work in multi-ethnic settings, a case
study approach can be of very great importance in revealing some of the school-based

factors which act against the educational opportunity of West Indian pupils.

7.2 THE WIDER SOCIAL CONTEXT AND THE NEGOTIATION OF EDUCATIONAL OPPORTUNITY

Interactionist work 1s often accused of studying social action within a
socio-historical vacuum which ignores the role of wider structural forces. In thic
section I want to argue that such a view misrepresents much interactionist work in
the sociology of education. | will highlight some of the ways in which my own
analysis has taken account of the wider social context and go on to consider the
relevance of such work in relation to the macro-micro problem 1n sociological

analysis.

A frequent criticism of small scale school-focused work has been 1ts suppc:2d
fallure to locate the school within its wider social and historical context. kor
example, Rachel Sharp has attacked Ball's account of Beachside as "engaging in a
form of inner emigration in the face of the fundamental :tructura: chanzes in
British society currently being orchestrated by significant tactucn: In the
capitalist class ..." (Sharp, 1981: z5: quoted 1n Ball, 1987: 3.

In a similar vein Lawrence Angus (198b) has cnaracterized symbolic

i 2arin " err o
interactionism as himited by a concern tc explain actions and meaninge i tErms ol

their immediate context” resulting in a situation where "both the rricr knowlesge o1

actorse and. even more importantly. any link with a cconcepticn 21 2 wider. exrernal

soclal reality, are demied" {Angus, 1986: ol: original emphasis).
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In addition to making a prior! assumptions about the nature and dynamics ot
societal reproduction, such criticisms do a serious injustice to the works which
they attack. Although micro-sociological studies do not take macro-theoretical
1ssues as their primary focus, any adequate analysis of a single case must indicate
the consequences of wider influences upon the setting.

ft is quite simply wrong to imply, as Angus (1986) does, that symbolic
Interactionist work views action as occurring in some sort of vacuum, unaffected by
wider structural forces or by the participants’ previous actions, experiences and
beliefs. For example, in Chapter 4 1 noted that in order to make sense of the
situation in Beachside, Ball's analysis of the school's options process made
reference to national differences in the status of certain disciplines and
examination subjects (Ball, 1981: 138-41). Other interactionist studies have also
acknowledged the importance of the wider social context: Lacey (1970) set his study
of Hightown Grammar within the recent history of both the school and its local
community. Similarly, Burgess' account of Bishop McGregor comprehensive made
explicit reference to the crucial influence of local authority policy concerning
both the pastoral and physical organization of its schools (Burgess, 1983: 237).

In common with previously studied schools, City Road Comprehensive did not
exist 1n a social, historical and political vacuum. The particular location of the
school, the history of the educational system in this country and tne personal
blographies of the participants each influenced the conduct of action within the
school in some way. Such factors did not dictate the nature or the outcomes ot the
negotiation of educational opportunity which took place within City Koad, rather
they provided the broad soclo-historical context within which the acuons were
situated.

in summarizing the principal tindings of the research [ have already drawn
attention to particular consequences ot the sccial class and ethnic composition of
the research age grade and the school's teeder community. For example, concerning

stat1 expectations of a pupll intake which was generally ot beicw average ‘quality’.
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In broader terms the study has alsc acknowledged the consequence: of certair
soclo-historical forces which acted upon the school. For example, the subject
options process reflected the influence of many factors which were external to City
Road Comprehensive.

The very concept of curricula choice refiects the particular history of the
English educational system (Reid et al. 1974; Hurman, 1978). The 1ideal of equality
of educational opportunity, the notion of a meritocracy and the particular problems
of 'Comprehensive' schools which are often far from comprehensive in the nature of
their pupil intake, have all had some influence upon the development of the current
situation where an element of choice and specialization at 14-plus is
taken-for-granted in most state secondary schools.

Therefore City Road operated its own system of option choice within a
historical context which defined curricula choice as a legitimate and important
decision-making point in pupils' school careers.

Within City Road there was something of a dilemma concerming the extent to
which subject choice should be 'guided', a dilemma which again reflected factors
which were not specific to City Road alone. Hence, an element of choice was
considered to be desirable - reflecting a democratic 'progressive' ideclogy of pupil
participation; yet the pupils could not be allowed a completely free hand because
certain subjects were considered 'toc important' to neglect - reflecting difference:
in academic status which were rooted n the history ot the educational system and in
the currént economic and employment situations (Hurman, 1378; Ball. 1981; <ocd:on.
1983).

In addition, City Koad existed within the wider culture ot an Englist
inner-city area and, more broadly :peaking, of the modern industrial West. Hence.

certain conceptions involving gender and =thmically rsiated cnaracteristic: were of

and

[h]

significance within the settng. For example, certamn type: ol drez:z, languag
demeanour clashed with the expectation: of white teacners whose cuitural background

defined such 'styles’ a: improper and., In :CmeE casez. TArestenihg _oniejusnuy



many West Indian pupils experienced increasingly conflictual relationships with
staff despite most teachers' genulne commitment to the notion of equality or
educational opportunity.

Similarly, societal stereotypes concerning the typical male/female role n the
post-school world played an important part in the options negotiations. Members of
each participating group (teachers, parents and pupils) often displayed rather
narrow perspectives concerning the appropriate educational/occupational goals for
pupils of either gender. Such stereotypes were undoubtedly influenced by factors
external to the school (eg. the structure of gender specialization in the economy,
the local community and images in the national media) yet they were unconsciously
reinforced within the options system through staff attempts to pre-empt choices
which might lead to 'trouble’ in the future. The staff aimed to avoid problems in
the upper school, not to enforce gender stereotypes, yet their actions had much the
same consequences.

Therefore, the structure of gender relations in society acted upon the research
setting in many ways, not least through the routine assumptions which actors held
concerming gender roles. However, the structure of gender relations was itself
influenced through the unintended consequences of situated actions within the
school; actions which aimed to avoid 'problems' in the upper school and often
unintentionally reinforced gender-specific notions concerning certaimn educaticnal
and occupational goals. This analysis has consequences for the current debate
concerning the 'macro-micro problem' and has a resonance with certain aspects of

Anthony Giddens' critique of previous approaches (eg. Giddens, 1376; 13737 1981

19564).

The apparent gulf between the concerns Ol micro- and macrc-soCiclcg1cal
analyses has been the subject of much recent debate within the izl :ciencss. o
3 recent commentary on the macro-micro prociem within the soci2izgy ! 23ucaudn,

' szale tace-1o-13le

Hargreaves has stated that the "gap between the worid ot small

interaction, on the one hand, and vast social structures o! lmmense proporusns on



the other" 15 "unbridgeable without the provision of some additiona: SUppCrt’. As a
potential source or such support Hargreaves suggested the use of Mertonian "theories
of the middle range" which would direct attention tc a "middle or 'meso' leve] of
analysis" (Hargreaves, 13985 reprinted 1986: 170).

The language of Hargreaves' paper is significant. He speaks of a "gap" to be
"bridged" - the micro and the macro are understood as separate 'worlds’, not only
conceptually, but also in fact; hence, Hargreaves' suggestion of a meso level ot
analysis, concerned with the "range of intermediary processes and structures"
(Hargreaves, 1986: 170; my emphasis).

However, as | have noted, certain micro-sociological studies have already been
able to introduce elements of a macro nature into their analyses of particular
research settings. The macro themes which have been mentioned arose from the need
to understand particular research problems, not from any 'Grand' theory which
asserts the dominance of certain groups and processes within society. This suggests
that the introduction of an additional 'meso' level of analysis may be something of
a red herring. The distinction between structure and action which appears so great
In terms of the macro-micro argument is in tact a false distinction inasmuch as all
actors operate within the wider context, which 1s itself a product of human action:
the macro and micro are fundamentally interrelated, not separate. This is one of
the central arguments proposed by Anthony Giddens in his "Theory of structuration”,
which 1nvolves a critique of previous theoretical constructions concerning the
macro-micro problem. Essentially the point concerns what Giddens refers to 3: the

"duality ot structure".

"The concept ot structuration involves that o the duality ot
structure. which relates to the jundamentally recursive character of
social life, and expresses the mutual dependence o1 structure 3nd
agency. By the dualhity of structure | mean that the structural
properties o! social :ystems are noth the medium and the cutiome ol
the practices that constitute theose svstems. (...

every process Ol acuon is a production of something new, 3 ITesh
act: but at the same time all acuon exizts in sontinuity with tne
past. which suppiles the means oI 1tS imitiation.  Strucwure thuc is

not toc be conceptualised as a barrier to action, but 3z essentially
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involved 1n its production..."

Anthony Giddens (1979: 69-70; original emphasis;

Hence, the macro 1s reproduced in and through micro activities: Hargreaves’
"vast social structures of immense proportions" have no separate existence outside
the realm of micro human activity (eg. in the classroom, the factory and the
household). Similarly, micro activities are structured by actors' use of macro
resources (eg. drawing upon an 1deology of participation or concerming conventions
of gender specialization). The macro and micro are interrelated, not separate:
structure is both "the medium and outcome" of human conduct.

