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Voluntary Activity: Necessity or Choice?

Voluntary activity¢ the unpaid and uncoerced giving of time, talent, money, and resourdesan
AYGSaANFf LINI 2F GKS LINAYIFINE a0K22f= FYyR AG A& A
raise on average has risen from £41 per pupil, per year to £51 per pupil, per year, increasing to £94

per pupil when we consider PTRarent Teacher Associatioh]ly O2 YSé¢ 6. 2Ré pdg7y R | 233
The amount of volunteer time schools receive has also increased from 12.5 minutes per pupil, per

week in 2016 to 21 minutes per pupil, per week in 2018 (Ibidgre is much to celebrate about

voluntary acivity in primary education From improving academic attainment, benefiting social and
emotional wellbeing, and introducinghildrento a variety of experiences they might not otherwise

encounter, voluntary activity can have a real and lasting impact on pupils early in their educational
journeys, encouraging them to grow into caring and thoughtful citizens keen to make a difference in

the world. However,n the context of government funding cuts per pupil of an estimated 9% in real

terms since 2010 (Draytagt al, 2023), schools are increasingly seéfireguseof voluntary activityas

a necessity rather than a choice, with primary schools becoming increasingly reliant on volunteers and
fundraised income to provide education (Body and Hogg, 2bBiiékey, 2024 In addition,the gaps

between schools are widening, with schools in wealthier areas attracting double the amount of
volunteer time and money than those in more deprived ardzsdly and Hogg018. Consequently,

increasing reliance on voluntary adty is potentially exacerbating already existing inequalities
0SG6SSy a0OK22fasx NIAAAYy3d do620K Y2NIft ljdSadAazya |
a20A1Ff 2dzaGA0S O2yOSNya Fo2dzi K2g (@22%5yadz2NB | f ¢

These concernsver inequalitiehave only increased following tde Y LI O Q02 1Bwm gikdS&mic

Ay GKS Sand\dhgdingrcaosef-living crisis, of which schools were and continue to be at the

frontline (Lucas et al, 2023 immins, 2021RioPoncela et al, 2021). Decades of neoliberal reforms

have not only cut the educational budget, but they have also cut, reduced, or restructured other
essential services for children and their families (Baker, 2023). In this cdetdadols [are] acting as

crucial anchor institutions in the face of a retreating welfare state and the underfunding of services
OKIFIG aK2dzZ R LINPGARS | &dz2Lll2NIAQGS SO2t238 F2NJ Tl
pg1396). Increased responsibiliiecombined with ongoing staff recruitment and retention issues
(OvendenHope and Passy, 2019), mean that schools are struggling to manage the multiple roles they

are expected and feel morally compelled to play. Voluntary activity is increasingly fidisg ¢faps

left behind by the retrenched welfare state and associated underfunding of services to ensure that
OKAf RNByQa ySSRa I NB YS{ Ihgylesénel & GKS& NBOSAGS
In this context, small schools are experiencing the largest increases in voluntary activity (Body et al,
2017).C2 NJ G KA & ( K S arkdeffeddsicidol$ viith faw@iktigae f0GpQpilsho are often
RSAAIYI GSR |a WNHoNEducAtiord Whilsi étén can&eptlialésid arkiypromoted as

part of a rural idyll in policy and school marketiigh(f { SNEX HAamMnT /w/ STHamAT

I I £ F1 ONB Ehgland masdadhighly differentiated countrysidel(3f S& FyR | Aff &F 1
a dzZNR 2 DK 3 § with snaall schools educating childrisom a diverse range of backgrounds with

diverse needs (Fargddalet and Bagley, 2021As of 2023, there were only 2,034 small schools left in

the country(Hill, 2023Y; this had almost halved since my reseabelgan And yet, wilst these schools

>



experience challengeselated to their small sizeunder-prioritisation and underfunding from
government, theyare often inclusive and caring environments, providing a valuatigd-centred
education difficult to find idargerurban primary schosl Voluntary activity has had and continues to
play a vital role in ensuring this education can be provided in these consextgtimes evelnelping

to saw these schools from closur@Hargreaves, 2017)t is criticalfor society that we better
understand how voluntary activity happs in different educational contexts and the impact this can
have for all those involveiflwe want to work towards a socially just education system forladleed,

at the rate of closure of small rural primaries, we risk losingdpportunity to understand how
voluntary activity contributes to valuable educational experiences in these environments for good
and how this could apply tand benefitother educational contextslhis is where my research comes
in.

ExploringVoluntary Activity

My thesisexplores voluntary activity for two small rural primaries of differing levels of deprivation in

South East England: Applegood Church of England Primary School (less deprived) and Oakington
Church of England Primary School (more deprived). This reseasatonducted through ethnography
(2021-2024), with a range of different methods employed during my extended immersion in these

schools as a volunteeparticipating in,watching, listeningasking questionabout and écollecting

whatever datalwag available to throw light on the  LIK S y & Yokinyfary activity (Hammersley

and Atkinson, 1997pg. .t F @ 12y YR a22R& 0 H Oa@ yo RSO Sa AYED 21 RIRK
KS a@2ftdzy G NB IABAYI 2F aYS O6AYy (GKS F2N¥Y 2F @2f
F 2ySQa 26y FNBS oAttt IyR G2 0SySUG (GKS SygiNpy
NJ AY RRA2@Sde>0 O2RASLIWBOI 2 KAT awin b v IBdedSa o Kdziia S R ¢
KS ¢2NFR 2N QIRY BB DOSEDE (KS 2DSy dzyO2yaoOAz2dza | yR
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Building on the literature andddressingjaps in knowledge, my research questions were:

1. What does voluntary activity look like in small rural primary schools?
| exploredthe forms of voluntary activityrecruitment and requests, the roles and activities

undertaken, the money and resources donated, by who, how they are organised, facilitated, managed,
and negotiated, and the spaces and relationships involved.

2. How is this voluntary activity experienced by (1) volunteers (including pdcamess and
community members)2) school staffg) children?



| explored the motivations, feelings, and opinions on the practice of voluntary activity in these schools,
from the perspectives of those undertaking it, including the positives and negatives of voluntary
activity, andopinionson when it should and should not be used and why.

3. lIs there a relationship between level of deprivation and the character of voluntary activity in
these schools?
By comparing schools with differing levels of deprivation, | aimed to understand how this might
influence the practice and experiences of voluntary activity.

¢KS LAOUGZ2NRALIf AYy({iNRRdzOo2ya Ay CA3IdzNBEA M YR H 068
LX F OS F2NJ ! LILIX SIavitl 8ol introgiuRe the kwb dchyodl (c@mymdnities) in more detail.

Introducing theResearchStes: Applegood and Oakington

Applegood and Oakington are both voluntamyntrolled Church of Englan@ofE)primary schools

who federated in 2014Both schools opened in the early 1800s with financial support from their
villages principal landowning familieBupil numbers fluctuate within and between academic years

(as is common with small rural primaries) but batthoolsusuallyhave around 460 pupils. There

are only a handful of children in each school who live in the villages of the schiaolg pupils come

from Pitford, a nedny largeformer mining villageHowever, Applegood have a wider catchment (3.8
square miles) than Oakington (1.9 square miles) and in recent years have been more likely to fill their
Reception intake than Oakington. It is common for both schools to have a lotyeimmovement

too (chldren leaving and joining different year graihroughout the academic yea\pplegood is a

small (relatively affluent) rural village, with the school at the centre, whilst Oakington is a large
scattered rural hamlet, withhe school on the outskirts and a more mixed sestmnomic profile.
Schoolcommunity links are stronger in Applegood, than in Oakingtor2023/24 Applegood had

9.4% of children eligible for free school meals (FSM), whilst Oakington had 57.9%. Oakington also have
13.2% of children from GypsiRomaand Traveller (GRDackgrounds, whilst Applegood have none.

Both schools have high numbers of children with special educational needs (SENB/2428% of

primary schoopupils ha an Education and Health Care Plan (EHCP)4ad%hal SEN support (ONS,
2024b). In 2023/24, Oakington had 15.4% and Applegood had 18EBbpupil$with EHCPs and/or

SEN supporiBoth schools offer Woodland sessions (Forest School) and Farm sessions (Farm School).
¢KS fFrdiSad h¥aadSR AyalLlSoOodAizya 3INIFRSR ! L) S322R
LYLINE GSYSYBS o6 whISyRPE M F2NI FAdzNIKSNI RSGFAE 2y Y¢
Whilst it is impossible to include every member of these school communities in my research, | have

constructed a dramatis personae to introduce readers to some of the characters | encountered and
worked alongside during nmgsearch(seeAppendix2).



a Friday 15" July
Weare collcing s for e )
Adult's Tombola
Star Clas — Toitrics & Books
Moon Class - Sweets & Boxes of Chocolate
Sun Clas - Borles of Drink
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The children enjoyed decorating the Christmas tre.
today. | think you'll all agree it looks wonderful.
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| am aware that my childhood memories are very idyllic, andothieey landscape, social context, and

the schools themselves have changed much since | attended (see Chapter 2 for further detail). Indeed,
working at Oakington in 2020/21 was an invaluable experience which gave me a deep and personal
understanding of thechallenges these schools face (both deyday and longerm in the national

policy arena) but also showed me that they are vibrant and treasured environments which both need
and deserve closer attention. In my methodology chapter (4), | outline the &lddior researching

these specific schools in further detail, but it is also important to acknowledge my personal motivation
for the study: | care about these schools, | have unigue access to and relationships with them, and |
wanted to understand how voluntary activity is experienced so that | might be abbenefitthese
schools, and schools like them through my research.
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Small schools are in a situation where the choice to attend them is being eroded by a policy context
which purports topromote school diversity and choice, but which in realitgwards those schools
with highest pupil numberg the antithesis of the nature of a small sch@g@venderHope, 2024)
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Taking the decision to close a small school reduces the choice and diversity government claims to
encourage. And yet, small schools can provide high quality educetiahcommunity spaces, aratt

as centres for innovatiomnd treasuries for their localities (Grist®023). They also continue to

educate children from a diverse range of backgrounds and with diverse needs, providing inclusive and
caring environments enabling children to thrive where they may have struggled else\Waegas

Malet and Baghe, 2021; NAHT, 2023This is especially the case farpils with SENwhere small

schools are fulfilling the goal of ensuring SEN children can be educated in a mainstream setting more

than any other schodllbid). Voluntary activity is key to how these schools are continuing to provide

this child-centred and inclusiveducational experienceithin their communities(Hargreave®t al,

2009) Thus, tlis researchis both timely and incredibly importantcontributing to numerous
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Chapter 2: Context

This chapter contextualises the focus of voluntary activity in small rural primary schools within the
educational policy background of the UK. Whilst Chapter 3 explores the literature and debates
surrounding the rationale and consequences of educatiorcpaéevelopments, this chapter highlights

key points in the chronology of this development. The 1870 Elementary (Forster) Education Act made
education compulsory for children agedl2 in England and Wales, provided by voluntary religious
andsecularstatd OK2 2f a® 9RdzOF GA2Y g a lwarQaliHeOstate fvithitde £ £ I NJ 2
1944 (Butler) Education Act introdag free primary and secondary education for all children. The
rest of this chapter explores the transition towards neoliberalism in education by exploring key policies
introduced by different governments in power over the last 50 yéershronological order)l then

situate small rural primary schools within this context by explo¥hg closuredebatetand showing

how these schoolfiave been cast as ineffective, inefficient and infelgmeoliberal policyFinally, |
explore where Applegood and Oakington (the two schools introduced in the previous chapter, and in
which this research is based) sit in relation to this historical policy environment.

Neoliberal Education

h@dSN) GKS tfFad pn @SHFNRSX RS&ALAGS OKIFy3aSa Ay 3IA20SN
2OSNI LA YR 02NNEPEgAYASIRJzO . GFAT2(YyY LA iMBe W3R T AT
organising principles, from welfare education, based on the principles of public service, to neoliberal
SRdzOF GA2ys o6llaSR 2y (GKS LINAYyOALX S& 2F YIFIN)JSG SEC
whatz2 22 Ra FyYR {AY{Ayad 6Hnanmn0 OFf{ dbyssélaumdiy, & G NI
institul A 2yt RAGSNEAGE IyR OSYyaGNrf 3F20SNYYSyld O2ydN
been aligned with, and defined by, a particular set of political priorities including marketisation,
(parental) choice, competition, freedom, autonomy, dRNA FSY LISNF 2 NX I Yy OS A Y RA(
LJdzN132 aAy 3 2F SRdzOF A2y F2NJ KdzyYty OFLAGFE RS@St 2
education has become fundamental to both economic and social policies in government rhetoric and

is seen as key to ecomic competitiveness in the global market, as well as a solution to a variety of

social problems (Holloway and Pimiitilson, 2013, pgs.328).

Conservatives (1978997)

Soon afterthe Conservative government came into powerd®76 the landmark¢ | € £ 2 NJ w S LJ2 NI
bSé t I NIYySNEKALI FwRaNpublishbdAg vieKas a focufon thenrdle af parents in

& dzLJLJ2 NI A y 3 G K S A(hbvoDdted Iy fhe daiBey Rlovden @pd ik (298 7) and a key feature

of the education landscape since themich is returned to throughout this thegjsthis report had

much to say about school governors. School governance is a formal and highly accountable voluntary

role that requires goverors to be responsible for the management and conduct of their schools (with

various models for how this is enacted in practice) (Ranson, 2003; 2012; Ranson et al, 2005). The Taylor
Report advocated for governors to be local and connected to their scboathanities in a sustained

and constructive way (Owen, 1978). The Education Act 1980 extended participation rights and
widened representation on governing bodies, but local education authorities (LEAs) retained the

NZ



power to appoint governors (Whitehead and Aggleton, 1986). The Act also required governing boards
to include parent governors, thus seeking firther expand parental participation in educatio
beyond their own child(ren)Bridges, 1994)Theae is avast body of literature about governor
demographics, the nature and effectiveness of different models of governandepractices of
governing, and the (changing) role of (different types of) governors within the education system
(Hetherington and Forrester, 2@2James, 2014; Baxter and Wise, 2013; James et al, 2012; James et
al, 2010; Ranson, 2008).

l'Yy20KSNJ 1 S8 RS@St2LIYSyid Ay GKAA 3I28SNYYSyid 61 a

9 RdzOI (i A 2 y I f whiclSfBsRidtroduakdi &Sy @ S M Englisioedu@ation policBlack,

2019).SEN statements were introduced in 1978 and the Education Act 1981 (implementing many
FaLsSoda 2F GKS 2FNYy201 wSLER2NIO adldSR GKFd aOK
GKSNBEDSNI LIRaaArot Sé¢ odzyt Saa GKS LI m&ycatiorR o thel KS { 9|
{9b OKAf RQa Antdrpatitiieinithy/the @dickfioR of 6tiers)AIbid; Lindsay et al, 2020).

The role of Special Educational Needso@tinator was introduced from 1982 and made mandatory

in 1993 (Ibid). More recently, the Children and Families Act 2014 replaced SEN stataritlents

Education and Health Care Plans (EHCPs) which provide SEN children with a personal budget (Ibid).
The huge increase in the teaching assistant (TA) workforce since 2000 has been attributed to the drive

for SEN inclusion in mainstream schools (Blatchfetral, 2009; Sharples et al, 2016; Lindsay et al,

2020; Lewis, 2023). The numbers of children with SEN support (identified by their school) and an EHCP
(identified by their local authority) has been increasing since 2016 (ONSh)20%1of 202, the

number ofpupils in Englandiith SEN is over @million (Ibid).