Hargreaves summarized Giddens' approach as follows:

"Structures, [Giddens] points out, are not only constraining but

enabling too. And given that they are reproduced through

interaction, every act is therefore a moment of possible change, an

act of production as well as reproduction, containing within itself

both the likelihood of continuity and the seeds of change."

A. Hargreaves (1985 reprinted 1986: 170)

Hargreaves went on to criticize Giddens for providing too few empirical
examples and no suggestions as to the theory's implications for future research.
These criticisms are reasonable and my reference to Giddens' concept of the duality
of structure should not be interpreted as indicating support for his entire
approach. Indeed., the Theory of Structuration has been criticized tor tailing to
take proper account of the very real differences in opportunity which are
substantively available to certamn individuals through their position within the
social structure (Callinicos, [985).

Despite these weaknesses, the concept ot the duality of structure (as "the
medium and outcome of the conduct 1t recursively organize:' Giddens. 1984: °4) 1S
or significance in breaking down the barriers which have been erected between the

macro and the micro: barriers which have already been penetrated Cv SCMeE

Interactionist work.
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i.3 BEYOND CITY ROAD: Some problems tor tuture research

So far this chapter has outlined the principal ways in which my study has taken
up and developed themes which have appeared in previous works. 1 have also
highlighted areas in which future research might continue the analyses presented
here, for example, concerning the negotiation of subject options within a 'National
Curriculum’ and future work on pupil adaptations along a continuum of Involvement.

In this section 1 want to briefly consider certain related areas of concern which
justify future research but which this work has been unable to address because of

the nature of the research setting and the particular focus which 1 adopted.

I have already referred to the nature of the City Road pupil population and,
more specifically, the character of the research age grade 1n this and several of
the previous chapters (especially Chapter 1). At this point I wish to emphasize
some of the consequences of the composition of the research age grade 1n terms of
this project's coverage of particular issues.

Firstly, the strongly working class nature of the school's catchment area meant
[ was largely unable to examine differences In school experience between pupils of
difierent social classes. 43 members of my final two case study forms were present
throughout the entire field work, tour or those pupils came from non-manual
backgrounds. Within the forms social class did not act as the basis ror any
exclusive peer groupings (n the way that ethnicity and gender sometimes did) ang
although I could not gain reliable data on the social class backgrounds of the
entire age grade, it did not seem that social class was a significant distinguishing
factor within the pupil population.

Secondly, remale pupils accounted for a minority of the research ags grade:
this resulted in an over-representation of male pupis in the groups which 1|

couil

observed and meant that | had fewer temale pupils 1n the case study torms #fi-

act a: sponsors intc wider social networks. In addition | felt that myv gender



limited the extent to which I could fully explore certain aspect: of the temaje
pupils' subcultural adaptations to the school (see Chapter 1). Consequently,

although I followed pupils of both sexes and drew evidence from across the case
study forms, in Chapter 5 I was unable to fully investigate any gender-related
differences in the subcultural adaptations of the case study pupils. Hence, my
conclusions concerning the basic similarities between male and female adaptations to
upper school differentiation must be viewed as tentative.

The absolute number of pupils in particular groups was also an 1mportant factor
in relation to ethnic origin. Although the West Indian and Asian pupils were a very
significant minority in terms of teachers' and pupils' accounts of the school, in
absolute terms ! would have preferred a greater number of ethnic minority pupils.
For example, during the options processs I was unable to observe sufficient
'spontaneous' negotiations to be certain of a West Indian over-representation among
the pupils who were challenged in that way (Chapter 4). Also, the small numbers
involved has forced extreme caution In any interpretation of quantitative data
generated within the setting, such as detention records and examination resuits.

The role of ethnicity in educational experience 1s a vital area of research
where qualitative work can be of immense value. By highlighting the interactional
processes which lie behind famihar patterns of underachievement (HMSO, 198[; 1985)
and discrimination (Commission for Racial Equality, 1985) qualitative research has
the potential to make a unique contribution.

Despite the small absolute size of the ethnic minority popuiation within City
Road | am confident of my analysis ot the relationships between white teachers and
their West Indian and Asian pupils. My analysis of ity Road adds to. and develops.
an important strand of qualitative work which hac tocused upon ethnicity in
particular educational settings, yet there Is still much to be done. For example,

teacher-pupil relations shculd be studied 1n settings where the compcsition O the

pupitl population ditfers from Pprevious work: in the numbers ot ethmc minInty

pupils and their social class backgrounds. Also. it may Pprove truitiul to adopt an
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approach associated with previous 'school effectiveness' research (eg. Reynolds,
1985), ie. using various quantitative measures to identify particularly successful
schools (in this case in terms of ethnic minority performance and experience) and
then apply qualitative methods in studying those schools to discover the sources of
their 'success' (after Gray and Jones, 1985). Clearly great care would be needed in
selecting appropriate 'measures' of school performance but the approach may be

useful in co-ordinating future case study work in multi-ethnic settings.

In addition to the sometimes restrictive composition of the research age grade
itself, the focus and time scale of the fieldwork also influenced the degree to
which I was able to investigate certain issues. For example, a longer period of
classroom observation during the age grade's fourth and fifth years would have
allowed a more detailed study of how friendship ties developed in the upper school
teaching groups. However, because of other commitments (such as the design,
execution and analysis of the 'structured' fourth year interviews) by the time I
carried out my intensive observation of upper school groups certain friendship

cliques had already established particular types of relationship with their teachers

and peers.

The first lesson which a lone researcher must learn is that one cannot study
everything or everyone. I chose to focus upon particular factors which seemed to
influence the pupils' experience of the school, consequently I was restricted in the
amount of time which 1 could devote to studying inter-staff relationships: an area
which deserves a great deal more attention in future research.

In view of my pupil-based research focus I tried to spend as much time
interviewing and observing different members of staff as seemed necessary in order
to understand the pupils' experiences. For example, I spent a great deal of time
with staff during the options process, when the perspectives of varlous actors
within both the pastoral and academic systems became crucially important.

My work with the staff raised a number of issues which warranted further
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investigation but which | was unable to study in depth. As I noted in Chapter 2, for
example, the options process revealed the diverse, and sometimes conflicting,
character of staff perspectives and interests: this was particularly apparent in the
case of form tutors who could experience difficulties in reconciling their pastoral
role (as pupil adviser) with their vested interests as subject specialists.

Additional data on teachers' perspectives and the "micro-politics" (Ball, 1987) of

City Road was generated but has only been included in this thesis as dictated by my
desire to understand the experiences of my case study pupils. eg. concerning staff
responses to accusations of teacher racism (Chapter 6).

Throughout this work the importance of teachers' perspectives has been
demonstrated and there is a powerful argument for additional research which focuses
upon teachers as participants who are actively engaged in the negotiation of
educational opportunity. Any reforms which aspire to increasing the realization of
each pupils' mtenﬁal will be given meaning through the actions of individual
teachers at classroom level. More research on the day-to-day problems which teachers
experience, and the solutions which they employ, seems essential if we are to

progress further towards the goal of equality of educational opportunity.

CONCLUSION

Although this thesis reports a case study of a single inner-city comprehensive
its findings have relevance beyond the walls of City Road School. The study adds to
a small but important series of school ethnographies which have focused upon

particular aspects of the educational process through the detailed study of

individual settings.

Like all schools, in Hammersley's (1380: 268) terms, City Road was something of
a "peculiar world". yet the processes which led a minority of Its pupils to academic
success (while the majority experienced 'failure’) are unlikely to be wholly

specific to that institution.



If any one message were 10 emerge 1rom thic study 1t would surejv be tha' li1=
in schools 1s extremely complex: in City Koad teachers aid not simply dictate
subject options to pupils. they did not set out to devote themselves tc 'able’
pupils alone and rarely did any teacher approach their job with a perspecuve which
could be described as crudely 'racist’. Yet in the day-to-day interaction which
fashioned the school careers of my case study pupils it was true that the options
process acted as a form of academic selection, the 'able' pupils were differentiated
from their peers, and West Indian pupils were relatively disadvantaged within the
age grade.

These patterns of experience were the result of interaction between actors
(staff and pupils) who perceived the school, and each other, in ways which were not
only different, but often conflictual. The school careers of my case study pupils
were therefore the result of countless negotiations with their peers and teachers.

It 1s in this sense that educational opportunity was negotiated within City Road.
As Woods (1983: 11) has stated, "school life 15 a continuous process of
negotiation", a process which we must understand a great deal more clearly if the

goal of equality of educational opportunity is ever to be realized.

NOTE TO CHAPTER 7

L. Recent Government proposals on a National Curriculum have been
presented as an attempt to "raise standards" and reduce the
diversity between what 1s taught in different schools (Hansard 24th
July 1987; DES, 1987). At the time of writing (late 1387) there i
very little detail avallable from the Department of Education and
Science concerning how the National Curriculum is likely tc cperate
within schools. What 1s apparent from the Government's
consultation document 1s that some reduced rorm of options choice
1s likely to remain within the centrally defined curriculum
framework. For example. concerming different language. sCience.
humanity (Geography and History) and aesthetic subjects within the
"foundation curriculum". as well as in relation tc a ranze ot
possible "additional" subjects such as a second science, a 3econd
modern language, History. Geography. Reiigious Studie:. Home
Economics. Art and Drama (DES, 1987; 5-8). As | have noted In
Chapter 4. there are very great difrerences in academic st3tius
between some ot these subjects and 1t seems likely thers!zre that
curricula differentiation at 14-plus. ¢! the kind experienced In
City Road Comprehensive during this study, will ccntinue.
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APPENDIX 1: A field work chronology

My research diary records that I visited City Road Comprehensive during 256
school days: spread across 77 weeks of term (between January 1984 and December
1985). This averages approximately 3 visits per week. This figure may help the
reader to appreciate the frequency with which I entered the setting but it does not
convey a great deal about the field work itself.

The following chronology is offered as a guide to my main concerns during the
data collection process. It would be pedantic (and largely unhelpful to the reader)
if 1 were to list every encounter which I recorded in my research field notes.
However, some knowledge of my principal sources of data at each stage of the project
is necessary if the reader is to understand something of the empirical base upon
which this thesis has been built.

I wish to emphasize that this chronology is meant only as a guide to my
principal interests and sources of data during the intensive field work phase of the
research project: it is not an exhaustive list of all interviewees, observational
settings or areas upon which 1 gathered information. For example, the industrial
action which took place during my field work was not an area which I intended to
study (it does not continually re-appear in this chronology), yet, because of my
other concerns, I did collect a great deal of information concerning the meaning and
consequences of the action for the organization of the school and the experiences of
1ts staff and pupils.

The chronology is perhaps best understood as a thumbnail sketch of 'what I did,
and when 1 did it'. The information i1s presented in note form and broken down by
each academic term: for reasons of clarity the data sources are ordered by topic

(eg. option negotiations) and method (eg. interview) within each term.
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THE AGE GRADE'S 3rd YEAR: SPING TERM January-April 1984

The first weeks of term were spent getting to know the setting, introducing
myself to key actors, finding out about the options system and negotiating a
sample. This was a time when the option choices were being spoken about in
general terms but no specific negotiations had begun, ie. the 'pre-option’
phase. I immediately began to gather data on the actors' expectations of the
process to come.

I. ORIENTATION

STAFF INTERVIEWS
Spoke with the Head, Senior teacher and Head of 3rd year.
We discussed the school, the pupils in the research age grade and possible
case study forms.

The Heads of Mathematics and Modern Languages on the intoduction of
setting in the lower school: its rationale and criteria.

Also discussed their views on the patterns of pupil choice which affected
their subjects.

Met three year tutors, dicussed the research and their tutees.
Arranged observations.

Met the other year tutors, asked permission of another tutor to observe
his form.

OBSERVATIONS

Sat-in on form periods of four of the eight mixed ability forms in the age
grade: assessing their suitability for case study.

II. PRE-OPTION WORK

INTERVIEWS
STAFF: Head, Senior teacher, pastoral Head of 3rd year, the Head of
Guidance and tutors of 3 case study forms: on their role in, and
expectations of, the options system.

Members of Senior staff on the recent history of options choice in City
Road.

PUPILS: All pupils in three case study forms, le. each of the 69 members
of 3A,C & D were seen in small groups to discuss their perceptions of the
options at this point. We also spoke about their knowledge of, and
attitude towards, set and mixed ability teaching, likes/dislikes of

subjects and teachers and their hopes for the future in school.

Class discussions on option preparations with each case study form.

OBSERVATIONS ]
Options preparation during form periods in 3A,C & D: Work by tutors and 3

departmental presentations to pupils in 3D.

Watched the case study forms in their meetings with the Head of Guidance.
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Parents Option Explanation Evening: Senior staff presentation of the
options system to 3rd years' parents.

DOCUMENTARY
Various documentation was collected including;
* The City Road Options Booklet (for 3rd year pupils).
* School handbooks for staff and parents.
¥ Copies of 3rd year attendance registers.

* A breakdown of the age grade by ethnic origin (by the Year
Head).

3rd YEAR: SUMMER TERM April-July 1984

This term was the most frantic of the entire research project. I was in
the school almost every day, initially to observe the negotiation of option
choices between the staff, pupils and parents. Later in the term I was
concerned to explore the participants' views of the process having officially
finalized the decisions.

I. OPTION NEGOTIATIONS

INTERVIEWS
STAFF: The Head, Deputies and Senior Teacher on the re-organization of the
process in response to the industrial action. Their expectations of
departmental, pupil and parental responses.

Five of the eight 3rd year tutors (3 in great detail) on the re-organized
system and their tutees' experience of it.

PUPILS: Day-to-day contact with pupils in form, around the school and as
they prepared for official option meetings with senior staff and
parent(s).

OBSERVATIONS
Assemblies and form periods as the staff presented the re-organized
options system to the pupils and encouraged them to participate.

THE OFFICIAL MEETINGS: 33 of the 38 official option meetings which
involved pupils from my case study forms.

The logistics of being a single researcher covering three forms meant that
I had to miss some meetings. However, I ensured that 1 saw a range of
meetings which involved pupils of every gender, ethnic origin and level of
'ability' from each of the three forms. 1 was also able to observe each
member of senior staff who participated in the system, including the Head.

MISCELLANEOUS: Day-to-day interactions around the school, eg. in corndors
and form rooms: included ‘informal negotiations' as form tutors and

members of senior staff queried pupils provisional choices. I witnessed

26 such challenges which involved case study pupils (I know from

documentary sources that at least 35 members of 3A,C & D were seen in this

way).

DOCUMENTARY



| made copies of the following;

* Letters from the Headteacher and Tutors to parents: on the
industrial action and the options.
All departmental assessments on members of my 3 case study forms.

Pupil choices within the option pattern which went forward to senior
staff (3 forms).

School data on departmental take-up rates at different points in the
options process.

* Senior staff recommendations for pupils in 3 case study forms.

II. POST-OPTIONS

INTERVIEWS
STAFF: Members of the senior staff on their perceptions of how the options

had worked out and their thoughts on the age grades' future in the 4th &
5th years.

Form tutors of the case study forms: discussed their experiences of the
options, views of their tutees 'choices' and expectations in the upper
school.

The Head of, and/or a senior teacher within, the following departments;
English, Sciences, Geography, History, Religious Education,
Community Studies, Craft Design and Technology, Technical
Graphics and Guidance.

On their role in and perceptions of the options system. Also information

on the use of setting in the upper school, their examination courses and

entry procedures.

With the Year Head I went through detailed histories of all pupils in 34,
C & D plus each ethnic minority pupil in the age grade.

PUPILS: 35 members of the case study forms were interviewed concerning
their experience of the option system and their expectations of the upper
school. At this time it was often difficult to arrange interviews in
advance: the industrial action and the point in the school year forced me
to choose pupils from forms at very little notice. Despite such
limitations I managed to see interviewees who represented the full range
of experiences during the options process and included each gender and
ethnic group in the case study forms.

OBSERVATIONS ‘ .
Form periods in 3 forms. Continued focus on pupil-pupil and teacher-pupil

relations.

Parents Open Evening: 3rd pupils' year reports were available }to parents
at this occasion. I circulated between case study forms w;tchmg meetings
between staff and parents and talking informally with pupils, parents and

year staff.

SOCIOMETRY ;
Following a pilot with another 3rd year form, questionnaires on triendship

choices and peer relations were administered to the 3 case study torms.

[ also gave 3A, C & D a questionnaire to check on the craft subjects which
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they experience of in the lower school.

DOCUMENTARY
1 made copies of the following;

* "Final choice” figures for the entire age grade by individual teaching
group for the following academic year.

* Third year reports to parents for each pupil in 3 case study forms.

4th YEAR: AUTUMN TERM September-December 1984

As the research age grade settled into life in the upper school I wanted
to study the ways in which the school presented this point in their pupil
careers. 1 also spent a great deal of time checking for instances where
pupils’ fourth year options did not match the official data supplied at

the end of the third year and studying the experiences of those pupils who
had just joined the school.

INTERVIEWS
Continued option negotiation: [ spoke with members of senior staff,
subject departments, form tutors and pupils about the movement of some
tutees into fourth year options which were different to the ones
officially listed at the end of their third year.

New pupils: A number of pupils joined the research age grade at this point
and six entered my case study forms. 1 saw each individually: we discussed
their educational careers to date, how their City Road options had been
negotiated and their impressions of the school.

The school's Educational Welfare Officer on fourth year cases, the role of
the EWO and the criteria for official action.

OBSERVATIONS

I sat with the senior teacher as 18 pupils began their fourth year by
querying one or more of their option choices.

The negotiation of 5 new pupils' option choices.

Assemblies and form periods: the presentation of the transition into the
upper school.

[ attended a one day INSET course for the school's staff: "Micro-computers
in Education”.

4th Year Parents Evening: Spent most of the evening with one of my case
study tutors as he met tutees' parents.

DOCUMENTARY
* Full listings of each fourth year teaching set: collected by the
Headteacher at my request.

* Copies of Interim reports to parents of my 3 case study forms.

* Governors' Awards presented this term.




4th YEAR: SPRING TERM January-March 1985

I had no particular focus during this term, rather | maintained my
contacts with the forms and their teachers and began work preparing for a
seriﬁs of more detailed interviews with a smaller sample of case study
pupils.