The Education Reform Act (ERA) 1988 was fundamental in the process of neoliberalisation in England.
LYGiNRBRddzOSR 0@ ¢KIFGOKSNRa /2yaASNBIGAGS F2BSNYYSyY
Local Management of Schools (LMS) which allowed schoofs tmubof local authority management

and financial control, which was then delegated to the headteacher and governing body of a school

0!t 0201 FYR alé&x unmnod LG Ffaz2z AYGNRBRdJdzOSR WOK2A
an open enrolmensystem, and the National Funding Formula where funding follows the pupil to the

school parents have chosen (Ball, 2021; LeGrand and Bartlett, 1993). Schools then receive their
0dzRISGa o0lFaSR 2y diKS ydzYoSNE | yRSIaA0KZ28F aKBENJ
1993, pg.127). The Office for Standards in Education (Ofstedjnivaduced in 19920 inspect

schools on a range of criteria. As a result, schools must now compete for parental preference based

on their successful performance in lemgtables and Ofsted inspectisifAlcock and May, 2014).

/| 2yaSljdsSyidtes (GKS SRdzOFGAz2y aextiSYSHERa 3aBSNY 8RI
principles of choice for service users (parents and students) and competition between providers
(schools) (LeGrand and Bartlett, 1993)e processes involved in this transformation are collectively
GSNYSR WYIFIN]SGAALFIA2YQd

In theory, the quasimarket in education aims to maximise the efficiency benefits of a private market,
GKAES NBGFAYAYy3a (GKS SljdAade oSySFAada 2F | Lzt A0
Ay (GKS ljdzZ t AGe 2F SR pgil2s52 Y aimdhRi@thisithighédhe creatiolNi £ S § (
of a diversity of schools from which to choose from, running schools efficiently to generate surplus

and improve facilities to attract more pupils (LeGrand, 2003, pg.109). Indeed, with a focus on
educaional standards, two other key introductions of the ERA 1988 were that of Key Stages, specifying
educational objectives to be reached by a certain age and the National Curriculum, detailing the

NT



subjects and content to be taught and the expected standards to be achieved by all chilscbnahs

(Ball, 2021). Ironically, therefore, such changes purporting to promote freedom and choice also
combined with reforms which sought to control educational content and restrict curriculum autonomy
(Ibid).CdzNII KSNXY2NB> 2Said FyR . FAfS@&@ oO6nnmou | NBdsS GKI
the limits onrealchoice constitute a serious problem in education markets. Exley (2014, pg.26) further
highightsK 2 g a LI NByda ¢AGKAY SRdzOF GA2Y Il f YINJ]SGLX | OS2
first place, with middleclass parents benefiting over those from disadvantaged backgrounds. Indeed,

many parents do not experience choice as a reality when setgatschool for their child(ren).

New Labour (1992010)

9RdzOF GA2Yy 6l a OSY(UNIXt (2 bS¢g [l o02d2NRa St SOGA2Yy (
New Labour governmergonsolidated and reinforced many of the education policies introduced by

the Conservatives buadopted a wider holistic welfare approach for children and families (Simon,

2013) Treylaunchedthe Sure Start programme dedicated to suppongfamilies from pregnancy to

age 4 in areas of high poverty (Heath et al, 2013) and Education Action Zones, where groups of local
schools in deprived areas were to work with local businesses to help them improve. In 2003, New

[ F02dz2NRA W9 @S pubicy énéolrdglR schmdlsiitdl KedbEne&2community hubs, providing

extended services in their local areagith schools working together with other agencies to care for

the whole child, their families and local communiti€nion, 2013 Whilst it is argued that Extended

Services were underpinned by a deficit moafigbarents and communitiggbid), Diss and Jarvie (2016)

argue that, with dedicated fundinand a genuine commitment to lifelong care for the whole child

beyond only academic attainment@xtended schools could éoh the lives of parents and children

through extracurricular opportunities, consistent food provision, and enabling mothers labour force
participation.¢ Kdza > bS¢g [ 062dz2NJ NBYSgSR NBO23ayAdAzy 2F (K.
OKAf RNBYZ FlIYAfASAE IyR aOKz22faéa o!fO0201 FyR al &>

It is important to point out here that parents involvement in education has existed long before the
policies discussed in this chapter. Of particular relevance to the focus of this thesis is the role of Parent
Teacher (and Friends) Associations (PT(FJeskents carvoluntarily join and form PTAs which
fundraise for their child(ren)s schools, build school community and represent the parental voice
(House of Commons, 2006). In 1956 the National Confederation of Parent Teacher Associations (now
called Pareritind) formed out of networks of PTAs and by 2006 they represented ov€003
individual PTAs across England, Wales, and Northern Ireland (lbid). Parentkitndive a national
advice line, regional advisers, provide information, guidance, special bank rates, model constitutions,
a webbuilding tool and subscription linked insurance for PTAs, as well as seeking to represent parents
in media and educational policyhey advocate for increased parental involvement in education and
undertake research to explerparent participation in PTAs and the work they do in schools.

.ttt OonnuHMO OKIFNIOGSNRASAE bS¢g [Fo2dzNRA SRdzOF (A
WY2RSNYyAalGA2YyQd Ly NBfFdAz2zy G2 (GKS FTANRGE bSé
schools structured by performance measures and regulation throungipection, deliberately

wealening the role of local authorities and increasing central andgalernance (Hetherington and

Forrester, 2022; Heath et al, 2013). In relation to the second, they also increased targets, intensified

the performativity culturein schools, and sought to diversify secondary schooling, creating even

NY
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A-levels and link what is learnt in school to future job opportunities, with a focus on vocational skills

(Heath et al, 2013). They also provided extra teses for schools to specialise in particular subject

areas (giving them a competitive edge) (Alcock and May, 2014). In addition, their Aim Higher (2001)
policy sought to promote participation in further and higher education among young people from
disadvantaged backgrounds (Heath et al, 2013). Perhaps one of the most significant legacies of this
government which fundamentally altered the landscape of education was the introduction of
FOFRSYASAa AY wnnnd S5ANBOGE & Tdzy WSponsare[esge8alyii NI £ 3
f20rf odzaAySaasSase (G2 NBLIXIFOS 20t D2@SNYyYSyd
Pulsford, 2019, pg.243), significantly increasing privatisation in the education system (West and Baliley,
2013). West and Bailey (201433.139 summarise the academies programmerefiecting a radical
OKIy3aS GaFNRY  yIFEdAz2ylf SRdzOF A2y &adaedaidsSyszx 20t
SRAzOF A2y I dzZiK2NRGASATZ (G2 I OSydNIfte O2yiaNRffSR
the government and private educati providers.

Coalition and Conservatives (262020)

If New Labour sought to modernise, innovate and focus on vocational skills, the Coalition and

/| 2y aSNDIFGAGS F2BSNYYSyida FNRBY Hnanmn az2daAKiE G2 32
academic curriculum, with a focus attainment, traditional values, subjects, and forms of pedagogy.

They also passed the Academies Act 2010 which made it easier for schools to convert to academies,
supposedly giving them greater freedom and autondiyd)F Y R A Y G NP RdzZOSR WFTNBS &c
academy which allogvany interested party to set up a school on a4poafit basis with government

funding (Allen and Higham, 2018; Hall and Pulsford, 2019). Higham (2014) identified local civil society
groups, sponsoring organisations, and existing educational institutisngie most common free
A0K22f AYAGAFG2NBE® t2fA08 Ffft26SR WFIFAfAYAQ aO0OK?2
academy trusts (MATS) run by charitable and social enterprise organisations (Ibid; West and Bailey,
2013). Despite claims thaicademisation is the solution to underperformance (with failing schools

forced to convert), evidence of their success is contradictory and controversial (Ibid; Keddie, 2018).

b2d 2yté& R2 dadKS& FLIISIN G2 RA aLidedtinthe gieviotg t  NJ R
f20Ff FdzZK2NAGe &a0K22f aeadsSyé¢ o.ltfZ HAauMI LITDH
class segregation and stratification and the privileging of private interests undermining education as

a public good persist (Keddi2018). Allen and Higham (2018) also found that free schools, whilst

tending to open in areas of disadvantage, were socially selecting pupils from more affluent
backgrounds leading to reproduction of so€iconomic inequality.

In line with a focus on attainment, the Ofsted inspection framework underwent reforms in 20 (w

WNE |j dzA NBa NELINE OS K S yhlingd), REF and20PIN®fld have been criticised

for inconsistency, unfair and unreliable judgements, with some inspections and reports even leading
to teacher illness and deaths (Fazackerley, 2023). Indeed, within this context, 2010 saw the beginnings
of the intensification of the teacher recruitment and retention crig@enderHope, 2024) Ofsted

and govenments accountability pressures are a leading cause in teachers decisions to leave the
profession (NEU, 2024). As well as poor pay, pressure and workload issues, the closure and funding
cuts to wraparound services, mean that teachers are expected nottorgglucate, but also to be

social workers and mental health professiondigebb and Vulliamy, 20089vendenHope and Passy,

N ®
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involved actively encouraging communities (including the teedtor and volunteer citizens) to draw

dzLR2Yy 6FyR ONBFGSUO waz20Alt OFLAGIEQ Ay GKSAN f 20l
local public services (Alcock, 1®). As part of the Big Society agenda, the Coalition government
introduced the National Citizen Service (NCS) which they argued would both benefit students future
employment prospects and provide social and emotional benefits for the young people involved,
encouraging a mixing of students from diverse backgrounds and participatimeal social action

projects (Bradley, 2012; Dean, 2014 contrast, however, they alfocused on developingharacter
educationwhich Jerome and Kishy (2020) criticise eing paternalistic, ardilemocratic and anti

intellectual, as well as indiWialistic, depoliticised and decontextualised, suggesting poetermined

conclusions to ethical dilemmas and that bad outcomes are the result of poor individual decisions and
personal characteristics without wider critical reflectidine controversy of character education thus

arita dzyO2YF2NIlofe f2y3aARS WARSIfaQ 2F GKS . A-:

2 KAfAG GKS NKSG2NRAO 2F (GKS WwW. A3 {20ASGeqQ FStft |
I 2FEAGA2Y 3F208SNYYSyid G221 L2 gSNE GKS /2yaSNBDI
Government, 2018) continued this focus on local voluntary irarokent. Despite the positive rhetoric

2F WSYLRGSNNSY(IQr wWt20ltAaYQYX YR WillAy3 O2yiN
schools to draw upon the people and resources in their local areas to improve (or sustain) the
education provided (Body020; Flint, 2011; Hastings and Matthews, 2015; Morris, 2011) at a time

when the education system is suffering increasing funding cuts per pupil (Drayton et al, 2023) and

local support services are being reduced or withdrawn altogether (Baker, 2023)ehbaaragement

G2 RNl ¢g 2y 20t Wa2O0AlFft OFLAGITQ GKNRIAK @2f dzyi
individuals and communities compensate gmvernmentcuts (Green et al, 2011; Morris, 2011).

QOVID19 (20202023)

Any contextualisation of education policy cannot fail to discuss the huge impact ofjldtoal

Coronavirus pandemic beginning in 2020. Policies impacting schools during this period included
national lockdowns and school closures, continuedénson education for key worker and vulnerable

children, online and homeachooling, free school meabuchers, changes to testing and examinations,
a0K22f Wodzmof SaQ G2 andiNg@suwiditestngaddbisoRtior2(Fimniins, 2029 A NHza =
l'da 0KS ¢2NIR FOGSYLIWSR (2 WNBlOdaNYy (2 y2NXYIFEQ 1
continued to struggle with behavioural problems, lack of socialisation and poor mental health of

pupils, ongoing problems with examinations and assessment, managingugatelarning and poor

pupil attendance (Ibid). Education experts and school leaders bdli/®©{ R2 gy a WoONRB 1S (K¢
bound schools and parents together, with previously takengranted rules around attendance and
O0SKIF@A2dzN) y2¢6 RAA&ANBIFNRSR o6& LI NByida 6! RIYAaZ HAt
education, Wturn was to folow U dzZNy ¢ 6 LJA®n 0 GKI G0 GKS 3I@®@SNYYSy
GAGK aO02YYFYR FYR O2yUNRBf OUGNMzYLIAYy3IAE Fye F2N¥ 27F
school system in the UK, did not help with communication issues (pg.16). Biesta)(20@es that

M
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navigate the pandemic more easily than those without, thus highlighting real concerns of educational
inequality that need to baeriouslyconsidered and addressed.

Small Rural Primary Schools in Social Policy

As a result ofthe numerous neoliberal education policieiscussed aboveBall (2021, pg.211)

OKI N} OGSNxRaSa 9y3aftlyRQa OdzZNNEBY geo@dphirdly dnd sefallyLINR S A 3
dzy SOSYy WLI G§OKg2N] Q@ . dzi 6KSNB FFNB avYlff NHzNIE |
answer this question, it is important to first understand how small schools are defifiiist there

are many challenges to defining small schools (Phillips, 1997; Hargreaves, 2009yeteyerally

regarded (in policy and academia) as those with fewer than 100 pupils or with 4 or lewsidull

teachers (often including a teaching head) (Galton and Patrick, 1990). In additioa, afefour

important features of small schools which require elucidating. The first is that they almost always
operate through multigraded classes, that is multiple year groups educated together in one classroom

(Rule, 2005; Hargreaves, 2017). Second llspninaries tend to be in rural areas (lbid). Third, they

have a long history of catering for children with special educational needs (BG&€a; 2019b). And

finally, small primaries tend to be church schools (Ball, 208adwick 2012;CofE2014;Cac et al,

2018). These characteristics are vital when attempting to understand and research small primaries
because their classroom structurasd profiles rurality and religious characters continue to influence

the nature and values embedded in these schools and their local commur@idg 2014; Kendall

and Knapp, 1996; Morris, 2011), shaping the experiences of teaching and learning and how national
policy is interpreted and implemented in these unique school environments. There are now around

2,034 smé schools still open in England (Hill, 2023), significantly less than the 11,464 schools there
GSNBE 6KSYy yS2fA0SNIfAaldAz2y LRtAOASa o6S3aAFy G2 Gl

The Closure Debate

Much of the literature on small rural schools emerged in the context of debates about their economic

and educational effectiveness compared to larger schools, especially following neoliberal educational
reforms in the 1980s and calls for the closure of Bmsahools (Ribchester and Edwards, 1999).

I F NNAR&2Y |YyR . dzZaKSNRa oO6mdppp0 NBIAGCSH2 2ENKIK SRRSO I 0N
GSNX¥a 2F GKS Wo /QaQ 2F 02403 OdzZNNA Odz dzvz FyR Od
pupil unitand administration costs and as such their economic viability is always in question. The
national funding formula following the ERA 1988 has been particularly damaging for small schools as

their defining characteristic of fewer pupils means less fundveyall, despite these schools having

the same admin costs as larger schools (Hansard (HC Deb) 2019). Whilst these schools are supposed

G2 0SS FAYFYyOAFff& &dzLIR2NISR (GKNRdAzZZK WaldbiNBaAGe F
col. 428). Furthermore, Galton and Hargreaves (1995) found that the loss of local authority support
following the ERA 1988 was particularly difficult for small schools as this support often acted as a

buffer in years of low pupil numbers and financiafidiflty. It has also been argued that small schools

are not educationally viable, with fewer specialist teachers compromising their ability to deliver the
National Curriculum effectively (Hargreaves et al, 1996; Vulliamy and Webb, 1995), and with
headteaclers having to balance management alongside a significant teaching role (Dunning, 1993).