During this term there was an 'incident' which I found to be of very
great interest in relation to the micro-politics of the staff body.
However, the theme which developed as I wrote up this thesis was such that
'the incident' was not crucial to the study and given certain ethical
considerations I have chosen not to include it in this work.

INTERVIEWS

Miscellaneous: pupils and teachers during the day-to-day of life in the
school.

Case study tutors on their pupils in the upper school to date.
The Head and a 'Section 11' teacher on multi-cultural work in the school.

'The incident': interviews with pupils and several members of the staff
body.

OBSERVATIONS
In relation to 'the incident'.

Miscellaneous, including continued interest in assemblies and form
periods: 1 especially focused on peer relations and official attempts at
motivation.

SOCIOMETRY
Questionnaires to all pupils in my 3 case study forms on friendship choice
and peer relations.

DOCUMENTARY
* Copies of the entire age grade's responses to a 'Section 11’
questionnaire designed and administered within the school. The questions
were largely concerned with family ethnicity and language use in the home.

4th YEAR: SUMMER TERM April-July 1985

In order to gain more detailed information on the pupils and their lives,
both in and out of school, I prepared a fourth year interview schedule
(Appendix 2). Because of its comparative length and the potentially
sensitive nature of some of the issues which the interviews discussed, I
decided to see each pupil individually. The restrictions of time forced a
reduction in the numbers I could interview and I decided to drop 3D as a
case study form. Even so, the interviews dominated my work during this

term.

INTERVIEWS | | .
PUPILS: Carried out the 'structured' fourth year interviews with eac
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member of forms 4A & C (47 pupils).

STAFF: The Headteacher, Head of Year and 3 form tutors on the research age
grade as 4th years and expectations of their future in the school.

The EWO: detailed update on cases in the research age grade.
MISCELLANEOUS: Pupils and staff (senior, year and departmental) on the

expulsion of Wayne Johnson.

DOCUMENTARY

* Copies of the end of year reports to the parents of 4th year pupils in
my 2 case study forms.

THE 5th YEAR: AUTUMN TERM  September-December 1985

During the final term of my intensive field work most of my time was
dedicated to a study of three 5th year teaching groups: 1 wanted to
understand how the teachers and pupils negotiated each others' demands in
a classroom situation and to see how this might relate to some of the
things which the fourth year interviews had highlighted.

OBSERVATIONS
3 weeks of lessons with the top English set, the bottom English set and a
mixed ability Technical Graphics group.

Miscellaneous: form periods, assemblies and around the school.

INTERVIEWS
re the lesson observations:
3 Subject teachers (and a supply teacher) on their groups and the lessons
which I attended.

Pupils spoken with before, during and after the lessons: informal
conversations concerning the work and the life of the groups.

Miscellaneous:
STAFF: Senior staff, Year Head and 2 case study form tutors on the
research age grade; its' past in the school and current experiences and

problems.

The senior member of staff responsible for City Road examination entries:
the system and departmental approaches within the school.

PUPILS: In addition to continued informal contact with case study pupils,
further session with school-based members of West Indian chique (contacted

via the now expelled Wayne Johnson).

SOCIOMETRY _
Sentence completion items and a questionnaire on friendship choice to each

member of forms 5A & D.

DOCUMENTARY . :
s Detention records for the research age grade from the beginning of their
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third year to the last day of this term inclusive.
* Provisional examination entries for the entire age grade.

5th YEAR: SPRING AND SUMMER TERMS January-July 1986

Although my intensive field work ended in December 1985 I kept in contact
with the teachers and pupils until the end of the research age grade's
compulsory education. In addition to telephone calls and the occasional
chance meeting on the street or bus, I paid three more visits to the
school during the Spring and Summer terms.

INTERVIEWS
STAFF: The senior teacher, Year Head and form tutors: developments in the
school, the progress of the case study forms and examination expectations.

PUPILS: Informal conversations with members of the case study forms:
Easter leaving, examination and job prospects.

DOCUMENTARY
* Final exaination entries for the age grade.
* Details of all 'Easter leavers'.
* Full examination results for the age grade (GCE, CSE and combined
16-plus examinations).
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APPENDIX 2: The 'structured' fourth year interviews

At the beginning of the Summer term in their fourth year 1 addressed both of my
case study forms and explained that I would be seeing each pupil individually before
the end of the school year. All the interviews were conducted in a private office
during morning "form periods”. This allowed me approximately twenty-five minutes
per interview, which proved to be adequate on almost all occasions. Where ] felt
that further time was necessary I was often able to see pupils informally around the
school, without giving the impression to their peers or staff that I was interested
in certain pupils more than others.

My interviews with staff and pupils were usually quite informal and very
loosely structured. In contrast, the interviews at the end of the pupils' fourth
year followed a common schedule of questions. This level of structuring was
necessary for several reasons; most importantly, I wanted to elicit information on
many different subjects and my desire to get through both case study forms at a
similar point in their pupil careers limited the amount of time I could allow for
each interview.

The schedule reflected common practice in interview technique, beginning with
factual points and leading to more sensitive issues towards the end of the
interview, by which time it is hoped that the interviewee is more relaxed and likely
to trust the interviewer with 'delicate' information. In fact, by the time 1 carried
out the interviews I had known most the pupils involved for approximately eighteen
months, and had built up good relationships of trust with many of them. In addtion,
they were familar with my use of the tape recorder and, most importantly, they knew
from experience that I did not pass on any information to their peers or members of

staff.

The remainder of this appendix contains detail of the interview schedule itself

and the areas of interest which lay behind it's construction.



AREAS OF INTEREST

Listed below are the main areas of interest which ] sought to probe during the
structured interviews. Under each heading I have included a list of numbers; these
refer to the questions which could generate data of relevance to that particular

topic.

* SOCIO-ECONOMIC STATUS Question 1.

* GENDER Neither of these were explicitly probed
& so as to avoid 'leading’' pupils into
* RACE/ETHNICITY assigning them greater importance than they

might otherwise have done. However, data of
relevance to each could emerge through several other categories in
the schedule, eg. labelling, friendship patterns, societal context
and adaptations (see below).

* HOME SITUATION Questions 1, 2, 15, 16, 19

These questions probed home situation of pupils in terms of the number of
adults and siblings with whom they lived. Data was also collected concerning the
reported attitudes of these people to certain issues which the school saw as
important.

* LABELLING Questions 7, 7a, 8, 9, 10, 12, 21
These were the main questions which focused upon the pupil's relationship with

teachers. Further information on the pupil's experiences of school and perceived
'labels' in the eyes of staff could also emerge from the following category.

* OPTIONS EXPERIENCE/LEVEL OF CURRICULUM PLACEMENT Questions 3, 4, 5, 6,
bb, 13, 13b

The aim of these questions was to examine any differences in the
pupils' experience of school which might relate back to their
progress in the subject options system of the third year.

* FRIENDSHIP PATTERNS Questions 14, 15, 16, 18, 20

* ADAPTATIONS TO THE COMMUNICATED SCHOOL VALUE SYSTEM Questions 3, 6,
6a, 6b, 7, 7a, 8, 9, 10, 11, 12, 12a, 13a, 14, 15, 16, 19, 21

These questions referred to pupils' perspectives and actions which might piace
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them in harmony or conflict with the norms and values of the school, as officially

communicated through media such as assemblies, talks by form tutors and school
handbooks.

* SOCIETAL (EXTRA-SCHOOL) CONTEXT Questions 17, 18, 19, 20

More data on the pupil's life outside school, which may have influenced their
perception of the City Road.

THE SCHEDULE

The following is a list Vof the questions included in the fourth year structured
interview schedule. The questions are listed in the order which I usually asked
them. Howver, where the pupil's response to one question included data of relevance
to another I would follow the flow of the conversation and try to incorporate
related questions at that point in the interview.

Most questions were listed as a number of points to be raised but some were
always worded in a particular way in order to avoid 'leading' pupils to a particular
type of response. In some cases this aiso helped (o make the meaning of the
question clear. Such questions are quoted verbatim.

1. Number of people in the household, relationship to pupil and their
occupation(s).

2. Question on any siblings other than in Qu.1. Occupation(s).

3. Confirm which optional subjects are being studied (Compare to current
record of timetable).

4, Pupil's view of subjects: "Are any of those different to what you'd
expected?" "Why?"

5. Is school now better or worse than before subject specialization?
6. Pupil's anticipated level of examination at 16 (CSE/GCE/16-plus)
6a. Pupil's attitude to anticipated level: Any strong feelings?

6b. Any views on the value of exams/qualifications.

1. Feelings generally about teachers in the school.

7a. Any particularly liked or disliked? Why?

8. "How would you define a 'Good' teacher?”
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9. "What do you think teachers think about you?"

10.  "Do you think any groups of pupils are treated differently by teachers?
. Do they like or dislike any pupils in particular?"
NB. If any individual pupils are mentioned by name: "Why them?"

11. "Do you think that the school is too strict?"
If so, any rules noted in particular?

12, "A few months ago some people were sent home because of their uniform.
What did you think about that?"

12a. Note whether there is anything of 'symbolic' value/interest in pupil's
dress? If so, probe.

-

13. "How much homework are you given in each subject?"