N



Finally, it is argued that both pupils and teachers are isolated in small rural schools, with reduced peer
groups and professional support networks (Harrison and Bu4i9ék).

However, the introduction oft8ndard Assessment TestA® and Ofstedn the 1990roved that

small schools could hold their own, with their pupils performing as well as, if not better than their
counterparts in larger schools (Hargreaves et al, 1996; Hargreaves, 2017; Rule, 2005). In fact, small
primaries consistently rank among some of the best performing in the country, with 92% of village
a0K22fa&a NI}YGSR 3J22R 2NJ 2dziadlyRAYy3I:Z O2YLI NBR (2 vy
2019, col. 43). Moreover, important qualitative studies exploring the experiences of attending and

working in small rural primés highlight the benefits of the low pupitacher ratio, familial
FOY2aLKSNBZ WKI LILASNRE OFNAY3I YR adzZJR2NIAGS S
behaviour, and the mutually beneficial relationships between schools, parents and their local
communities(Bell and Sigsworth, 1987; 1991; 1992; Bottery, 1991; Chadwick, 2012; CofE 2014; Cade

et al, 2018; Francis, 199ecent lterature hasalsofound that small primaries may have greater

access (due to surrounding facilities) and ability (due to smaller class sizes) to provide more
alternative enrichingeducatioral opportunitiessuch as¥ C 2 NB & (iPindo®\Kigdh fard Cantes,

2019, WCIF N aoOK22ftQ 6{lFdzyRSNBR SG Ff3X wnmmOI |yR W,
1 3420AFGA2Y 2F {YIft {OKz22ta ob!{{0 KI@ZS ONBIGS
assets, centres fotommunities,innovation and treasuriedor their localities (Gristy, 2023). As well

as advocating for the continued existence and fair treatment of small schools, Grisg) (R&&'s on

a range of international literature and methodologies to emphasise the value and benefits small
schools can bring for their pupils, communities, and wider education policy.

Thus, the literature supports the educational (attainment) viability of small rural primaries and seeks

to balance the inevitably high pupil cost criticism with arguments espousing the emotional and social
benefits of such environments. These argumentc@lamall rural schools in a good position in the

education market in which they now mustropete. Despite these schools rural localities meaning

0 KSANJ & LldzLJA € NREff A& KAIKEE @dz ySNIofS G2 020K
Y I NJ Bdbsér, 2@04), the literature on rural school choice highlights the continued popularity of

avYl tf 0 NHzNJ f YR OKdZNOKO &0K22fax SaLISOAlLfte |
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and Roberts, 2018). Parents are attracted by the small school (and often religious) ethos encompassing
small class sizes, more attention, knowledge of and caréhéir childrendue to low pupiteacher

ratios, a genuine conern for pupil welfare, close relationships within the school community and idyllic

rural settings in which their children can learn and play, accessing environments and experiences not
available inargerurban schools (Flecknoe, 2003; Hemming and Roberts, 2018).

Small rural schools have also adopted diverse and innovative responses to their position in the
education market, drawing on and promoting their unique features @ I N> OG0 SNR A G A Q4 @
(2005) interviews and observations in small rural schools found sophisticated marketing strategies
(encouraging media attention, producing magazines and organising schiwohunity events) to

entice parents from outside their catofent areas to choose them over their local schools. The added
benefits small rural schools can be seen to provide are vital when their small numbers of children
mean that statistical measures of attainment are often invalid indicators of sufldasgreavs, 2009
OvendenHope, 2024 In any case, parents may well value different (or at least additional) criteria to
attainment (Hemming and Roberts, 2018). Of particular relevance in small rural primaries is the



growing number of SEN children they educate (NAHT, 2023). Many of the benefits of small rural
schools mean that they are seen as the next best thing for parents of SEN children who struggle to get

into a special school or who want their child to be edudaite a mainstream setting (lbid; Fargas

Malet and Bagley, 202LINE S OS I y R [ S a a)yTHexd isakabefulbilangedo bE struck H M

here, however. Small schools have small budgets and the additional funding that comes with a child

who possessesraEHCP often does not fully cover the supposttbhild will need (NAHT, 2023).
{OK22f&a Ydzald OFNBTdA fe O2yaARSNI 6KSGKSNI GKSe& Ol y
other children is not negatively impacted. Nevertheless, small rural schools are often seen as
particularly inclusive educathal environments and attract families and children with a diverse range

of needs.

{22 avyltft NHzNJ £ LINAYIFNARSA NBYFAY | LJ2 Lddzf | NJ WOK:
popularity mean their attractiveness reduces the very feature that made them popular in the first

placec their small size (Hemming and Roberts, 2018). Moreawere is an inherent contradiction in

a neoliberal context between the encouragement for schools to compete but also to collaborate

(Muijs and Rumyantseva, 201dopling, 2010 Whilst small rural schools are keen to emphasise the

benefits of educationn their unique environments to attract pupils, they are also keen to avoid
competing with other village schools who often share similar aims and ethos (Walker, 2010, pg.714).

/| 2yaSldsSyidtes (KSasS aoOKz2z2fa KI@S | PehedieSdad GAYY 2 ¢
ORI NRaAX MppdpE LIAdPcnd 2SN GKS 8SINEP® hyS 2F (K¢
co2 LISNI 68 I yR &aKI NB NBaz2daNOSa yR SELSNIAES ol yR
et al, 2009, pg.81). In Harrison andaBBK SN & omdphppI LA Podod aiGdzRex C
0§SIFOKSNESX SldALIYSYGZ OdzZNNR Odzf dzy LI I yYAy IS Lb{9¢x
al (1996) found that clustering in small rural schools improved teacher confidence in thitie sl

implement the National Curriculum effectively. However, whilst clustering is generally encouraged

(CofE 2014;,Cade et al2018), Ribchester and Edwards (1998) did identify disadvantages and concerns

when developing clusters, such as balancingviddal schools needs with cluster needshieving

parity of input and benefit for individual schools, and practical disadvantages within clusters, such as
increased workloads due to cluster organisation responsibilities.

I Y2NB F2NXIf FNNFIyYy3ISYSyid avliftf NuzNIf ao0OKz2z2fta Ol
AKINB | KSFERGSHFOKSNI FYR 3I2@3SNYyAy3I 062Re&¢ ol F NANBI
study found that successful federation was built on-présting collaboration (such as clustering),

reduced the admin and workload for schools and meant the positive characteristics of individual
schools could be maintained. However, if schools feel forced into federation (often due to financial
concerns) thdikelihood of success is reduced (Muijs, 2@12015b. In recent years, governments

have also been eager to promote academy conversion and the joining ofAbaltiemy Trusts (MATS)

for smallschools (@de et a) 2018, pg.16; DfE, 2019), yet it is felt this presents a risk of small schools

losing their identities. In any case, due to the considerable financial burden they represent, small
schools are often seen as unattractive to existing MATs (OveHdge and Bssy, 2019; Hill, 2023).

¢CKdzas ¢gKAf Al GKSaAS G NA2dza F2N¥a 2F O2tf 02N GAz
challenges faced by small rural primaries and do indeed bring many benefits acknowledged by the
schools themslwes, they have also been adopted as necessary survival strategies for small schools
under neoliberalisation.
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2009) by the government and the closure rad®owed in the 1990s and 2000s (Rule, 2005).
Nevertheless, over half of the small priresin England have closed since 1980 (from 11,464 to 5,406

08 HAMYUO OhQ. NASYIZ HaAMPI LIEAOGMO D Yrebumptionvedainst KS 5 F O
closurd2 ¥ avYl ff NHNIf a0Kz22tazx adldAy3a adkKrd G§KS OF
best interests of BdzOl G A2yt LINRPDAAAZ2Y A flosireknfist toNsiléré @ ¢ K 2
alternatives (including federation), transport implications, whether other good schools can
accommodate displaced pupils, whether the size of the school is putting children at an educational
RAAlI ROl yil 3S | y R >term imiaSton2th@ $ookl corimurtity dR thef cihsi@ of the
GAEE13AS aA0K22t YR 2F (KS t2aa 27T -18)KSakeboltérd RA y 3
must be consulted on any proposals. Whilst thigtutory guidance does afford small rural schools

some protection, it does not address the challenges these schools continue to face, especially around
funding. Indeed, instead of addressing the issues faced by small rural schools, governments
throughoutthe 1970s and 1980s turned both survival strategies and the unique features of small rural
primaries into policy assumptions for solutions to (the cost of) rural education provision (Bagley and
Hillyard, 2014, pg.68). This includes voluntary activitc(@@ised further in sectio®.5 of Chapter 3).

Ly Ftye OFaSzy GKAAa WLINRGSOUA2YQ KIFIa y2G 0SSy STT:
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geographically isolated communities where these schools mayhbeonly social constant (Ibid
OvendenHope and Passy, 20090 wSOSy &G Of I AYa GKIG avylff aoOKz22f a
2N W2dziadl yRAY3IQ (HHI2023 linteDeey dhalldngey by tritidis@sSoNie BDStedd
framework which it is argued, does not adequately understand the uniqueness or fairly judge the
education in small schools (Gristy, 2023; OventHepe and Passy, 2019). Small rural primaries are in

a unique position to provide truly chidcentred education based on cag relationships which is

inclusive, meaningful and of high quality (Hill, 2023). There is a real risk that we will lose what is most
valuable about this educatigrand opportunities to learn from iif these schools continue to close.

The populachoiceto attend a small school eing restricted byheir closures and the channelling of

pupils into other, larger schools they may not have chosen and where they may be less likely to thrive
(Moser, 2007 FargasMalet and Bagley, 2021 Not only does this contradict espoused neoliberal

policy aims, but it is also unjust aruld havereal and lasting consequences for thousands of

children. Voluntary activity has not only aimed to stem the tide of closuRéxchester and Edwards,

1999; Hargreaves, 20)7but it also continues to be vital to the everyday educational experiences in

small rural schoolgHargreaves et al, 2009; Bagley and Hillyard, 2004)s, understanding the role

and consequences of voluntary activity in small rural primary schools, especially within the current

policy context, is of critical importance.

Applegood and Oakington in Context

The previous chapter introduced Applegood and Oakington (the schools in which this research is
based), but where do they sit in relation to the policy context outlined in this chapter? Figure 4
presents a chronicle of each school, with a key policy tiraelirthe centreBoth schools opened (with

the financial support of local philanthropists) in the 1830s. They are both Church of England schools
and are voluntary controlledn May 2006, as with many other small rural schools, the closure of
Applegood wagproposed. Following the consultation period, in which the parent, staff and local

n



community rallied round in protest, the school was saved in July 2006. In 2011, a behavioural unit
opened on Oakingtogroundsto accommodategrowing numbers of SEpupils with the hope of
integrating them into mainstream schoolintn 2014, the two schools federatedow shamg the

same executive head and governing bd8igtween 2016 and 2018, both schools experienced a period

of turbulence, where thexecutivehead (David) left, many governors were replaced, severe financial
issues plaguedhe federation and pupil numbers dropped as concerned parents removed their
children (especially at Applegood). The behaviour unit also closed during this time having not been
successil in integrating its pupils intmainstream schooling and with concerns over its finances and
operations. A nevexecutiveK S R 6 wA OKIF NRUO ¢l & oNRdzZAKG Ay G2
managed tamprovethe schools financial positions
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In 2020, as the schools were beginning to emerge from the turbulent times, the Coronavirus pandemic

hit. Richard left in 2021 and Katherine, the fom@@akingtonhead of schoobecame the executive

head of the federation5 S& LA 1S SYSNAHAY3I FNRBYR (IKSS IlLdzRGREE2YSAYH
OKIFftfSyasSa FIOAy3a GKSasS avrftf aoOKz22fa oO0SaLISOAI ff
I NB & o f fAsadpidzhetithe gha df my research, | was inforthatiboth Applegood and

Oakington were on th@ath to academisation. The plan is to form a new Trust with okbealsmall

rural primaries. | return to this potential future in the conclusion of my thesis, where | reflect on what
academisation might mean for voluntary activity for these schootbe future andconsideing my

research findings

Conclusion

This chapter has provided an educational policy context for my thesis, focusing on trends towards
neoliberalisation in the UKducationsystem since the late 1970Bhis has included increasing focus

2y WOK2AOSI WO2YLISGAGA2YQ | YR LI Nioddmisationfagdd2 f gSY
expanded roles for schools, academisation and free scteeklopment,and performativity and

teacher recruitment and retention issues. The Big Society agand&Civil Society strategyere also

discussedin relation to funding cuts and encouragement of social capital (voluntary activity) to
compensate. fie impact of the COVID pandemi@s also considered\ext, small rural primary
a0K22t&a 6SNB RSTAYSRI YR &ALISOATAO LRtAOASA SELY
cost, culture and curriculum discussions, and trends towards both competition and collaboration
through clustering and fedetimn. This chaptehas also shown where Applegood and Oakington are
positioned in relation to the wider policy contextie policy context of small rural primaries, and their

own local histories. In the next chapter | move on to review the relevant literature on educational
purposes, parental involvementgconceptualisationsof boundaries,work and voluntary activity,

voluntary activity in schools more widely, and small rural schools, more specifically.
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Chapter 3: Literature Review

Exploring processes of neoliberalisation can lead to questions of what forms of edusatiety
valuesand, indeed, what the ultimate purpose of education is understood to be. This literature review
thus begins by exploring definitions of educatiamd debates around its purposes, including
gualification, socialisatignsubjectification equality and care. Section 2 explores the vast body of
literature around parental involvement in education. This includes critical studies on inequalities that
exist between parents, typologies of parental involvement (includingpomduction), the sociology of
stigma (as applied to certain groups of parents), and a consideration of those involved in education
who arenot parents. Section 3 explores how the work of education can be conceptualised through
Df dzO1 aYlFIyyQad FNIYS62N)y 2F (GKS ¢201f {20AFf hNAILIY
includeboth voluntary workandii KS Ay F2NX It SO2y2Yéd L RA&AOdzAaE K2
vital to this conceptuadiation and how this links back to processes of stigmatisation which perpetuate
inequalities between social groups. | then move on to review the literature on voluntary activity; how

it is defined, who is involved, why they engage (or stop), geographieduitarism and theories of
change in volunteering. Section 4 narrows focus by exploring voluntary activity for schwbls
engages, the roles and activities undertaken, literature on governors and Parent Teacher Associations
(PTASS OKA f RNXE gctviy, adiexpldmfidns ofEhe impact of voluntary activity in schools.

The final section focuses specifically on what is known about voluntary activity for small rural
primaries. Throughout each section, gaps in the literature are highlighted, methodologies and findings
critigued, and connections made across bodies of literature to present the current state of sociological
knowledge aboueducational purposeyork, boundaries, capital, stigma and voluntary activity in the
small rural primary school ceext.