13a. Pupil's view of homework: Legitimate demand? eg. "Do you think it's right
that the school expects you to do some more work at home?"

13b. "How important do teachers seem to think homework is?"

14. “Before the [teachers’] strike started, did you ever do anything in
school after the normal school day had finished?"
If prompt necessary, eg. clubs, sport, school teams.
If so: which, how regularly and with whom..."With any of
your iriends?"

15. "Do you ever take time off school when you're not ili?"
If yes: regularity, where do they go, with whom?
Also probe parental knowledge/reaction.

16. "Have you ever got your mark [as present in the form register] and then

left the school?"
If yes: regularity, where do they go, with whom?
Also probe parental knowledge/reaction.

"Okay, now [ want to ask you a few questions about what you do when you're
not in school."

17. Any paid work?
If yes: hours, pay, use of wages?

18. "What do you do when you're not in school or doing homework?"
Social life: Pubs, disco's etc? With whom?

19. "Do you smoke?" |
For how long, how many, parental knowledge/reaction. Ever been

caught in school?

20. "Do you know anyone who has sniffed glue or taken drugs?"
"Have you?"

21. Any additional questions arising out of pupil career to date,
eg. probing pupil's perception of any particular event observed or

reported which concerned them.



APPENDIX 3: Sample definitions and sizes

The following is a short summary of the main groupings which were 'sampled' in

City Road: in each case I will outline the definition and purpose of the sample.

1. THE RESEARCH POPULATION
In the broadest sense my research was concerned with the experiences of all
pupils who were part of the City Road 3rd, 4th or 5th year in the academic years

1983/4, 1984/5 and 1985/6 respectively, ie. all members of the pupil age grade from

which my case study forms were drawn.

The research population was constantly changing as pupils joined or left the
City Road pupil roll. However, the overall composition of the age grade (in terms of
the relative sizes of groups based on gender and ethnic origin) remained much the
same throughout the research.

For certain calculations it was necessary to know the absolute number of pupils
who were ever a part of the research age grade. Such calculations were based on the
'research population' and refer to the pupils counted in Table A.3/1.

I used school documents to make counts of the pupils on the roll at four
separate points during the field work. Although I cannot guarantee that no pupils
joined and then left the roll between any of the counts, no such pupil has come to
light in any of the lists of teaching groups, examination entries, awards,
detentions etc. which I have collected during the research.

As | noted in Chapter 1, it was not feasible for me to collect data on the
social class background of all pupils in the research age grade. The school's
records on each pupil did not include such data as a matter of course and I )udged
that a questionnaire to the entire age grade would not produce reliable intormation.
However, during the ‘structured' fourth year interviews [ was able to collect social

class data from those pupils who were members of my case study forms at that time.



TABLE A.3/1: THE TOTAL SIZE OF THE RESEARCH POPULATION

Totals 211 pupils

120 male (577 of the sample)
91 female (437 of the sample)

By Ethnic Origin

WHITE 168 pupils (80Z of pupils in the sample)
92 male (77% of males in the sample)
76 female (847 of females " " ")

WEST INDIAN

19 pupils (9% of pupils in the sample)
10 male (82 of males in the sample)
9 females (10% of females " " "
ASIAN 14 pupils (72 of pupils in the sample)
11 male (97 of males in the sample)
3 females (3% of females " " ")
MIXED RACE
10 pupils (5% of pupils in the sample)
7 males (67 of males in the sample)

" " )

3 females (3% of females "
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That data is dicsussed further and presented in section 4 below.

2. THE 'OPTIONS PROCESS' SAMPLE

My desire to understand the processes at work during the subject options stage
in the pupils' school careers underlay many of my early decisions concerning the
choice of case study forms and the selection of key areas of interest in
observational and interview settings (See Chapter { and Appendix 1). In order to
highlight some of the processes at work during "the options" and to establish the
validity of my case study forms as being reasonably representative of the research
population, some breakdown of the option experiences of a larger proportion of the
research age grade was attempted. For example, in the breakdown of subject take-up
rates among pupils of each gender (Chapter 4 and Appendix 5). The calculations were

based upon all pupils who were present in the City Road 3rd year THROUGHOUT the

options process, ie. between January and July 1984. This sample is detailed in

Table A.3/2.

3. THE LONGITUDIANAL SAMPLE

This sample was used to explore the processes which surrounded decision making
concerning the two key points in pupil career which bounded the field work, ie. the
negotiation of optional subjects and examination entry. This sample was slightly
different to the ‘options process' sample because of the pupils who left the school
after their third year.

By the time the final examination entries were submitted to the various
examining bodies (February 1986) a number of pupils who had been in City Road
throughout the options process had left the school roll. Reasons for leaving the
roll varied from expulsion and pregnancy to simple changes of address. Such pupils
rightly appeared in the 'options process' sample since they experienced the whole of

the subject option machinary in the school. However, they did not figure in the

City Road examination entries and therefore were excluded from calculations which
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TABLE A.3/2: THE COMPOSITION OF THE OPTIONS PROCESS SAMPLE

Totals 185 pupils

111 male (602 of the sample)
74 female (40% of the sample)

By Ethnic Origin

WHITE 147 pupils (79% of pupils in the sample)
86 male (77% of males in the sample)
61 female (827 of females " " ")
WEST INDIAN
17 pupils (9% of pupils in the sample)
9 male (87 of males in the sample)
\\ 8 females (117 of females " " "
ASIAN 13 pupils (7% of pupils in the sample)
11 male (10 of males in the sample)
2 females ( 37 of females " " ")
MIXED RACE
8 pupils (47 of pupils in the sample)
S males (5% of males in the sample)

3 females (4% of females " " ")
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TABLE A.3/3: THE COMPOSITION OF THE LONGITUDINAL SAMPLE

Totals 179 pupils

109 male (617 of the sample)
70 female (3972 of the sample)

By Ethnic Origin

WHITE 143 pupils (807 of pupils in the sample)
85 male (787 of males in the sample)
58 female (837 of females " " ")
WEST INDIAN
16 pupils (97 of pupils in the sample)
8 male (7%Z of males in the sample)
8 females (117 of females " " "
ASIAN 13 puplls (7% of pupils in the sample)
11 male (107 of males in the sample)
2 females ( 37 of females " " ")
MIXED RACE
7 pupils (4% of pupils in the sample)
S males (57 of males in the sample)

2 females (37 of females " " ")



related gender, ethnic origin and options experience to examination entry and

performance.

The 'longitudinal’ sample therefore included all pupils in the research age

grade who were present THROUGHOUT the entire chronology of the research: they were

on the school roll as "3rd years” in January 1984 (when the options began), and as
"5th years" in February 1986 (when the final examination entries were sent off).

This sample is detailed in Table A.3/3.

4. THE CASE STUDY FORMS

Two mixed ability form groups were studied intensively during the two years of
the field work. A third form was also studied in detail during the options process.
These forms offered an opportunity to study the experiences of pupils between the
ages of 13 and 16 in a more detailed and intimate way than would be possible for a
larger sample of pupils. The criteria which influenced the negotiation and
selection of the case study forms are set out in detail in Chapter 1.

Some members of the case study forms did not appear in either the 'Options
process' or 'Longitudinal' samples, for example, because they left the school during
the field work or joined the roll after the preparations for the options had begun.
However, these pupils' presence in the form and their experiences of school were no
less important for that. Therefore they have been included in discussions of the
case study forms and the processes at work in City Road Comprehensive.

As | noted in section 1 above, I was only able to gather reliable information
on the social class backgrounds of those pupils present in my two final case study
forms at the time of the 'structured' fourth year interviews. Table A.3/4 sets out
the social class background of each pupil in forms A and C who were present
throughout the entire period of the research field work. Where [ have data on other
case study pupils who joined or left the forms during the field work, that too is

presented.

The pupils' social class was judged by locating their fathers' occupation iIn
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TABLE A.3/4: THE SOCIAL CLASS BACKGROUNDS OF CASE STUDY PUPILS IN TWC
MIXED ABILITY FORMS*

Social Members of the case study fornms Present in City Road
Class throughout the research field work
FORM A FORM C
I-III(N) Kathy Day Peter Hamilton

Ben Watson

Surinda Lail

III(M)-V Rafiq Ali Tony Appleby
Arif Aslam Julie Bexson
Simon Baines Anthony Clarke
Denise Burton Simon Evans
Paul Dixon Eric Garratt
Sharon French Duncan Newham
Julie Goddard John Nillson
Carol Hill Kevin Pierce
Shirley Kelly Neil Poxon
Vicky Mitchell
Janet Nelson
Stephanie Page
Lee Rourke
Jimmy Simms
Dawn Sutton

Other** Sean Barker Sandra Garner
Jane Bird Rita Lewis
Michael Cooper Joanne Matthews
Neil Grey Evelyn Mills

John Perry
Darren Priest
Ashley Roberts

James Murray
Trevor Smith
Ian Taylor

Charley Thompson

Not present throughout the research field work

I-III(N) Susan Brown {joined roll]
Elaine Dwyer [Jjoined & left
roll]
ITII(M)-V Tracey Sharp (joined roll]
Other** Diane Flowers [left Wayne Johnson [expelled]

roll]

Notes: * based on the classification of 'Socio-economic class' (OPCS,
1980: cv-cxix).