3.1.The Purposes of Education

2 KFG Aa GKS LdzN1}2asS 2F SRdzOF A2y K | AAYLIX S | yad¢
f SENYAY3I (G2 f A D Scéhe puiGse oF edifcatianis tawepane bis fdrldedriihie Aoviety

of which we are part. But what this means in pieetwill differ depending on the context. However,

we must always know what our purpose is in education because only when we know what we want

to achieve, can we make decisions about content and the kind of relationships most conducive to
reaching our aiméBiesta, 2015)To explore educational purposit is useful to first attempt to define

Y S R dzOikséifATRIY iQimportant not only to guide this discussion, but also because it provides a
A0FNIOAY3a LRAYG FNRY G6KAOK (2 lFaasSaa 6KSIGIKSNI LidzN
addition, education is often defined in relation to its purpose, but kaie this purpose articulated,

justified, or questioned (Biesta, 2020b).

¢tKS 62NR WSRdAzOIGA2YyQ RSNAGSaA FTNRY (G662 RAFTFSNBYI
F2NIKQ YR WSRdzOF NBQ Y SI199%)yThis siigyestd éddatibrn/isvolv@sNd WY 2 d
balance between social change and social reproduction. Indeed, for Brazilian educator and
philosopher Paulo Freire (whose influential work will be returned to below), education is always
political because it either gks to maintain the status quo or helps to critique and change reality

(Giroux, 2010). Or, d&iesta (2020a, pg.10) puts it, education can be aldptductiore or dpraxis.

It will be argued below that current education systems organised through formal schooling tend to be

=Y



Y2NB &a4dz00S&aa¥FdzZ |4 GKS F2N¥YSN GKFEy GKS 1 4G§0GdSN® |
a0K22ftQ YR WSRdAzOlI GA2yQd ¢KS aoOK22f Aa odzi 2yS
WSRAzOlF GA2y Q Aa y2iG O2y bauydaries ofitBe schéob This B hpddtandtd 2 NJ |
acknowledge because schooling may have stated aims and purposes (whether these are achieved or

not is another matter), but also unacknowledged consequences of the education (its form and
delivery) it providesbut this does not mean that education is, can or should only be provided by
institutions alone.

Education may be pursued for extrinsic (instrumental) purposes. For example, the Ancient Greeks
a2dAKI WLISNFSOGA2YyQrX GKS [A0SNIrfa 2F (G(KS 9yf A3
liberation and the creation of a just, democratic socidjetta, 2020aPeters, 1973), and industrial

capitalists sought a conformist workforce. Education can also, however, be pursued for intrinsic (non
instrumental) purposes, as an eifittitself. British philosopher Richard Peters (1973), for example,

defines educa& 2y a4 GKS AGoNRBIR AYAGAFGA2Y Ayd2 AYOGNRY
dzy RSNRBRGFYRAY3IE 6/ FNNE HnnoX LIAOMpyod ! OGABAGASA
career might be considered extrinsically worthwhile, but Peters (197Q)es that such activities

AK2dzf R 6S GSNXYSR WINIAYAYy3IQ NI GKSNI GKFIYy WSRdzO!I
Peters (1973) argument, extrinsic activities related to training and preparation for work are
nevertheless considered a fundantal purpose of education (DfE and Gibb, 2015). But what would

count as intrinsically worthwhile activities? White (2006) has argued that this is not purely a subjective
guestion because we are all born into a society of values which can help us makedmgabout

what activities we should pursue, and the role of education is to provide individuals with as wide a

range of experiences of enjoyable and successful activities as possible, so we are better able to make
such judgements for ourselves. Indeeejrg able todreason why (Peters, 1973pg.18), to have an
GAYldANRY I GGAGdZRSE 6LJAPHOO YR G2 06S NBFESOGA
FaLSOia 2F 0SAYy3a WSRAzOF GSRQ® {AYAfFINI & YN &akKkSy
students find out what theitalents, interests and desires are, how to develop them and ultimately

how to use them to benefit others. Such an inclusive purpose for education would appreciate the
diversity and individuality of all students andath the value that one should seek to help others.

¢ KdzaAX SRdzOF GA2Yy I f LJdzN1J2 8S&a OlFy NBFESO0 o620K (K
education simultaneously. Education can benefit both the individuab can find personal fulfilment

(intrinsic purpose)and contribute to societyextrinsic purpose)through producing educationally

diverse individuals who cabenefit ad 2 O A S -@eigiin asvérfety of ways, whether that be to

reproduce it or to change it.

Taking the argument that education is an endtself even further, Osberg and Biesta (2021, pg.64)

KIS | NBdzSR (KId SRdzOFdA2y A& +y Syuaade aukKka Sy
[selfhood] and political [collective living] ream¥o KdzYly fAFS T NB I OliAoSte O
Ly 20KSNJ g2NRaz SRdzOF A2y Qa &a0NHzOGdzNE | yR LldzN1J2
aK2dzZ R y200 1y26 ¢6KIFIi GKS WSyRaQ INB 06S0OldzaS SRd
manifest 8zl dzZNB ¢ OLOARI LA dPc T 0 ¢ -@néedzand o8 Rdabstaddings yare & K 2 dzt
(and should be) constantly +@orked in the different contexts and with the different people with

which we act and interact (Ibid). This is especially important in oulitiral societies if various

contexts, people, and understandings are to be democratically included (Hid).approach to
understanding educatiorhas been termed?SRdzOF A2yl RSY2ONI 08 Q g KA OK
F dzii dDEBefy and Biesta, 2021)n { SSLIAYy3 HAGK 5SgSeQa ompmclO O
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GLI NGAOALN GA2Yy AYy GKS O2yaidNHzOGA2YI YIFIAYyGaSylyoS
et al, 2009, pg.8), education and its purposes should not be tékegranted but actively engaged

with by all those who have a stake in its conseqie=n(i.eby everyone). What can be concluded from

these arguments is that education is always (and should always be) more than what is learnt in schools

or from a formal curriculum, can benefit both the individual, and society and will always be guided by
theunderlyingvaluesaf K2 4S Ay @2f OSR® I NBEAYy3 dzy RSNRAUGI yYRAYy 32
at different times, in different places and for different people helps explain why education has a

G NRASGe 2F WFdzyOilAz2yaQ o0¢6KIFG SRdzOliohtozof (BRZaSa 0 |y
2020b). Yet Biesta (2009) argues that this is not a problem as any vision of good education in
multicultural, democratic societies should be the subject of ongoing debate (debate being a
fundamental part and value of democracy). In ggrit of this debate, this chapter will now discuss

some of the different purposes, and tensions within them, that education can be said to serve.

Qualification

t SNKIFLJA GKS Y2ad NBO2IyA&ASR LMz2NLIR2 &S 2F SRdzO (A
education should provide us in some way with the skills, knowledge and understanding necessary to

be a part of society. Qualification through content (curriculana pedagogy) can be very specifically

aimed at preparation for a particular job but also very broad encompassing a wide variety of subject
matter (Ibid). The purpose underpinning (stéffedzy RS R0 SRdzOI GA2y Qa ljdzZ t AFTAO
reproduce theworkforce and contribute to economic growth and development (Ibid; &fé& Gibh

2015). Whilst few dispute that learning to read, write and count at primary school will benefit students

Ay fFGSNI tAFS 6. 1adax mMppTtToE &0GNATAY3I |y | LILINELY
secondary curriculum and beyond is complex, aad be controversial. The National Curriculum in

England, for example, focuses on traditional academic subjects and preparation for further (university)
education, marginalistp more vocational and practical subjects and alternative routes after
compulsory schooling (White, 2006). Valorising an elitist interpretation of Peters (1973) distinction
0SU6SSY WSRAzOF 0A2yQ O6F OF RSYAOO I yRIr&a8oNs: Firsfih y 3Q 0 ¢
many children are either not prepared or just not interested in academic courses and so this focus at

the expense of providing high quality vocational courses leaves such students doubly cheated because
GGKS® R2 LR2NRUNRBPATIKE YRENKERERNB RSLINAGSR 2F 02
(Noddings, 2008pg.35). In addition, statistics show that most scHealvers are likely to enter the

service sector, which requires little formal qualification anyway. This calls into question the validity

(and highlights the irony) of continuing to promote academialdication as the main purpose of

education as it does not benefit many students, lacks a democratic dimension (Biestg,&2@D8oes

not contribute to the economy byducating the kind of workforce that our society requires. Indeed,

in a postmodern, faspaced, eveichanging world, it is difficult to predict what children should be

gualified for. Nevertheless, reducing their options to a restricted academic curriculues d

disservice to students, to society, and to the very nature of what education could achieve.

Despite the contested nature of the qualification domain of educational purpose, neoliberal ideologies
dominating education policy in many countries (including thed§ discussed in Chapter @S,

Australia, and New Zealand) place great emphasis on qualification for employment as the first purpose

of education (schooling) (DfE and Gibb, 2015). Within this rhetoric, B281%)identifies a trend

G266 NRa ¢KFd KS OFrffa WESFENYATAOIGAZ2YQ gKSNBoe
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aspect of education. Students are learners, teachers facilitate learning, schools are learning
environments and adult education is lifelong learning. The consequences of attempting to evaluate all
GKA& WESENYyAY3IQ o0& YSI adashisiimmt we dodoingemessareninat wé S a G |
value in education, but rather value what we measure @& T ¥ SOGA S Q SRdzOF GA2y | &
attainment scores on standardised tests in a small number of curriculum areas). Instead of trying to

W LIS NJe&l@uit, @raw forth) the individuals being educated (and engage in meaningful debates

about what kind of individuals we want our education system to foster), neoliberalism ignores difficult
questions about educational purpose and instead focuses its @anérg 2y aSS{1{Ay3a G2 U
system (Biesta, 2020a, pg.9). The overwhelming focus of neoliberal policy on the qualification domain

of educational purpose turns education from a right into a duty by individualising it (Biesta, 2009) and
causes severe @ss for young people (Biesta, 201B8imlott-Wilson and Coates, 2019) and a
professional crisis for teachers (Goodson, 2007; Biesta, 2015) (see below). In addition, the
competitiveness such understandings of education creates between pupils and between schools
undermines the values of empathy, insivity, fairness, and appreciation of diverse strengths that

should underpin education in pluralistic, democratic societies (Noddings, 2008; Dewey, diflL6

does not necessarily bring the benefits to either the individual or society it promises. Such a narrow

focus also makes it harder to debate other purposes we may wish our education system to fulfil, again
undermining the very democratic values we wouldnivaur education to inspire (Biesta, 2009).

Socialisation

However much current education policy is focused on qualification, education also has another
Fdzy RFYSyYy Gt LJzNLIR2AE&AST GGKIG 2F WazOAltAal A2y Qo &«
2F LI NI AOdz I NJ a20ALF X Odzthé wNds of sdcigiyRandde kedmihawdd W2 N
contribute as citizens (Biesta, 2009, pg.40). Through schooling, we are part of a community and
(ideally) we are made to feel like we belong and are valued. Being educated alongside others, we forge
friendships andnemories and learn how to get along with and care for one another. Our schooling
Ffaz2 GSIFOKSa dza AYLRNIFyG fSaazya aloz2dzi O2YYdzy
NBaz2dz2NOSas NAIKGAZ NBalLRyaAoAtAldAs dEls).lTiRal2F O2
contributes to our sense of citizenship, the values we hold and our conceptions of how we want to

f SFR 2dzNJ f AgdSa YR YIS I RAFFSNBYOS Ay (GKS g2NI
tool to shape our society forthed § SNE 6 LOAROX &a20A2f23Aada KI @S
schools can have negative effects on our freedoms and outcomes. For example, Bowles and Gintis
OMPpTrcy | NBdZS GKIFIG aoKz22fta az20AlfAasS OKMaRNBY K
G2N]JSNE Ay GKS OFLAGIfAaG aeadSYed® ¢KNRdAdAK GKS W
work hard and conform to the rules of the school and workplace, this will determine their future

position in life (and they are therefore responsifie2 NJ 4 KSNBE (KS& SyR dzLlJ0 @ 2 )
SUKYy23INFLKeE W[ SIENYyAy3a (2 [Ofol2adaNDW{l -eehsa0 QitkeE?2603yRI SKN
NB & dzf G SR -RIYY ViIKISM2NY W acSE TS v a-0zyd, stbrdindtedabour§opsiBedpieR 2 ¢
resisting he teachings of the school, workhatpss lads still ended up exactly where the unequal
education system intended them to and believed that this was by their own choosing. Considering the

role formal schooling plays in reproducing social inequalities @eurand Passeron, 1977), it is

dzy & dzNIINA &aAy 3 GKFG LEfAOK o6mdprmy OFffSR F2NJ a2 07
though he did not suggest an alternative. Whilst reproducing social inequality is not an explicit purpose

ON



of education (indeed, as will be discussed below, quite the opposite is true) it is nevertheless a
consequence of the organisation, structure, and contenhahycurrent education systems.

Although socialisation has long been recognised as an important domain of educational purpose, it
has become a more explicit focus with the formalisation of citizenship education on the English
National Curriculum by New Labour in 2002 (Kisby, 2007; 200@en, 2003). Kisby (2007; 2009)

I NBdz§a GKIGd GKS dzyRSNIeAy3a NIaGAzylLtS 2F WOAGAT S
capital (networks of relationships within communities, levels of social trust and political engagement)
Britain was suppsedly experiencing (lbid; Putnam, 2000; 2002), especially amongst its young people
(Biesta et al, 2009). The citizenship curriculum has three stated aims: to encourage social and moral
responsibility, community involvement and political literacy (Kerr,919dsby, 2007). In comparison

to the passive socialisation of students discussed above, the focus of citizenship education is very
much about promotingiactive citizenship ¢ of learning by doing (Ibid, pgs.&3. Thus, as well as
being equipped with théacts of how the political system works in Britain, students are encouraged

to debate issues of concern to them, to go out into their communities and help others, to have the
opportunity to experience positions of responsibility and to develop positivitudtts and confidence

in their abilities to participate and influence public life (Ibid; Holden, 2003). In short, they are
encouraged to behave and engage in democratic ways in preparation for democratic life.

With such stated aims, citizenship education appears to go some way to addressing the social change
purpose of education as it aims to equip children with political literacy, give them opportunities to

voice their concerns, and encourage them to activelprove reality within their own localities and

the wider community (Kisby, 2009). However, Biesta (2009) argues that making citizenship a
curriculum subject redefines it as just another aspect of the qualification function of education, though

the time itis given is less than that for literacy and numeracy, indicating its lower prioritisation by
A2PSNYYSyild o012t RSy wnnood® LG Ffaz2 NBEASa 2y +y
because it assumes young people are not yet citizens amalesdependent on a simple meaesad
LINEOS&daa 2F SRdzOF A2y (2 06S02YS w3a22R Odefinddl SyaQ «
y20A2y 2F 6KIG + Ww3I22R OAGATSYyQ Aax NIYOGKSNI GKIFy
ways of beingand doing (Biesta, 2009). Citizenship education is thus more likely to reproduce the
d0Fddza ljdz22 NI GKSNJI GKFY YIF1S LINRPINBaa (26 NRa &z
on qualification made students responsible for their own educatibn Wa dz00S &334 Q Oyl NNR 4
22 R2Sa Ada O2yOSLIiAz2y 2F WOAUGAI SyakaLlQ assy i
KSIf KX SRdzOF A2y YR 6StFINS ySSRa a2 lFa yz2a G;
pg.57). Not only doeshis individualisation undermine the social capital development citizenship
education claims to seek to promote, but it also leaves structural inequalities unchallenged (Kisby,

2007) and makes schools and individuals (rather than government) responsudkiftarily) for the

well-being of their communities.