¥ 'Other' includes those pupils for whom no classification was
possible, eg. because they came from one-parent families (no
father), had neither parent in work or whose father gas
employed in an occupation, such as the HM Forces: which was
not classified in terms of 'Socio-economic class .



terms of the "Socio-economic class" classification reproduced in the Office of
Population Censuses and Surveys publication "Classification of occupations: 1980"

(OPCS, 1980: cv-CXix).
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APPENDIX 4: Mixed ability teaching nationally and in City Road

Although this case study does not aim to generate any universally generalizable
findings it is necessary to gain some impression of how City Road compares with
other comprehensives in certain respects. For example, the inner-city location of
the school means that some of the findings will speak with certainty only to schools
in similar social locations.

There is no definitive data on the patterns of mixed ability teaching which
existed in English comprehensives at the time of my research in City Road. However,
limited data is available on the extent and nature of mixed ability teaching up to
the late 1970s: a number of different surveys of school practice have tended to

reveal a similar pattern of mixed ability teaching. This is outlined below.

The exieni and nature of mixed ability teaching

The question 'How many schools use mixed ability teaching?' may seem straight
forward enough, but in fact begs a number of other questions such as 'What is mixed
ability teaching?' and even 'Which type of school?’

'Mixed ability' can mean different things to different people but generally it
is understood to mean the teaching of a subject to groups which each contain pupils
who are representative of the whole ability range in that school (although in

practice it is common for some pupils at the extreme lower end of the ability range

to be taught separately in 'remedial' groups). In view of the very important

pedagogic, resource and intake differences between the various types of school which

make up the "three systems" of "private", "mass” and "fringe" education in this

country (Davies & Evans, 1984: 156; original emphasis) I shail limit my discussion

to state maintained comprehensive schools. Unfortunately, even limiting myselt to

comprehensives is unsatisfactory given the very different histories and conditions

which relate to schools sharing that same official title, nevertheless for my
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purposes it is the only practical solution given the available data.

Data from the 1970s indicates that at least a third of English comprehensives
used mixed ability teaching as a pupil grouping strategy for a significant part of
their teaching. However, the available figures show that the use of mixed ability
teaching was frequently limited to particular age ranges within the comprehensives
and that certain subjects were often excluded even from those arrangements.

Mixed ability teaching was most often found to be concentrated around the
earliest years of secondary schooling, with increased setting as the pupils moved
through the age structure of the school.

(The majority of comprehensives who replied] "taught mixed ability

classes in year 1, but the extent of mixed ability teaching then

decreased gradually.”

Dooley, Smith and Kerry (1977: 3)

"What stands out above all is the predominance of the first-yearness

of mixed ability grouping (at around 30 per cent of our map [sample],

40 per cent if any two from maths, science or modern language are

exempted)..."

Brian Davies and John Evans (1984: 161)

This pattern was also found in the most recent attempt to quantify the extent
of mixed ability teaching in all English comprehensives with an age range of 11/12 -
16/18. The data was gathered in 1976 by members of HM Inspectorate and reported in
the discussion paper 'Mixed Ability Work in Comprehensive Schools' (HMI, 1878). The
HMI findings are summarized in Table A.4/1.

The HMI figures for 1976 indicate that 35% of English comprehensives within the
stated age range taught "most subjects” (ie. excluding not more than two subjects)
to mixed ability groups in the first year of secondary education. However this
figure fell to 23% when teaching mixed ability in both the st AND 2nd years and t¢
only 11% for the first three years inclusive.

Table A.4/1 also demonstrates the sharp decline 1n mixed ability teaching which

follows the choice of subject options (made In the majority of state comprehensives



363

TABLE A.4/1: MIXED ABILITY TEACHING IN ENGLISH COMPREHENSIVE SCHOOLS
BY PUPIL YEAR GROUP IN 1976

(categories are not exclusive*: percentages)

Pupil age grade (Years)

1st 2nd 3rd 4th & Sth
""Most subjects”
taught to
mixed ability 35% 237 117 27
groups **
(N)= 806 545 261 47

Source: Adapted from HMI (1978) Mixed Ability Work in Comprehensive
Schools : A discussion paper by a working party of Her Majesty's
Inspectorate London, HMS0O, p.l1

Notes:

* The percentages are not exclusive, ie. the 806 schools who
taught "most subjects" to mixed ability groups in the first year
includes all those who also taught mixed ability higher up the age
range, as well as those who ONLY taught mixed ability to year 1
pupils.

*x "Mhst subjects" was defined as meaning '""that not more than
tWwo subjects were excluded from mixed ability organisation in the
curriculum of any one year group.' HMI (1978: 11)



at the end of the 3rd year) in preparation for specialization leading to external
examinations at 16+. Only 2% of comprehensives maintained mixed ability teaching for
"most subjects” through to the end of the fifth year.

It should be noted that the data in Table A.4/1 only shows the extent of mixed
ability teaching across the entire curriculum in 1976 and the presence of only three
subjects which set by ability would exclude a school from these figures: a
definition which is likely to seriously underestimate the true amount of mixed
ability teaching which was taking place. For example, in many comprehensive schools
it would take many more than three subjects to set by ability before they accounted
for a genuine majority of curricula areas, yet this is not the impression given by
the HMI's definition of "most subjects”.

Smaller scale studies have tended to replicate the pattern of provision
highlighted in Table A.4/1 but have also been able to move beyond simple totals to
examine both the incidence of mixed ability teaching in particular subjects and the
official rationale behind the adoption of mixed ability groups.

Within schools where the overall grouping strategy for any year group is mixed
ability, certain subjects seem particularly likely to be set by ability, even during
the first years of secondary education. The quotation from Davies and Evans above
referred to the predominance of Mathematics, Science and Modern Languages as the
subjects most likely to introduce selection first. This tendency has been noted by
several studies, eg. Reid et al (1981: 7-9) and Dooley et al (1977: 3). Perhaps the
most common reason which is given for this (by teachers and researchers) 1s that
some subjects are simply not appropriate for mixed ability groups.

" .. some [subjects] were perceived [by teachers] as generally

suitable for a mixed ability approach and others regarded as largely

unsuitable. The humanities, for example, were commonly viewed as

providing excellent opportunities for mixed ability work, while

modern languages and mathematics were considered to present problems
which were regarded as insuperable by many of those who taught mixed

ability classes.”

Reid, Clunies-Ross, Goacher and Vile (1981: 7)

Reid and her colleagues identified several factors which seemed to be related
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to some subjects' lack of suitability for mixed ability teaching in the opinion of

teachers. Among the reasons proposed were the following,

* where there was an "absence of clear-cut criteria of correctness..."

* where the "perceived structure” of the subject was sequential, ie. as a
series of logical steps building one on another,

* where the teacher was perceived as almost the only "major resource of the
classroom..."

* where there was a "need for pupils to become familiar with a technical
vocabulary, involving the understanding of concepts of increasing generality and
abstractness..." (Reid et al, 1981: 8-9)

These justifications, couched in the technical language of the teachers as
professional specialists, were not however the only factors which influenced the use
of mixed ability grouping. The same authors also note the importance of the
pressures felt by teachers as their pupils neared public examinations.

"... the extent to which examination pressures were felt at any

particular stage by teachers determined their perceptions of the

suitability of mixed ability work in a number of subjects. In

English, history, geography, general science, music, domestic and

technical studies, for example, where relatively few problems were

reported in the early secondary years, teachers' awareness of

examination requirements led them to reject mixed grouping when the

need to prepare for these became apparent.”

Reid, Clunies-Ross, Goacher and Vile (1981: 9)

Despite the liberal democratic views of mixed ability teaching as an aid to
social justice, which appear so often in teachers' and Heads' explanations of why
they adopted mixed ability at all (eg. Headteachers' responses to the Nottingham
University questionnaire, reported in Dooley et al, 1977: 6-7), the pressure to
produce the educational 'goods' in terms of examination passes is such that the
majority of subject practitioners, regardless of the subjects' "structure" or
"yocabulary”, prefer to set by ability once examination courses begin. This fact
may largely explain the dramatic decrease in the amount of mixed abihity teaching

which takes place in schools as the pupils move through the age grades.



It must be remembered that the reality of teaching in a comprehensive is by no
means as simple as the above discussion might imply. Not every teacher can choose
whether his/her groups will be mixed ability, certainly in City Road the capacity to
set across the years' intake in any subject (both before and after the subject
options process) was largely dependent upon the subjects' status in the eyes of the
senior staff who controlled timetabling in the school. This situation does not
appear to be exclusive to City Road.

"Only a vestigial remnant of our secondary schools aim for

heterogenous grouping by design in the two years to 16+, though more

achieve it, in effect, by the action of our bloated option systems,

especially below the curricular salt"

Brian Davies and John Evans (1984: 158)

CONCLUSIONS

The extent and nature of mixed ability teaching in Englands' comprehensives is
by no means clear cut. However certain conclusions can be drawn;

1) In the late 1970s more than a third of English comprehensives used mixed
ability teaching groups for a significant number of their pupils in at least some
age grades. Given the HMI's definition of "most subjects”, the continued spread of
comprehensives since the last main study (and my scant knowledge of at least one
LEA) it may be that the majority of such schools now fall into this group.