Despite the criticisms that can be made of formal citizenship education, Biesta et al (2009) emphasise

that schools are not the only place where (citizenship) education takes place. Students make sense
FYR ES8FENY o6l &SR 2y db sRRSY O FRX RAIGBNE S§KNNIZFR S6 &
GKS NIry3aS 2F RAFFSNByYy(l LINFOGAOSEAEI wO2YYdzyAdGASa
8). Through their ethnographic work, Biesta et al (2009) found that of particular relevance to young

peoff SQa OAGAT SyakKAL) SRdz2OF A2y | NB GKS O2yGSEGa 21
unpaid work, the media and formal educatidraining. The extent to which young people can
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experience being a citizen in these contexts is of vital importance to their)¢sgi€eptions of
citizenship (Ibid). For example, for some young people the family provides relationships of respect and
trust and a safe environment to discuss political andral issues (Muddiman et al, 2020). Leisure
activities and clubs can also provide opportunities for collaboration, responsibility and relationships
with adults which are more equal and democratic than those experienced in school or at home (Biesta
et al,2009). Paid work can also provide the responsibility, relationships, and sensewbdblsome

young people may struggle to firtkewhere Thus, when democratic values are experienced and have
NBf SOFyOS (2 e2dzy3d LIS2L) SQa fA0Sazr GKS 2 LJJ2 NI dzy
their attitudes, dispositions, and salhderstandings as citizens (Ibid). Schools tend to be degbas
undemocratic environments, minimising the potential for citizenship learning, and politics does not
affordyoung people the control or influence they can find in other contexts, minimising the likelihood
of their engagement (lbid). These findings show the importance of relationships in education,
especially in mediating the impact education can have in diffiecentexts (Biesta et al, 2009). This is
something Biesta is keen to emphasise and will be discussed further below.

Equality

Other key purposes of the education system since the beginnings of the 19th century have been to
promote equality of access to education, meritocracy (achievement based on individual talent and

effort) and social mobility (Ball, 2021; Dd&d Gibb2015; Reay, 2008). We have already seen above

that through the organisational structure of the school and its curriculum, this purpose is currently

failing to be achieved. There have been numerous literatures on the relationship between education

and thereprodudion of various forms of inequalities, especially exploring the link between cultural
reproduction and social reproduction (Bourdieu and Passeron, 1977; Bourdieu, 1986; Lamont and
Lareau, 1988). Bourdieu and Passeron (1977) argued that education favaldits-atéss individuals

who possess embodied cultural capital (tastes, attitudes and knowledge), i.e. the legitimate culture of
society and rewards them with credentials (symbolic capital) whilst wordegs culture is seen as

inferior and so is punisheadith lower attainment (an act of symbolic violence). This ensures that the
middle-classes go on to succeed in defining their culture as legitimate and reproducing it in society,

whilst the subordinate social position of the workiogss is reproduced thugh their lack of

(legitimate) cultural capital. Lamont and Lareau (1988, pg.164) systemised this work and defined

Odzt GdzNF £ OFLIAGIE a agARSE @ -atdus dlBuRDsigrialS @titiddsY | G S C
preferences, behaviours, and godds dza SR Ay RANBOG 2NJ AYRANBOO &a20
argue that further research on the role of cultural capital in social reproduction should analyse
GO2yFEAO0OGA | NPdzyR a@Yoz2f A0 o02dzyRFNASAX X KKSsSA I
day-to-day process and micHevel interactions where individuals activate their cultural capital to gain

I 00S&aa (2 a20Alf aSdidAay3aa 2N FGdFAYy RSAANBR az20]
(Ibid, pgs.164). In the UK, numerous scholars have explored the relationship between UK policy
developments and persistent inequalities, highlighting that inequalities have only grown in the
decades since neoliberal reforms have bemtroduced (Ibid; Ball, 2021)This includes the
reproduction of inequalities of class (Ball 1993; 2003; Ball and Vincent, 1998; 2007; Ball et al, 1995;
1996; Reay, 2004a; 2008), gender (Reay, 1998; 2000; 2002; 2004b) ar@illboen| 1997 Vincent

1¢KAAa Aa Fy IINBIF 2F GKS tAGSNI(Gdz2NBE 6KAOK Yé GKSaira IR
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et al, 2013; Bhopal, 2018), as well as how these intersect to compound disadvantage within the
education systemBraun et al, 2011Vincent et al, 2012; Vincent and Maxwell, 2016; Vincent, 2017).

A further key area of inequality which has received comparativelyatention, however, is that of

students with special educational nee(®EN compared to their nofS8EN peers. This group differs

from those above in that the focus for SEN children has been éuglakionrather than equality of

outcomadb . dzi WAy OfdzaAz2yQ OFly 6S AYGSNILINBGSR a4 YSNB
or better outcomes for SEN students compared to their &N peers (Kalambouka et al, 2007). In

terms of theformer, the numbers of SEN children in mainstream schools has increased since the 1970s

0. f1r01Z HAmMdO YR YIflYo2dzl Sd FtQa é6nwnntz LI
adverse effects on pupils without SEN of including pupils with spe8iiRa Ay YI AYyadNBI Y
GAGK ymM: 2F a0dzRASAE NBLRNIAY3I LRAAGAGS 2N ySdzil
improving outcomes of SEN children is difficult to achieve when it is measured in terms of academic
attainment rather than sociabutcomes (lbid). Consequently, schools may subtly or overtly prevent

SEN children from being admitted due to the increased challenges and associated workloads and costs

SEN inclusion entails (Booth, 2023). The vast increase in the teaching assistantogaifoe 2000

has been attributed to the drive for SEN inclusion in mainstream schools (Blatchford et al, 2009;
Sharples et al, 2016; Lindsay et al, 2020; Lewis, 2023). However, the Deployment and Impact of
Support Staff (DISS) project suggests that thimidant practice of using orm®-one TAs to facilitate

SEN inclusion has a strong negative impact on academic progress (Blatchford et al, 2009; Webster and
Blatchford, 2015; Sharples et al, 2016). This is because the student may be physically sepamated fro

the rest of the class through having their own workstation or working outside the classroom, subtly
ASLI NI GSR FTNBY (GKS ljdz £t A FASHK SO OKOKINI 0yeR LNBIBEH (0
teacher), a focus on unengaging task completiowork with no pedagogical content (e.g. colouring

in), dependency on the TA, and a devolution of responsibility to TAs who are untrained but expected

to adapt content and tasks, with little liaison time with the qualified class teacher (Webster and
Blatchfad, 2015; Sharples et al, 2016). There is mixed evidence that TA support improves soft
outcomes like motivation, confidence and se#fteem for SEN children, and evidence that this support

helps ease teacher stress and workload and reduces classroomtaisr(lpid). However, in terms of

equal SEN inclusion, there is much that can be improved.

In any case, Biesf2020b) NHdzS& G KIF G WSldza tAdGeQ Aa | O2YLX A0
0KS FTANRG Ayadl yoSs WwWSljdatAade 2F 2L NIdzyAldeQ Aa
RdzS (G2 a0NUzO(GdzNI f FI OG2NBR 0SEAZRBY a®DRK2DEHYPRNRHSHO
6GK2dzaAKE a ¢S KI @S aSSys aokz2z2fta OFly FyR R2 gA
2LIR NI dzyAGeQ A& +y | OOSLIISR NKSG2NRAO: az@AasSae Oz
If all children were equally successful in the same areas, how could they possibly be channelled into

the diversity ofrolesi K &G SEA &G YR I NB ySOSaal NE F2N a20AS8
provided them with equal amounts of cultural, social, and financial capital, that capital will have lost

AGAa LIR26SNI 12 aSNBS a2 0ASike QaieuylBS Besth, yR0aRWHiIst NE T 2
there are debates to be had about why some professiongaledare valued (socially and monetarily)

Y2NB (KIFy 20KSNEX | WLIISNFSOUQ SRdOFdGA2y aeadusSy
working perfectly for everyone (Ibid). Thus, qualification, socialisation and (in)equality as functions or
consequences afurrent education systems serve the wider purpose of reproducing society (and its
inequalities), rather than contributing to social change (or to inclusive education).

on



But does it always have to work like this? Paulo Freire, perhaps one of the most influential thinkers in

0KS FASER 2F SRdzOF GA2ys GKAYyla y2Gd® IS | NHdzSa GK
G2 0SS Y2NB TFdz f & K dzY209041970]KpdzaYal)yBecauseiwe 2rg dawaré & olib A NS
own consciousness and our existence in space and time, we have the potential to be creative and
transform reality should we wish (Blackburn, 2000, pg.5). Thus, Freire argues that the purpose of
educationda K2dzf R 0SS (2 SljdzAL) addzRSyia gAGK (GKS alyz2sef
[them] to explore the possibilities of what it means to be critical citizens while expanding and
deepening their participation in the promise of a substantive demOdta¢ 6 DANR dzEZ HaAmMA X |
gla G2 0SS | OKASOSR (KNP quadéntsithe dh@msidy and ©dmplexityd®fR I 3 2 3 ¢
history, encourags critical thinking, healthy scepticism and open dehated advanes human

agency so that we may act respdnlg and engage in the realities of our world (Giroux, 2010; Freire,

MPT AT Mppnod ' fGAYIFIGStEes CNBANB a4SSa SRdzOFdGAzy |
However, he argues that current education systems of formal schooling, which habdssas
WolylAy3d SRdzOF A2y Q Ay@2f gAy3 WFHOGa 2F RSLRAAGAY
is detrimental to students achievingonscientisatiof ¢ Gt KS LINP OS&da o6& gKAOK Kdzy
FglF NB 2F G(GKS &2 dzNBE thus#bEraeili KSNXNKIS2 DSINE F NR ¥y &2 LILINES 4 ¢
2000, pgs.€7). Freire(1970) agrees with many others (see above) that schools are ultimately
instruments of oppression. Nevertheless, Freire advocates an understanding of education closer to

0KS WSRAZOSNBQ RSTAYAGA2Y YR | NHdzZSa AG udtices LINR Y2
0SOIFdzaS AG Aa FdzyRIYSydGrftte aloz2dzi GKS YIFE{1Ay3 |y
Freire, education is an example of and should work tow&tdsxi<Y; the fusion of theory and action

to change reality (Blackburn, 2000).

Subijectification

CNBANBQa FNHdzYSyda NBTFESOG . ASadlrQa o6wnndd GKAN
2 KSNBE Wljdzr t AFAOFGA2yQ Aa Of2aSte NBfFGSR (2 WSRd
Ayo2t @Sa (K2aS 0SAy3SERAzO2 T SRK SIHONIO2 oA yiaA &S & 0z0 BK |
FTNBESR2Y (G2 0SS aldzizy2Y2dza YR AYRSHGE40R)SE Ay UK
aSyaSszy (KAa Ay@2f@Sa NBaradlyOS G2 SRdzOFGA2yQa 2
beyond what they are taught and what they think they want, to question the existing social, political,

and cultural orders and where they are positioned in them, to challenge them and to change reality

(Ibid; 2015; 2020c). However, subjectification candohieved in relation to the socialisation and
gualification domains of educational purpose if students are taught how to ask questions and think
critically, are exposed to multiple perspectives, if what they are taught is rooted in local contexts so

as tohave relevance to their lives and developing &eifderstandings, and if students have genuine
opportunities to participate and engage in democratic life (Ibid; Westheimer, 2017). Nevertheless,
subjectification is not a moral concept and the freedoreritbodies can include the freedom not to

be responsible if this is what an individual chooses (Biesta, 2020c). To compel individuals to think or
FOG I OSNIIAY ¢lé&x S@Sy AT (dKA&A A& ¢gAUGK WwW3I22RQ
promote sodal connections), is to miss the point of subjectification. The point is to encourage
AYRAGARdzZL fa G2 o6lyd G2 A0S 2ySQa tAFS Ay (KS NB
continual encounters with the real, but also reality checkad the time to work through and

understand them (lbid) (as informal citizenship learning outside of the undemocratic and restricted
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structure and curriculum of the school allgl Biesta (2020c, pg.103) argues that this domain of
educational purpose is rarely acknowledged or discussed in mainstream politics because it is risky,
involving questioning of, and potential challenges to, the status quo and thepegsent risk that
stdzRSya 62yQid YIS aSyasS 2F (KS ¢g2NI R GKS gte& S
it is precisely this risk, Biesta (2020c) argues, which education is all about. To eradicate risk (or aim to
reduceit by imposing a narrow curriculum with specific learning outcomes) is to eradicate (or reduce

GKS ljdztq t Ade 2F0 SRdzOFGA2yQa OF LI OAGe (2 3IABS NRA
in the world (or the world we are yet to know) (Ibidedtheimer, 2017). This is the danger of current

education systems which focus on narrowly defined academic achievement at the expense of all other
educational purposes.

Schools and Care

Education is not and should not be only or always about academic attainment (Best, 2007). Schools

are places where children socialise, develop, feel a sense of belonging and community and (hopefully)

find out where they can contribute to society (Nodding805; 2008; 2012; 2015). A vital aspect of

A0 FFQa 62N] Ay car@K d2RRANVER RAZINBYANB A KBAH 0S06S¢
HAMHIZ LJA®PTTOO 6KSNB | RdzA Ga FaadzyS GoKIFIdG OKAf RNB)
andcdB [ 62dzi OoNRARY3IAYy3I GKIG F62dzis FyR WNBfIFGA2Yy L ¢
and listening to the cared@ 2 BXfrassed wants and interests (Noddings, 2015, peg#).7Bhis relation

Aa 2yfte O02YLX SGS 6KSy GKS OF NB Ndand iS mankiNgd By  NB |
both parties over time through the building of trust and through emotional connediwth genuine

dialogue (lbid). Whilst, she argues, schools as organisations cannot directfprcaxery student

(though they carcare-about them), they can provide the conditions for caring relations to flourish,

and this should be the first and foremost aim of all schools (Noddings, 2005). Moreover, the dialogue
involved in caring relations need not necessarily be about sch@siphs or academia at all. Indeed,

0KS WLI ad2Nrt OFNBQ dal NIlyRYE mMptnd gKAOK FT2N)NA&
goes beyond the school gates. Schools have legal obligations to safeguard and protect children (Best,
2007; Richards, 20y 0 ® { OK22f adlF¥F FINB 2y (KS WINBYyGftAySQ
O2yySOGA2Y (2 IyR (y2¢fSR3IS 2F GKSANI atdzRSydGa aa
2T OGUKS LI NBy(d 2N 3dz-28R.AThey énay @velRéome invelvediim aferindd & ®H n o
WSEFNXT & KSEfLIQ G2 FrYAEfASAE GKIFGO FNBX adNdHzZZ3tAy3a 6w
individual students. Thus, a climate of caring truly does (and should) underly everything schools do
(Noddings, 2012).