2) The use of mixed ability grouping is largely restricted to the early years
of secondary schooling. With the start of examination courses following subject
option choice, what mixed ability grouping remains in the 4th and 5th years is

largely a matter of necessity rather than design.

3) Teachers of certain subjects often feel that their specialism is not
appropriate for mixed ability groups, most commonly Mathematics, Science and Modern

Languages. However, teachers in almost all subjects feel that selection 1s the most

suitable strategy once examination courses begin.
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City Road and the national picture

The three conclusions above would seem to indicate that City Road shared a
number of characteristics with other English comprehensives in its grouping of
pupils for teaching. In City Road all but three subjects (Mathematics, Science and
Modern Languages) taught in mixed ability groups until the fourth year when, after
subject options and with the push towards examinations, some form of setting became
the goal of almost all departments. However, timetable allocations and the numbers

of pupils opting made setting impossible in many subjects.



APPENDIX 5: Subject option take-up by pupil gender

The following tables list the proportion of male and female
pupils who were finally placed in each optional subject in the City
Road fourth year. Each subject is listed in decending order according
to the proportion of male and female pupils who "opted" for it. The
ravw numbers are stated in parenthesis and the percentages are based
upon the number of puplils present throughout the entire 'choice'

process (ie. the 'options process' sample).

MALE Subject Option take-up FEMALE Subject Option take-up
1. History S7%7 (63) 1. Biology 687 (50)
2. Physics 47% (52) 2. Religious Ed. 46T (34)
3. Biology 427  (47) 3. Child Care 397 (29)
4. Geography 46% (51) 4, Typing 347 (25)
S. Tech. Graphics 417 (46) S. History 327 (24)
6. Computer St. 2724  (30) 6. Community St. 27%  (20)
7. Chemistry 26% (29) 7. Art 267 (19)
8. Art 227  (24) =8. Applied Science 187 (13)
9. Woodwork 192 (21) =8. German 187 (13)

10. Applied Science 167 (18) 10. Geography 167 (12)
=11. Religious Ed. 112 (12) 11. Physics 157 (11)
=11. Metalwork 117 (12) 12. House./Home Ec. 14% (10)

13. Community St. 1072 (11) 13. Dress/Textile 122 (1 9)
=14. Double Comm.St. 7% ( 8) 14. Chemistry 117 ( 8)
=14, Drama 7% ( 8) =15. Computer St. ST ( 4)

16. German 27 ( 2) =15. Tech. Graphics ST ( &)
=17. House / Home Ec. 1% ( 1) =17. Double Comm.St 47 ( 3)
=17. Typing 172 (1) =17. Drama 4% ( 3)

19. French 32 ( 2)
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APPENDIX 6: The use of sociometric questionnaires in the study of peer friendship

patterns

THE DESIGN AND USE OF SOCIOMETRIC QUESTIONNAIRES

Before discussing my own application of sociometric methods as a source of data
on peer friendship choice, | wish to make clear some of the limitations and uses of

the technique.

a) Sociometry as an interpretative method

'Sociometry' has been defined in a number of ways, but may typically be
described as referring "generally to the measurement of social phenomena..."
(Borgatta, 1968: 53). The method usually involves a researcher in administering one
or more questionnaires to his/her subjects. The answers which are generated are then
treated as 'data’ to be used as part of the researcher's analysis.

Sociometric data may be presented in a variety of ways, for example, by the use
of mathematical equations (Proctor and Loomis, 1951) or alternatively by using the
data as the basis for some form of pictorial presentation. The latter has the
advantage of presenting a great deal of information in a form which is both simple
and dramatic. However, graphic presentations, such as sociograms (eg. Hargreaves,
1967: 11), are often most effective for "display rather than analytic purposes"
(Borgatta, 1968: 55). Some writers have attempted to formalize the presentation of
such data, eg. Northway (1940) and Forsyth and Katz (1946), but these methods
continue to Involve the researcher in a great deal of manipulation. For example,

Forsyth and Katz's "matrix" technique (used by Ball, 1981) offers a method tor

graphically presenting a great deal of information, however, the final arrangement

of cases depends upon the researcher's particular interests and subjective

perceptions of the group.

Therefore despite the seemingly 'objective’ character of some presentations ot
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sociometric data, the method is essentially interpretative. The ‘correlations' and
graphs which the data may generate prove nothing in isolation, sociometry has worth
only as a technique to be used in conjunction with other data-gathering procedures.
This point is not new, Moreno in what has become one of the most important works 1n
the field of sociometry, established the need to combine a number of research
strategies in order to support the 'validity' of sociometric techniques, ie. their
ability to measure what they are supposed to measure (Moreno, 1953: 100-1), an
argument echoed later by Stephen Ball:

"The combination of observation and sociometry provides a methodology

which avoids the danger of creating an abstraction that reflects the

nature and vagaries of the sociometric method rather than the

realities of the classroom.”

Stephen Ball (1981: 53)

These limitations in the use of sociometric techniques underlie my own use of
such data in this thesis. [ have tried to avoid presenting sociometric findings as
in any way more ‘'concrete' than my own observational and interview data, indeed, 1
attach far more importance to the latter as reliable and valid techniques of data
generation. 1 use sociometric data as further evidence of certain findings, to lend

'support' rather than to 'prove'.

b) The design and administration of sociometric questionnaires in this study

I used sociometric gestionnaires principally as a further source of data on
peer group friendship choices. In particular I hoped that the data would confirm
any hypotheses which I might develop on the basis of observational and interview
material (it was also possible that the responses might highlight patterns which I
had not been aware of previously). I also anticipated that a matrix presentation
(after Forsyth and Katz, 1946) would help formalize any case studies of pupil
cliques which I might have wanted to include in a research report.

A great variety of approaches are possible within the broad area of sociometry,
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but in constructing the questionnaires 1 aimed to follow certain basic ground rules.
For exampie, I kept the language as simple as possible and tried to avoid ambiguity.
I gave mimmal instructions and clearly separated them from the questions.

Initially I administered two questionnaire sheets to each pupil in my three
(options) case study forms (figures A.6/1 and A.6/2). Before this I had used
another form group in the research age grade as a 'pilot'; to check that there was
no confusion over the wording or requirements of the questionnaires. Before 1 gave
out the sheets I addressed each form, requesting silence while they filled out the
sheets, issuing the instructions verbally and emphasizing the fact that no one in
the school would see the answer sheets.

Both questionnaires sought information on social contacts, investigating what
Jennings (1947) termed the "psychegroup". The first questionnaire was of the "peer
nomination" type (Cohen and Manion, 1983: 102). The pupils were given a sheet of
paper with the questions written on it (figure A.6/1) and asked to write their
answers on a separate blank sheet of A4 paper, which I supplied. [ specified the
'setting' of each of the first two questions, to ensure that all pupils were clear
about the contacts which 1 was interested in. My aim in constructing the first
questionnaire was to highlight the structure of the social networks to which my case
study pupils belonged (both within and beyond the form group). I allowed the pupils
an unlimited choice; to stipulate a maximum number of responses not only denies them
the chance to identify all members of larger networks (as Borgatta (1968) has
noted), but may lead the respondants into assuming that they 'have' to list a
certain number of pupils.

I administered the first version of Questionnaire I (figure A.6/1) twice, ie.
in the third and fourth years of the age grade's secondary education. However, In
their fifth year I made certain alterations (figure A.6/3). The problem with the
original format was that by splitting the questions between in- and out of torm

friendships, [ had no way of assessing the relative strength of the ties. For

example, a pupil's closest ties might have been with peers in other forms, although
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UNIVERSITY OF NOTTINGHAM

WRITE YOUR NAMT AND FORM AT THE TOP OF YOUR SHZET OF PAPER

Please read the followinz questions carefullv, and write vour answars

on the sheet provided

Ouestion | : 1In your form, who are your closest friends?

"~

If you have any close friends in this school

Question
who are NOT in your form, please name them.

Ouestion 3 : Please name vour very best friend if vou have
one.

FIGURE A.6/1: The first version of Questionnaire I
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UNIVERSITY OF NOTTINGHAM

NAME Oulilll.l"llll'll""""iil FORP’1

HOW MUCH DO YOU LIKE EACH MEMBER OF YOUR FORM?

Circle the correct number beside each name

I = like a lot

2 = like a little

3 = neither like nor dislike
4 = dislike a little

5 = dislike a lot

NAME
Tony Appleby |
Anthony Clarke !

w | W

Simon Evans 1

Eric Garratt 1

—_— -~

[ 2 BN S BN B (G I N (G R B )
Wwlwilw
IR SR RS

Peter Hamilton 1

miwnmiuvliuvmiviwv

1254
»

FAS

W oo ~ -
wayne Joinisorl

Surrinder Lail !

James Murray !

Duncan Newham !
John Nillson I

FIGURE A.6/2:

Kevin Pierce : Questionnaire II

Neil Poxon l

Wilwlwlwlwlw]wile

RN I I
RN I SN EAE E O -
Livituiwvmiuviwv iwn

Trevor Smith !

o
(O]
n

T r. .o
Llan iraylor

Charley Thompson

—— ¥

(VAR IV, B RV,

Julie Bexson

Susan Brown

Sandra Garner

Rita Lewis

Joanne Matthews
Evelyn Mills
Tracey Sharp

il lololoiololo
sl jelsleoleleleales s

—
rJ
=~

1

WilwlilwlwlwwjLwjw]wlwlw]lwlwlw

v ivminniuvmlivmiwvmwinmivnmiviuvliu
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FORM.Z2 ¢ @ @ a = -

YOUR ANSWERS ARE CONFIDENTIAL t NO-ONE IN THIS SCHOOL WILL

SEE THESE ANSWER SHEETS

FART ONE s Please answer the following questions in the

space provided at the bottom of this sheet

Question 1% Who are your closest friends in this schnool?
Question 2% In your form. who are your closest friends?
RQuestion 3% Flease name your very best friend 1 f you have

one.

YOUR ANSWERS

Question number Friends’” full name and form

FIGURE A.6/3: The second version of Questionnaire I
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they also had some friends in their own form whom they would have named 1n response
to question 1. My interview and observational data allowed me to Jjudge the
importance of the different networks, but for the fifth year questionnaires |

decided to change the wording accordingly. Hence, the second version began with a
general question on friends in the school as a whole, and then included a form-based
question which allowed me to continue the use of matrix presentations if I wished.

1 also decided to include space for the pupil's answers on the question sheet

itself: the pattern of the third and fourth year responses suggested that the amount

of free space on the question sheet would not act as a limitation on the number of

answers.

The second type of questionnaire which I administered was of the roster and
rating format. This involves the respondent in rating each person in a group along a
predetermined scale (Figure A.6/2). I decided to use this, in conjunction with
Questionnaire I, to ensure that I had data on negative choices (rejections) and
relations between different cliques within each form. Also, by using a five point
scale, the questionnaire maximized the potential for more sophisticated analysis of
the data at a later point in the study. It could be argued that the third rating
('neither like nor dislike') might be used as a 'let out', but I judged it to be
unwise to force a positive or negative rating where a child might genuinely have no
strong feelings about a peer.

Questionnaire II successfully met it's aims, however, it became clear that the
questionnaire's potential did not justify it's expense In time and materials.

Hence, I did not use it in the pupils' fifth year: I gained very detailed
information on inter-group relations within the forms through other ethnographic
means, and these suggested that the form group was not as fundamental to soctal
relations as 1 had originally assumed. This meant that the statistical

manipulations of the data generated by the questionnaire were not only

time-consuming but superfluous.
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APPENDIX 7. A sentence completion questionnaire: methods and findings

1.THE USE OF SENTENCE COMPLETION ITEMS
The sentence completion technique is an established form of data generation
which has been used in a number of previous ethnographic studies, for example,

Hargreaves (1967) and Ball (1981). It has been argued that:

"Sentence completion techniques have the advantage of being simple to
explain and easy to administer to large groups of subjects. Because
of their novelty and the spontaneity of response which they
encourage, they are generally well received by older and younger
pupils alike. Exponents of the method claim that as well as
revealing the conscious attitudes of the respondant, sentence
completion may also expose unconscious feelings about which the
subject may be quite unaware."”

Louis Cohen (1976: 127)

It should be emphasized that sentence completion is a techmique which aims to
elicit data on pupil perspectives. The responses may tell the researcher something
of how pupils see the world but, in order to gain a more complete picture, the
method should only be used in conjunction with other means of data collection such
as interview and observation.

I did not use sentence completion items until my research age grade entered
their fifth year. Originally the technique had not struck me as being particularly
useful, since responses to the same item could often be interpreted in conflicting
ways. | felt that interview and observational data was far more reliable. However,
having spoken with other researchers about their methodologies at an ESRC Summer

School (1) I decided that the technique might offer a further means of testing

certain hypotheses and generate certain data which conscious interview replies would

not.
I decided to design a sentence completion questionnaire which focused upon

various aspects of social relations within the school. 1 administersd thic, with

the last of the peer nomination friendship questionnaires (see Appendix bj, to my



two case study forms during their fifth year. It should be emphasized that although

I carefully considered the design, administration and interpretation of the sentence

completion items, the exercise remained essentially speculative.

2. THE QUESTIONNAIRE

As with all my friendship questionnaires (Appendix 6) I gave both written and
oral instructions to the pupils and asked them to write out their answers in
silence. In addition to my usual reminders concerning the confidentiality of
responses, I emphasized to the pupils that they should complete a sentence by adding
the name of the fifth year pupil whom they felt was most suitable. [ stated that
they could name a pupil more than once if they wished and that they were not
required to complete all the items if an appropriate nominee did not come to mind.

The questionnaire was made up of nine items, listed randomly as follows:

................. 1s very clever.

................. picks on other pupils.

................. 1s most like me.

................. 1s a favourite of some teachers.
................. is stupid.

................. is someone I would like to be friends with.
................. is bullied by other pupils.

........... ...... is someone I don't like.

................. is picked on by some teachers.

3. THE RESPONSES

The patterns of response to sentence completion items are often open to many

alternative explanations. For example, 230 nominations from a total c1 284 (81% of

the responses in the two forms) cited a pupil of the same gender as the nominator.

It could be argued that this reflected the rarity of frequent social contact betweel



ITEM
Clever

Bully

Like me

Staff favour

Stupid

Like as
Friend

Bullied
Disliked

Staff target

TABLE A.7/1:

SENTENCE COMPLETION RESPONSES ACROSS TWO FIFTH YEAR FORMS

NOMINEE QUTSIDE FORM

NOMINEE OF OPPOSITE SEX

Total

14

ALL RESPONSES

Total

43

33

35

41

Nominator Total
Male Female
9 9 18
21 11 32
6 2 8
11 11 22
7 3 10
2 2 4
8 11 19
11 16 27
2 1 3
77 66 143

the questionnaire,

Nominator

Male Female
0] 2
0] 6
1 0
3 o
0 la
0 0
0] 14
2 1
&) 11
6 48

Nominator
Male Female
24 19
22 11
14 7
21 14
26 15
2 2
20 18
22 17
13 17
164 120

of which 27 were male and 19 were female

8L¢
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pupils of different genders within the school. Alternatively, 1t may indicate that
the respondents unconsciously limited the populations from which they drew their
answers (Table A.7/1 details the number and character of responses to each item).
Problems such as these severly limit the value of sociometric exercises and
emphasize the need for a careful examination of possible interpretations and
continued "data-source triangulation” (Hammersley and Atkinson, 1983: 198), le.
comparing the results of several different sources of data before accepting one
perspective or analysis as valid. It was is this sense, as a supplementary
data-source, that the pupils' replies to the sentence completion items revealed

patterns of interest in relation to the significance of ethnicity in the school.

The nomination of West Indian pupils

When analysed by the ethnic origin of the nominee, West Indian pupils stood out

in relation to two items; the first of these was,
................. picks on other pupils.

This item attracted close to the average number of nominations and was answered
by 33 of the 46 pupils in the forms at the time (72%). The item stood out because
all but one of the nominators cited pupils who were not members of their own form
group. It might be argued that this was due to the nature of the question, le.
perhaps the pupils were reluctant to name a peer as a 'bully' if that person was in
the room with them at the time and might find out. This possibility cannot be ruled
out completely but seems most unlikely in view of the following factors,

a) If they were afraid, why write any answer at all?

b) This was the third sociometric exercise which the pupils had completed for

me and they knew of no previous disclosure.

c) There was a great deal of similarity in the nominations of puplls 1n twc

separate forms, with 28 of the 33 nominations (88%) shared between just three

pupils, all of whom were West Indian.

24 of these nominations cited either Barry Clayton or Roger Haynes, i< 13% 2!
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all nominations in this item. The other West Indian pupil cited was a girl who was
part of the female group which paralleled the West Indian male clique (see Chapter
6). Given that gender may have been associated with pupil nominations, it may be
significant that 19 of the 22 nominations made by male pupils cited either Clayton

or Haymes, ie. 86% of male nominations (and 70% of all males in the two forms at the

time).

West Indian pupils also featured disproportionately in responses to the item,
................. is picked on by some teachers.

This item attracted nominations from 30 of the 46 pupils in the two forms (ie.
65%); slightly less than the average number of responses per item. The majority of
nominees were of the same sex and form group as the nominator, yet 15 of the 30
nominations made were of West Indian pupils (ie. 50% of nominees). These results
should be compared with the fact that West Indians only ever accounted for
approximately 10% of the entire research population and 15% of the two case study

forms.

Clearly, in view of my previous warnings about the interpretation of sentence
completion nominations these results do not 'prove' anything. However, that the
pupils in my case study forms reflected West Indian ethnicity disproportionately in
their answers to questions on conflict within the pupil body, and between teachers
and pupils, lends support to the other observational and interview data (presented

in Chapter 6) which highlighted the cituation and adaptational responses of West

indian pupils in City Road comprehensive.

NOTE

1. "Strategies of Qualitative Research in the Study of Educatu:)qr:nal bqettmg: an985
ESRC Summer School held at the University of Warwnck 22nd-26th July lh )
Sociometric methodologies were among several techniques discussed in workshops
concerned with fieldwork methods and the analysis of qualitative data.
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