{0dzRSyiaQ SRdzOF A2y Aa 62FGSy0v YSRAFGSR FyR FI O
can ultimately determine the quality of education the student receives. Teaching has long been
considered a professional vocation where teachers egerautonomy and judgement in what they

teach (qualification) and how they teach (socialisation) (Biesta, 2015). Teachers also play an important
NEES Ay AGdREYIAQ a4d02SOGATAOIGAZY o6& FAGSYLIGAY:
gl yié¢ DOYHRE LYRSSRI CNBANB oomdtrc0O FNBIZSR (K
oppressed by engaging dgenuine dialogu€anddcreative exchangésvhich enable them to achieve
O2yaOASydGAalGAz2y o0.fFO010dzNYZ wnnnz LIAGYyOP | 26ST
SRdzOF GA2yxX GSI OKSNE KIF@S 06SSy NBRSTFAYSR a WTIl Of
beings who should be abie2 SESNOA &S tdzizyz2Yeée | yR 2dzR3ISYSyd ¢
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education (Biesta, 2015). Not only is this damaging for the students, but it also creates serious tensions

for educators themselves (Goodson, 2007; NEU, 2024). Education should not be about teaching to
tests and focusing on making sure children achieveWhg SOSaal NBEQ ljdzt £t AFAOF (A
LJ3PTMcOd® ¢SFEOKAY3I +faz Ay@2f @dSa OF NAYy deind 2N OKA
supporting them to become informed citizens who are seffective about public issues, who have a

voice in their coamunities and can use their individual strengths and civic imaginations to participate,
engage and ultimately make a difference in society, and generally being role models for the young
people they educate (Ibid; Freire, 1976; Goodson, 2007). In redulcasg trelationships between

teacher and student to mere transactions, neoliberalism threatens both teacher recruitment and
retention and damages other educational purposes fundamental to thelvegtig of individuals, and

society.

tOFy 6S FNHdzSR (KIFG adzZll2NIAy3I 6SEtFINB Aa Iy SR
impact on their qualificationsocialisatiorand subjectification. One need only reflect on the history of

schooling in England to appreciate the pervasiveness of the welfare purpose. Dame schools, Sunday
schools and Ragged schools, set up on a largely voluntary basis for the children of the claskieg)

gave children an escape from (often dangerous) work, provided them food, taught them basic useful

skils, and often offered religious instruction and the teaching of values (not forgetting, of course, that

the individuals setting up these schools will have had purposes of their own which may not always
KIS 0SSy Ay GKS Ay dSNBM (il#keodal and Knapp, 3996)6d&ygthel A Y SR
welfare role of schools is perhaps even more important as funding cuts reduce the availability and
FOO0S&daa (2 20KSNJ OKAf RNByQa aSNBAOSa FT2NJ Kz2a$sS Y;
2018; Bakr, 2023). So much is expected of schools and the irony is that whilst government policy may
explicitly (and narrowly) define their purpose to qualify and socialise students, the reality is that wider

policy changes implicitly broaden the scope of whatosdt are expected to take responsibility for,

without acknowledging this work, or providing the funding which would enable schools to better

perform it.

Care does not only take place during school hours either, as breakfast clubs and after school clubs
become more prevalent is evidence of (Lambiamford and Sims, 2018). But as well as caring for
children, schools can also be places of care for the pardmmselves, especially those on low
incomes with little social capital. Barnes and Nolan (2019) found that parents developed trust and
strong personal ties with staff at pivotal moments where they felt supported with personal matters
beyond afterschool are. These relationships became key sources of social and emotional support for
low-income parents (Ibid). Thus, schools have extremely vital roles as caring organisations, for
students and families (Best, 2014; Noddings, 2015). However, some scholarassQalvert (2009)

are concerned about the low status pastoral care seems to have in the current policy context. He
argues that caring is often seen as secondary to (or even replaced by) academic roles, is often
delegated to norprofessional staff, and isot allocated the time or resources it needs and deserves
(Ibid). Such concerns reflect the theme prevalent in the literature on educational purpose, that

I OF RSYAO | OKAS@SYSyd A& AyONBlraiay3dte ol tdsSR 20S
students (Best, 2014; Noddings, 20Hs)d failures to recognise that this care underpins the success

of any other educational purpose.
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consequences of the pandemic on child and youth mental health itself constitudessas within a

crisig (Ibid, pg.26). During the pandemic the public came to not only recognise the vital roles schools

L & Ay OKAfRNBYyQa tA0Sa 0Se2yR FOFRSYAO FddGlFAyY
to appreciate the complex task facing school st@tire became even more difficult duri@®VID19

as not only were children (and staff) facing the fears, challenges and restrictions of a dangei®us v
butRA&NHzLIGA2Yy G2 RIAf& NRdziAySa |yR GKS Of 2adaNB
GKSe dzadz ffe KLI@B) ThiK g sefoks canSeu@rizds doé the development of
language and socialisation skills, coping with mental health, and experiences (or exacerbation) of
abuse, bereavement and poverty athome (Leey H N0 ® C2NJ Yl yes WOILDNBQ KI R
this was incredibly difficult as staff did not always have the necessary IT skills or training, some children

did not have access to the internet or devices and emotional support from teachers, friends and peers

was just not the same online (Rio Polecet al, 2021). Nevertheless, teachers did continue to care
throughout the pandemic, at significant emotional, physical, social, and political cost to themselves

(Ibid). In fact, many teachers soughttopmMA G AaS aGKS ¢SttoSAy3a 2F (GKSA
G§SIFOKAY3 2F O02yiSydé NBO23ayrAaAy3d (GKAaA oa oKI
unprecedented conditions as a global pandemic (lbid, pg.198). This confirms that teaching involves far

more than instructing students. It is first and foremost a caring profession, with teachers becoming

like parents to a huge heterogenous family (Noddings, 2012). Following the pandenmioeingland
psychological support must be the focus in education goingdaitvwfPurdy, 2022), for both staff and

students. For teachers cannot care effectively for children if society does not care about and for them.

Thus, there are a wide variety of purposes that direct and underpin education, and many aratlap
depend on each othefThese multiple purposes must be constantly reflected upon so that negative
consequences of structure and content can be addressed, and positive relationships encouraged.
Education can be an extremely powerful force for good in the life of the indivadhehthe society of

which they are a part, but it is a phenomenon to be constantly engaged with by all who have a stake
in its impacts. Aey group of stakeholders, whose role in education has been the subject of extensive
academic and political debate, is that of parents. It is to the role of parental involvement in education
that this literature review now turns.

3.2.Parental Involvement in Education: Inequality, Capital and Stigma

Perhaps the most fundamental shift in education brought about by neoliberalisation since the 1970s
(asoutlinedin Chapter 2is the change in the role parents are expected to play. Neoliberal discourse

and policies have resulted in what Reay (2008, pg.645) caltsd¢bponsibilisatiorof parentg. They

INBE y2¢ NBaLRyaAofS F2N) WOK22aAy3aQ gKId aoKz2z2ft
G2 0SS Ay@2ft SR Ay GKSANI OKAf RNByQa SRdzOF A2y I yF
l'a JA2BSNYYSyld FyR t20Ff | dzil IR ENB U RQEA dZK REND I F N
greater autonomy, freedom, and empowerment (lbid), parents have no choice but to choose and are

held responsible for those choices (Olmedo and Wilkins, 2@, individually, for their ow child,

but also collectively for improving schools and raising standards overall (Reay, Bi®8hle of

parents in neoliberal education is now so fundamental that Brown (1990, pg.66) argues it has created
aparentocracyt s KSNB | OKAf RQa SRdzOFiA2y A& AYONBIlIaAy3af
LI NBydaz NIFYdKSNJ GKIFIy GKS FoAfAGe FYyR STF2NIa 27
da0K22ftAy3 YR LINBylGlrtf OK2A0S IANBOWSEFAASRENWEL O
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already privileged children are much more likely to succeed in education than their disadvantaged
peersb t | NByida KIFI@gS || 1Sé& NRtS G2 Liflre Ay (GKS WAyd:
in neoliberal education systems, with traditional parenting practices of supporting learning at home
intensified and formalised in Horrgéchool agreements (Ciiez and Reay, 2005). A consequence of

increased emphasis on paredtS OKSNJ O2ft f F 62NI A2y A& (KS a0O2f2y
and a blurring boundaries between the two (Reay, 2008, pgs-8%lindeed, Ball (2003) argues

neoliberal education policies have led to a paradox where not only are public places of schools
becoming increasingly privatised, but the private environment of the homecisasingly becoming

LJdzo £ A Of & NB3Idz + SR yR 2dzZRISR® | 26SOSNE yS2t A0S
which gendered, racialised and classed notions of parent are not acknowledged, rendering inequalities
SEAAGAY 3T 0Si 6 S gReayl 20085y 648 hisksgttidh \dilnovi eRplore tHarge body

of literaturewhichhas attempted to address this.

DSYRSNJ YR WiKS C2dz2NIIK { KATFTGQ

One of the biggest societal changes since the second half of thee2fury has been the increasing
ydzYoSNE 2F 62YSy SYyGSNRAy3d GKS €1 062dz2NJ YFNY SO FyR
FILYAf@ Y2RSt O06KSNB YSYy SINYy FyR ¢2YSy OFNBO Ay
model (where all adults entahe labour market) (Lewis, 1992; 2001). In reality, however, the male
breadwinner model was only ever an ideology (Lewis7899 | Y R Y2 &G 9 dzNR LISy O2 dzy
andaKl f F SIFNYySNR Tl YAt @& -tiMme BRnd ivomarkvdidBartindeSwhilst@igoNJ — F dzf
taking on the majority of the care work (Lewis, 20Ghung, 202R Even with flexible working, women

are expected to make time for domestic and care work alongside paid work, whilst men can exercise
boundaries between work and homebid). Consequently, a key inequality amongst parents is
gendered, that is, the often unspoken yet accepted norm that it is mothers who are (expected to be)

0KS Y2al Ay@2ft SR Ay (GKSAN OKai paR of NBiry{ungai) car®©O K 2 2 f A
work, whilea FF i KSN&E | NB Y2NB fA1Ste (G2 0SS WKSfLAYy3 KIy
care whilst their paid work takes primacy. This differential allocation of work betvmeen and

women, andmothers and fathers is known in the sociaDA Sy OS&a |4 (KS W3ISYRSNBR

Before discussing further how the gendered division of labour works in practice, it is useful to explore

K2g &a20A2f23Aada dzyRSNAGFYR WISYRSNDRD® 2Sad | yR
routine, methodical and recurring accomplishment embeddeeMi@ryday situated interactions which

IABS GKS AYLINBaarAzy 2F SaaSydAlf YFIalddzZ AyS | yR T
W O02 doyt (it IAGKEYSAY' 3 G 2dzNJ 6 SEASTFAST 2dz2NJ 6 SKIF PA2dz2NE | YR
(Fenstermaket YR 2 Sa i3> HnnHX LIADPHmMoO o0& 204KSNER Ay A3
FOGAGAGASE LIINRBLINAFGS F2N 2ySQa &4SE OFGS3az2NRé
WR2AY3AQ 3ISYRSNI AYy GKS aSyaSsS {Klelarebeng évaldatedoh g € 4
how we conform to ideologies of essential male or female ways of iy Chung, 2022)How we

look, how we dress, how we sound, how we carry ourselves are all criteria by which we are evaluated.

The social consequence of doBS Y RSNJ A a GKS fS3IAGAYFGA2Y 2F az2yS$S
2 F  a2@habvihre exists between men and womewgst and Zimmerman, 198Pg.126).

Gender is both an outcome and rationale of social situations achieved when itis recognised, accounted

for, and enacted in situated conduct (West and Zimmerman, 2009). Adkins and Skeggs (2004) have
developed the work of Pierre Bourdieu to argimat gender is simultaneously an important part of
KFIoAlGdza 6aaeaidSya 27 RdbdXt@tipéple cariydwith dhed? that shdp& R A & LJ;
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GKSANI FGOAGAZRSEAE 0SKI OA 2 dzNB  ktylROORPELLAY) frdl Ssociali 2 T A ¢
category that structures social fields. This can be seen in the field of work which is structured by the
gendered division of laboyChung, 2022)

When women enter paid work, thegce a labour market segregated by gender, both vertically (how

far they can progress in a career) and horizontally (which occupations they can and cannot access).
For example, the service sector attracts many female employees, especially since itsaxjratis

second half of the 20th century (Hochschild, 1983). There are also many occupations which have long
been feminised since their inception, including nursing (Glucksmann, 2009) and primary teaching
(Skelton, 2012)Wolkowitz (2002, pg.499) explains this by arguing that the sexual division of labour
Graairdya ¢2YSy G2 GKS OFNB 2F 02RASa IyR (GKS alLl
GKIFG OFNB 62N] A& yIFddz2NI £ AaSR [|taandcanyridst ikely be 2 NJ @ «
F2dzy R Ay 22 0 dof sttntjedzioNthejf @vn fidilied Budh work requires emotional and
FFFSOGADS t11062d2NE aGKS YIFyYyF3aSYSyd 2F FSStAay3a G2
[which] producesthe @ LISNJ &G GS 2F YAYR Ay 20KSNBRE¢ dbd 2 OK& OK
mobilisation, development and commodification of embodied dispositdMéitz et al, 2003, pg.37)

FYR WY22R ¢g2N] QT GKS f1F02dz2NJ GKIG ONBFdiSa Fdyvyzal
(Highmore and Taylor, 2014). Women are perceived to be best suited to performing this labour. From

a young age boys and girls are egisand socialised differently (West and Zimmerman, 1987)

depending on their gender they receive diffeten SY2 GA 2yl f WINI AyAy3aQs I yR
NBaz2dNOS 2dzi 2F FSStAy3dé Ay GKS 6aSyoS 2F | 00S
1983, pg.163). Hochschild (1983, pg.164) refers to thithesgreat transmutatios where the family

acts as a training ground for emotional labour. Consequently, it is unsurprising that women are found

in work which requires service and care, as the dlatisiired in these fields call for an enactment of
WSaaSYaGAlLtQ FSYAYAYS ljdz2ck t AGASE YR 62YSyQa LINB
ARSI GKIFG 62YSYy IINBZ o0& (GKSAN O@p® yI GdNBzZ wSa

Q)
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CdzNI KSNX¥2NB>Z 6KSYy 62YSy R2 SyiSNI G6KS NBIfY 2F L

taking on what Hochschild and Machud@8) OF f £ | ¢Widd@@médiic labéuhahdicre
work at home, alongside paid employment in the public sphere. Consequently, they argue that there
KFa o0SSy | WaidlftftSR NB@2tdziA2yQ OLOART | 20KaOKAf

greater numbers, but the domestic and care work left behind has not been taken up equally by men

¢ it is still therefor the woman when she gets home (Lewis, 2001; LanisGiullari2005)¢ or if she
worksfrom-home (Chung, 2022Moreover, the emotion work (the unpaid form of emotional labour)
(Hochschild, 2012) expected of women is not restricted to the workplace. Hochschild argues that
mothers, alongside their first shift of paid work and second shift of domestic labour, asoahthird

AKATG YFyYyFr3Ay3d GKS WiAYS o0AYRQ ONBFGSR 6KSy 42
(Hochschild, 1997). This third shift requirine management of the emotional demands created by
G2YSYyQa AYONBI&aSR UGAYS Ay GKS g2NJ LI I OSz OFfftAy
home (FieldingSingh and Cooper, 2023)len are perceived as less skilled in this area. Gillies (2006,
LJI3dPHycUO F2dzyR GKIFIG 6KSY FIGKSNE &l ¢ GKSANI OKAf RN
own emotions (Hochschild, 1983) to find solutions to the issues their children faced asswiadir

female partners could. As a mother in Hays (1996, pgd02dzR& LJddzi AGT a1 S wKSNI K
SRdzOIFI GSR a I Y2G0KSNX ¢S wo2YSye BSNBE (NI AYySR
GNIFAYSR Ay (GF1Ay3 OFNB¢é¢d ¢KAA &adzlII2NIa | 20KAOKAT
to performemotiond f F 62 dzNJ I YR | NB WiNIAYSRQ FNRY OKAf RK?2
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true; men are not expected to perform emotional labamnd are not trained toThus, the third shift

ONBI 4GSR o0& (KS WiAYS O0AYRQ Frffa (G2 62YSYy> AYyON
(FieldingSingh and Cooper, 2023)

Due to the ideology of intensive mothering (Hays, 1996, pgsc1d5z Y2 6 KSNE ¢K2 TFSSt
Lzt t SR Ay (62 RANBOlGAZ2Yyaé¢ 6K2YS |yR g2N]J 03 2dzai
6alAtf0 WI22R Y2UKSNRARQ® hsedturd ideal iskthyough ikvolGekienti? Y Sy C
GKSANI OKAf RONBYy0LQa SRdzOI GA2y®d Ly GKA&a FTASERI . 2
in navigating social environments and situations (Weblal, 2002) has been used to develop the
concep2 T WSY20GA2ylf OFLAGIEEQ (G2 SELXIAY 6Ké |yR K2
SELISOGSR (G2 YR AYyRSSR: ¥S8St (KSe &aKz2dZ R GF1S NB
HAnno® WOY2GA2y It Ol LA Stndnt@madéiby Patedtsag R of their desi@ Y 2 ( A 2
G2 LINRPY20S GKSAN OSIARNS f R wINRR1LISOMaté8 odDStfff A S &
Reay (2000; 20®) emphasises that emotional capital is a gendered resogmo®thers are more
likelytoposi Saa GKS aSY2GA2ylf aiAttas 1yz2e6fSR3IS | yR S
OhQ. NASYZX HnnyZ LI oamgueshthal work R ihl&dtb ideasoiigender iddAtdyd n o n
YR Aa a&OSy (i-Ménfity add2tal te idéit ottl&t ¥ AONRA OGS (2 @dzagé & ¢
emotion work in education is linked to mothers seiRSy G A& a Ww3I22R Y20 KSNEQ
L2 NINFYe 2 2G6KSNB (KIG (KElotHWNsBn, 208) 2dinhg theXstatésS NR Q 6
2F O2yF2NN¥AY3A G2 GKS Odz (GdzN¥ £ ARS2t23& 2F AydS)
involvement can be a form of symbolic capital mothers can use in the environment of the school to

further the interests and priorities dheir children and to justify their own choices to engage in paid
employment or to be a fulime mum. In fact, mothers invest so much time and energy in their

OKAf RNByQa &aO0OK22f Ay IWisoK [2013) ha¥d dropiad lit @onstilz( S at A Y f Y2F(iRidz!
AKATUQZ Ay@2f gAy3 O2YyaARSNIOGES SY20A2y 1§ O2 YLIX S
(2020) found that this was becoming even more intense with the increased use of digital technologies,

as mothers were expected to receive comrmmations, organise in response to the information

received, and were overwhelmed by both the amount and pervasiveness of online involvement
required.

{2 6KSNB INB (GKS FIFrGKSNB Ay (GKA& € AGSNI GddzZNBEK DN
that whilst the male breadwinner model has declined since the 1970s in Western countries, new forms

of masculinity have not yet become culturally domindn2 4 S@SNE 02y OSLJia &dzOK | a
WAYGAYFOGSQ FlIOKSNK22R 2NJ WAy@g2f OSRQ T OIKSNK22R 4
with their children, and that masculinity is beginning to expand to include a caring role (Sullivan, 2004;
Featherstone, 2009 Offer and Kaplan, 2021And yet men are not held to the same standards as

women when it comes to their role as fathers. They are much more likely to be unquestionably

OSt SONFYGSR o0y2 YIFGGOUSNI gKIFG FT2NY WA agrbneStaBy 6 Q 01
they shoud be goodmothers,and they are heavily vilified if they do not appear to be conforming to

GKA& Odzf GdzNF £ ARSFf O0CSFOKSNRG2YSZT Hnndpod® a2 NB2(
children on days at, playing outside or reading the bedtime story (Elliott et al, 2018) rather than
domestic chores or physical care such as cooking dinner or bath time. Whether and to what extent
fathers engage in child care and other domestic tasks, their primary roled& A S@S w3aA22R T (K
aiGAtf OSYGNBaA INRdzyR SO2y2YAO LINPOAAAZ2YAYy3I 09ff )
analysis of timause data in the UK found that whilst being the economic provider was but one part of

modern fatherhood, gjnificant gender gaps between specific activities, types of care, and timing of

MN



involvement remained and the gaps between fathers of different secmnomic classes were

widening. Loweisociceconomicfathers tended to be involved with their children less than higher
socioeconomicF F § KSNA X 6K2 WALISOAITtAASRQ Ay Ay(iSNI} OGAGS
involved at weekends than on weekdays. Whilst fathers would help with homework, they were far

less likely to go into school or engage with other parents or staff. HedkimndBrookda Q@ H N1 H N
pg.78Q qualitative interviewswith fathers who were primary or equal caregivers and used a
GRAAO2dzNES 27F LI NBfguid-tHat YR yi KSNIAK 16\ 6 NSl AAMAK e éG5KS SY
organiser and allocator of responsibilities, and the networker (organising events with other parents).
Cultural symbols and social and policy traditions were still experienced as strongly gendered and
presenteda challenge to fathers developing caregiving roles and identities (Ibid). Thus, it appears that
despite trends towards more involved fattod, attitudes do not always translate to actions and
a20A80e Klha y2G @Si WwWOlIdAKG dzZJd az2iKSNBR | NB &l
physical care)verall oversight and emotional labour of raising children, including direct involvement

in school settings.

Within this literature on parenting roles, it is important to recognise the degree of family diversity

many children now experience. For example, from the increase in separated parents, there are many

more singleparent households and reconstituted famgigCassidy, 2023)NS, 2024 DWP, 2024).

There has also been the growth in sasex parent household€assidy, 2023 Each of these family
O2YLR&aAGAZ2YE SELSNASYOS | RRAGAZ2YLFE o6F NNASNAR (2 .
that be lack otime to be involved due to being the sole earraard caregiver or continued stigma

attached to sexualities and uncertainty over gendered parenting roles in these partnersinigsaly

et al, 2006;Leland, 201y. Thus, paying attention to the different roles fathers and mothers take in
GKSANI 26y OKAf RONBYy0vLQad SRdZOFiA2Yy>YX YR K2¢g (GKAA ¢
to the field of education, and the different barriers and expectatiorsytmay face are to be fully
understood. This work is yet to be extended to the field of voluntasgkwithough see Section 4 below

for further discussion of parental voluntary work in education) and how this is divided between the
genders. | hope this thesis can contribute to this gap in the literature.

Class and Capital

Whilst we have so far focused on differences between male and female work, gender is not the only

social inequality which structures our lives. Fenstermaker and West (2002) have developed West and
BLAYYSNYIYQE OmMpyTO | aaSNIAMNAIAKIEI 1K (YRS IRER RN
social inequalities such as class and race are accomplishments of social interactions (Fenstermaker

and West, 2002). Alongside the gendered division of labour in parental involvement in schooling,
research in the filel of parenta OK2 2t NBf I A2y aKALA KF& RNI}gy SEGS)
GAGK tlaaSNRPYysT MpTTO ©2N] YR I NHdzSa GKFG aLI NBY
by the forms and volumes of capitals they possess and their abiligtieate those capitals in the

FASER 2F 40K22fAy3é O0+xAyOSyidzZ HamTIE LIAPpnyovd /[ 2
social, and cultural capital are more likely to have the resources and knowledge to ensure their
children succeed in educatigiBall, 1993; 2003; Ball et al, 1995; Ball and Vincent, 1998). This can
include being able to afford to move to areas with good schools or paying for additional tutoring to

gain entry to them, having the knowledge and education to understand and helghaitiework and
Sy3lF3ay3a OKAftRONBYO Ay (KS WNRIKAIQ FFGESN a0Kz22¢
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Furthermore, emotional capital in education discussed earlier is notgergered butalso classed

it is shown and enacted differently by mothers from different classes (Reay, 2000; Gillies, 2006).
Mothers are likely to have different constraints acting upon them which influence the resources
(financial, time, emotional, knowledge) they can provilleRae, 2003)ndeed, Gillies (2006, pg.288)

found that workingand middleOf I a8 Y20 KSNAR KIR al ft SNyl G§ASBS QI f
differing vdumes of social and cultural capital (which interact with emotional capital) which resulted

in different methods of exercising emotional capital. Whereas midtiies mothers are likely to focus

on academic success, workinass mothers are more likely focus on helping their child(ren)

WA dzNID A SR Cexainfleé Rogkinglass mothers could show their children they were valued and

loved by going without to buy them small but highly meaningful treats and gifts to make a difficult day

at school more barable (Ibid. Workingclass mothers had lower aspirations and desires surrounding
FOFRSYAO &4dz00Saa yR 4SNB Y2NB tA1Sfte (G2 Sy3l 3¢
FSStAy3da 2F FlLAEdz2NBE yR (2 gFyid (2 SoetodNi® G KSA N
others and stay out of trouble (Ibid). In contrast, middlass mothers would spend money on their

children if it would further their education and emotional support was often employed to help their

children cope with the pressuseof attaining and retaining high grades (lbid). Time and emotional

energy would be expended in helping children study and to organising-extrigular activities to

further their future prospects (Ibid). In addition, mothers differing views and expeegif schools

0020K GKSANI 24Y )eAR thal 086, dspeCidly floR bWweBspaalxiasses found

schools unwelcoming, daunting and even hostile places, which effected their level and type of
involvement Gillies, 2006Holloway and Palott-Wilson, 2013). The biggest reason for workitagss

mothers to visit school in Gillies (2006) study was to address concerns over their child being bullied.
FormiddleOf F &4 Y20KSNER>X O2y@SNAEIFGA2ya 6SNBE YRNE fA1S
mothers from different classes had very different ways and means of accessing and activating
SY20A2y It OFLAGIE Ay GKSANI dzyLJ AR OFINB 62N Ay

Race Ethnicityand Capital

Race and ethnicity alsbave an important impact on the parergchool relationship. Various

gualitative studies which have interviewed ethnic minority parents have found that, even though they

have incredibly high aspirations and determination to see their children succeed, and/bgarthey

FNBE 2F (GKS alyYS az20Arft Oflaa |yR LRaasSaa airvYAtl
NE2SOGSR FyR GNBFGISR a AftSIAGAYIFGSE o0& a0OK22f &
arguesopossessingcapital is not thesame asiactivating it, and BME parents can find it difficult to

R2 &2 Ay (KS FAStIR 2F SRdOIFIGA2Yyd a2NB2JSNE . K2 LJ
a0K22f&a Ay 9y3IflyR F2dzyR GKIFdG Ylyeée SELSNASYOSR
communities ofparents and teachers. Consequently, minority ethnic parents tend to see their role as

being there to defend, rescue and protect their children from a racist education system (Crozier,

2005). Gypsy, Roma and Traveller (GRT) commuriteesa key ethnic group that have difficult
relationships with the education system yet are not often considered in the literature due to often still
0SAY3 WgKAGSQ o0. K2LItX HAamMyOd® . K2LJ f-acceptabey 0 | NE
g KA ( Spelg skedd Bs poor, aggressive and unworthy of recognition, support or full citizenship.

no



Not only are they one of the most disadvantaged of all ethnic groups in terms of housing, health and
SYLX 28YSyidz odzi (dKSe |faz2z KIFI@®S (GKS aftz2¢Sad tSgS
OLOARY LIAPomOP® ¢ KSNB A a ithin sacighs[yicudlidg tschdolk] @dout their  dzy’ R S
Odzf GdzNB yR fATFTSaidetSé¢d oKAOK YSIya GKFG Dwe¢ FI YA
from schools (Ibid, pg.41) impacting both attainment and levels of involvement.

SEN Parents

SENparentsalso have a different experience of involvement in education. From the beginning their

choice of schools is complicated by the added factor of whether to choose a special school or a
mainstream school with SEN support. Bajwa (0 St | Y R 5 S Ov8ydipkrane af clildremmn 0 & ©
GAGK {9b F2dzyR GKIG Wy2gKSNBE aSSvya G2 FALQ 6A0K
FOFRSYAO |aLS0iGa 2F OKAfRNBYyQa SRdOFGAZ2Yyd 2 KA &l
specialist staff and falities, recommendations and small class sizes were the most important factors
affecting school choice for SEN parents. Most of these parents found they had to choose schools
2dziaARS 2F GKSANI f20Fft 02 YYdnlbdines BreedeandL&sher 1 KS A
Lidiakov (2021) qualitative study found that parents of children with autism (representing 2.25%

of the school population) preferred rural or coastal small schools for their children as they found the
closeness in these environments led to greater acknowledgermahtacceptance of SEN amongst the
a0Kz22ft O2YYdzyAideée FyR GKS LIKeaAOFft &L} OS I LIISIH S
parents in these communities also found that a lack of local infrastructure, services and professionals
meant they were ofterthousebound when their children were not at school. Furthermore, SEN parents

often struggle to get information and guidance on school choice and Booth (2023) found that this lack

of communication might well be intentional due to the challenges posed byirgkNNion. Thus, SEN

parents often feel excluded or experience difficult and complex relationships with schools due to their
OKAf RNBYyQa ySSRaod 2KAfaild GKSANI Ay@2f gSYSyd YAIKI
specific needs of their chij rather than translating to voluntary activity for the wider school
community. Indeed, raising children with SEN often requires more time, energy and money than non

{9b OKAfRNBY oO06.NR21X HAMMT t NESOS | y Respulsileéiy SNI [
0KS a0OKz22f IINB fFO1Ay3as GKAAa YIlIe& Sttt tAYAL {9Db
school.

Typologies of Parental Involvement

In attempting to understand how parental involvement has evolved over time and alongside policy
OKIFIy3aSasx &a0K2fl NB KIFI@S RS@OSt2LISR GelLrRft23AsSa 27
positions in relation to schools (see Table 1 below). Historjgahgntal involvement in education has

been largely voluntary but, (as discussed above and in Chapter 2) parents are now expected to take

on multiple roles and more extensive involvement within the field of neoliberal education. This has
evenbeenargued 2 SE( SYNR R&ZOWO2Yy Q Ay G(KS FASER 2F LINRAYI N
Honingh et al (2020, pg.222) definecdNP RdzOG A2y | a GUKS Ay@2ft @dSYSyi
RSt AOGSNE 2F aSNPAOSa¢eédd Ly &a2Y S ofdkediteraleducatio® LI NI

2Ly GKA& GKSaAraz wW{9olyRLICNBFEINGCO REEYS NBA (iR {LINBY (&
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implementing educational services for many others.
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Authors

| Country

| Forms of Involvement (applied to education)

Focus: Categorising Activities

Epstein and
Dauber
(1991)

United States

Basic obligations, helping with homework, supporting events, decision-
making, governance*, advocacy

Goodalland

Parental Involvement with school, e.g. parents invited by school to hear
children read in the classroom

United Parental Involvement with schooling, e.g. parents take interest and help
Montgomery | . .
Kingdom with homework set by the school
(2014)
Parental Engagement with children’s learning, e.g. parents take the lead
in providing additional learning opportunities for their child
Focus: Children’s Role
Edwards Children as active OR passive in parental involvement
and Alldred [England
(2000) Children as active OR passive in parental uninvolvement
Focus: Changes in Parental Involvement Over Time

Bridges United Puzzled bystanders (in 1960s and 70s), Supporters, Partners,
(1994) Kingdom Governors*, Co-educators, Customers (from 1980s)
Ranson et al |England and . L
Active citizens
(2003) Wales
Olmedo and . . -
o Supporters, Partners, Co-operative receivers, Consumers (neoliberal),
Wilkins England . )
Governors* (neoliberal), Producers (neoliberal)
(2017)
Smith (2021) [New Zealand |Supporters, Partners, Co-operative receivers, Consumers, Governors*

Focus: Co-production

Voorberg et
al (2015)

International

Co-creation (co-initiation and co-design of services)

Co-production (co-implementation of services)

Bovaird et al

International

Individual Co-Production (Private), e.g. teaching your own child

Collective Co-Production (Philanthropic), e.g. helping other children

(2015)
learn to read
Brandsen . . . . .
) N/A: Co-design of services, Co-implementation of services, Core tasks
and Honingh
(2016) Conceptual |performed, Complementary tasks performed
Steen and VA Voluntary Co-production, e.g. parents providing extra-curricular clubs
Brandsen Conceptual |Forced Co-production, e.g. enforced home schooling brought about by
(2020) lockdowns during the COVID pandemic
Individual Co-production: “improving individual children’s attainment”,
Body and United e.g. helping with homework
Hogg (2021, | .
pgs.1-2) Kingdom Collective Co-production: “the resourcing and delivery of the service of

education through active involvement”, e.g. Free Schools

*Governance is discussed further in Section 4 below
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But what are the consequences of increasedpoaduction in education2 2 2 Ndb SNH Si | f Q&
LJI3dmonm0 aeadSYFGAO fAGSNY G§dzZNBE NBGASG FT2dzyR |y «
GANLdzS Ay AGaSt¥ésr 8Sd (GKSe O2dAZ R y28i 02y Of dzRS=
they reviewed, that ceproduction is beneficial. Whilst eproduction can provide service users with

greater control over the services they receive, Hastings and Matthews (2015) have cautioned that
policies such as the Big Society and localism (which embody elementpmafdiation) empower the

already powerful (middlelasses) in service provision, exacerbating already existing inequalities. Thus,

in education, middleclass parents in relatively affluent schools and communities can further the
interests of their own children, whilsvorking-class children are left behin@ody and Hogg, 2021)

| 2yaSldsSyidtes .2Reé& |yYyR | 233 0 Hpmdudon eJacerbales 02 y Of
AySlidzZ f AG@ Ay LINARYIFNE SRdzOFGA2YyE D

In addition, whilst ceproduction can be introduced by government or initiated by citizens, Steen and

. NI YRASY OHnuHnXZ LIAdPypnd ARSYUGATAORE RdZCGYRARY O 0S5 %
parents are voluntarily cproducing complementary seongs for schools, this might be a positive
SELISNASYOS 46A0GK 0SYySTAOAIE 2dz2i02YSa T2N (-K2a$8 Ay
LINE RdzOG A2y ¢ 2F O2NBE aSNBWAOSa RANBOGte& SyO2dzNI 3S
necessity by the whtdrawal of funds) (Body and Hogg, 2021, pgd.3pit is likely to produce negative
experiences and inequalities in outcomes based on an already unequal distribution of resources and
capital among social groups. The unexpected and forceat@duction browght about by the COViD

19 pandemic (Steen and Brandsen, 2020), for example, highlighted the prevalence of digital poverty
FYyR RAIAGIE SEOfdzaA2Yy HKAOK aKFa O02YLRdzyRSR SE.
pgs.1879). Whilst the longerm effects of COVIRL9 disruptions on education are not yet known,
NEaSINOK &adz33sSaida AdG gAff NBOSNERS GKS LINPINBaaA
adzLJL2 NI gAff 0S YySSRSR (2 KSft LJ RA-prodRofidn gainrdotI SR LJdz
be depended upon to repair the damage caused to education by GO¥IBspecially for those

already disadvantaged before the pandemic began.

Stigma

't GK2dAK y20 Fft LI NSyda FNB Sldzatfte LRAAGAZ2YSR
in the extensive and complex ways demanded by neoliberal responsibilitisation are vilified as bad
parents who have failed their children by being uncarimgmaking the wrong choices (Hall and

Pulsford, 2019; Holloway arféimlott-Wilson, 2012; Reay, 2008; Smith, 2021; Ball, 2021). Holloway

and Pimlot2 Af a2y Q& OHnAnmMHU addzReé F2dzyR GKIFG aoK22f &l
determined their viewson the necessity of providing wraparound care, with the spectre of the
heterosexual nuclear family influencing judgements of good parenting. For example, whilst
wraparound care was seen as necessary for working parents, if such parents were on higlsjncome

staff tended to believe that parents were failing to provide their children with family time in the home
SY@ANRYYSY(l |yR adzo02SOlAy3a GKSY G2 f2y3z GANAYS3
for middle income parents, it was selfish foigh income parents (Ibid). In contrast, ramrking

parents were seen to not need aftschool care, but their children (and some middieome

children) were seen to benefit from breakfast club as they needed feeding (Ibid). Thus, judgements

on good pareting are multifaceted and complex.

nT
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but are also accused of beimyerlyinvolved (Smith, 2021). Thus, there is a balance to be struck by

parents who are expected to be involved in certain ways, at certain times and at the appropriate levels,

yet always respect the superior expertise of teachers and conform to the neolibgtdns. In

addition, parents are expected to keep surveillance on the school and its staff, whilst schools
themselves kep surveillance on students and their parents (Crozier, 1998), often holding
stereotypical views (Smith, 2021). However, in attempting to understand parental involvement, Smith

(2021) argues that we must appreciate that engagement will vary dependingamtiiext of parents

lives, and the context of different schools. Indeed, one has only to consider the significant difference
between the type of parental involvement (expected) in primary schooling compared to secondary
schooling (Edwards and Alldred, 2)0Thus, instead of decontextualising the practices of parental

Ay @2t @SYSYyGz {YAGK oOoHnumI LIAdmcpno FNBdISa ¢S ySS
LRAAGAZ2YAae 2F LI NByida couddd, nbtavhat thieyshodlldddR A F F SNBy G LI N

This literature shows that certain parents asggmatised Stigma has long been studied in the social
d0ASy0Sad D2FFYlLYy omdpcol RSAONROSR aGA3IYIL & |y
RAAONBRAGAYIQ RAFTFSNBylySaa 2y (KS Ll2aaSaazNl I yR
sodd SGé o6FyR &a2YSiAYSa F2N) 6KS adAr3aylrirasSR GKSvya
reproduction explained how those with symbolic power could exercise symbolic violence
(stigmatisation) @ ensure inequalities were reproduced. Whilst Goffman focused on micro
interactions, and Bourdieu took a more madewel approach, Waguant (2008) and colleagues (2014)

ONARY 3 GKS (g2 (23SGKSNI gAGK GKS O2 yspeSdgiind thRef Wi S NJ
people who live in them) become stigmatised and the real consequences this has. He argues that when
personhood is defined by consumption, poor people are denied personhdtatquant 2008).

/ SNIFAY &aLI O0Sa yR O0DRBF @BERY SNEBIQI I YAI WNEYWEYE G & NK E
0S502YS adqaeyz2yevya FT2NJ 420A1Lt KSftfté¢ o0& 020K (GKS C
(Wacquantet al, 2014, pgs.1272). Spatial disgrace, he argues, is symbolic of inequsiacquant

et al, 2014). Yet those who are stigmatised are not passive recipients of labels. They can deflect and

defy territorial stigmatisation, or they can submit and reproduce it (which includes mutual distancing

within territories through elaboration of microifflerences) (Ibid). Tyler (261 and Tyler and Slater

(2018) draw on this work within the current context, arguing that neoliberalisation has intensified
stigmatisation, especially in the issue of welfare, and that stigma is a key tool in the reproduction of

social inequality. Structutdorces, they argue, activate stigma to influence behaviour and attitudes in
micro-level interactions where stigma arises and is enacted (Ibid).

Lamont and Pierson (2019) have taken this further by advocating for interdisciplinary andewellti

analysis that takes account of temporality and the midieted nature of inequality so that we might

better understand the cultural processes of meaningking that reproduce inequality. In her work,

Lamont (2018, pg.419) describes stigmaV#sognition gap€ A RAALI NRAGASEA Ay 62N
YSYOSNBEKALI 0SG6SSy 3INRdzZJA Ay a20ASGeéé¢ 6KAOK ySS
drawing equivalencei® order to reduce inequality. Whilst recognition is about affirming the positive

qualities of individuals or groups, stigmatisation is its mirror opposite, negatively qualifying identities

and differences (lbid). Neoliberal scripts at the maleneel, sheargues, feed growing recognition gaps

by making competitiveness, se#liance and socieconomic success the criteria of worth, thus
stigmatising large proportions of the population (Ibid). Institutiondtural repertoires and resources

ny



at the meselevel moderate responses to stigmatisation experienced in @rel interactionglIbid).

By drawing our attention to stigmatisation as a cultural process, Lamont and colleagues emphasise
that inequality is not just about the distribution of resources but also about what people can and
cannot do with them and how individuals and groups makese of and respond to these distributions

in their society llamont et al, 2014;amont and Pierson, 2019). This literature on stigma is yet to be
fully incorporated into understandings of who can and cannotifeolved in voluntary activity in
schools, how and why. | hope to address this gap in the literature in this thesis (see Chapter 6).

Beyond the Parents

Whilst understanding parental involvement in neoliberal education systems is crucial, much of the
literature discussed so far has ignored a key group of individuals who effect and have a fundamental

stake in educatiorg children themselves. Edwards and®NB RQ& ounnno aiddzRé Ayl
from Years 6 and 10 from three contrasting locations representing a range of ethnicities, socio
economic backgrounds and family forms found that children exercise both activity and passivity in

ways that encourager restrict parental involvement in different aspects and sites of their education

YR AYRSSR> G(GKSe YlIe y20 o6Fyid GKSANI LI NByiGa Ay(d
0S50l dzaS 2F GKSANI OKAf RNBYyQa 2 4W R QEKMAA W D& SlyNESd2
0S Ay GSN¥a 2F Ay@2t dSYSyili Ay GKS a0Kz22f aSidAy
LJ3dnpno® ¢Kdza>X FaadzyAya GKFG | OO SRT YWAREM o/ IR
translatesto alack Xy G SNBald Ay GKSANI OKAf RONByovQa SRdzOF A :
the agency of children themselves and how their perceptions and preferences shape parental
involvement within neoliberal education systems.

9RGI NR& YR !'fft RNBR oHnnn LJEAdnpHL faz2 SYLKI AAA
SRdzOF A2y YINBAYlIftA&Sa YR RSOIfdzSaxXx wiKS8 gARSI
especially the case for ethnic minority children whosaeo siblings were often the ones who took on
WONFRAGAZ2YIFEQ LI NBYyGAy3a NRtSa Ay SRdzOFGA2Y BKSY
absent. Moreover, childcare arrangements today frequently involve grandparent care (Arber and
Timonen, 2015; Kainj2018), and thissa group whose involvement (including voluntary activities) in

schools is also understudied. Thus, depending on the family types and familial relationships children
SELISNASYOSs 20KSNJ FFYAfte YSYOSNHE YIeé& 08&ctiwig NB Ay(
for schools) than their parents. The absence of extended family in the literature is not merely a
reflection of reality, but (again) a reflection of the white middlass norms inherent in neoliberal

dzy RS NA (0 I y R& § 34 yaharipiéds i the literature on mothers and fathers, as parents

and volunteers.

3.3.Conceptualising WorkBoundaries and Voluntary Activity

The Total Social Organisation of Labour

{SOGA2Y H SELX 2NBR K2g 62YSyQa AyONBlFasS Ay LI AR
RSFAYAGA2YA YR dzy RSNAEGFYRAY3I 2F WH2N]L QP | 26S DTSN
education possible can be further extended if we move beytbedconceptual framework of a division

of labour including only publiprivate or paid employmerhtomestic and emotional labour (as

no



discussed abovelly RSNE G yRAy3a 2F ¢2N)] KIFOPS 0SSy dzaS¥Fdz f
(1995) conceptual approach of the Total Social Organisation of Labour (TSOL). Using this approach
Ffft2¢a dza (G2 O2yOSLJidza t AasS FyR |yl { cobwsrkdiciksSs aO02yy
differing sociesS 02y 2 YA O Y2RS&aX 6KSNXB f | 02 dzNScohainic HageR S NI I { ¢
(marketandnorY' Ik N} SG X F2N¥If 2NJAYTF2N¥YIEX LI AR 2NJ dzy LI 7
Work, Glucksmann (1995, pg.85lNH dzSa>X dAd SYOSRRSR Ayz: Sydly3at SR
GKNRdZAK 20KSNJ I OGAGAGASAE YR NBtlFGA2ya 6KAOK YI &
Fa GNIRAGAZ2YEFE SO2y2YAO NBf I A2y aeénandallvéatedto I ye &
RAFTFSNEBY (O adGNHzOGdzZNBaz AyadAaddziazya FyR | OGADAGA
organisation within spheres of activity can change in different places, and over time. The TSOL
approach advocates a wider defion of work and helps us conceptualise how all this work is
organised within and between spheres. At an even higher level of analysis, Glucksmann (2005) argues
that there are 4 dimensions through which we can analyse and understand the interconnections
between different work activities; across the processes of produé¢poovision, distribution,

exchange and consumption (PDEC), across the boundaries between paid and unpaid work, market and
non-market, formal and informal sectors, through the articulatiohwork activities and nofvork

activities and relations, and the differing temporalities of work and how temporality runs through and
connects the other three dimensions (lbid). Changes in these dimensions and in the internal

organisation of spheres effettie interdependencies and interconnections and thus, the TSOL itself.

-
z
¢
<

Rebecca Taylor (2004; 2016) has extended the TSOL framework to focus on volunteer work. She argues

that the traditional dichotomy of (male) paid employment in the pubfibereversus (female) unpaid

domestic labour in the private sphere cannot accommodate the prevalence of voluntary work in

society (Taylor, 2004). She conceptualises work as existing on a continuum from paid to unpaid and

from highly formalised roles in institioins, through to community and family settings and networks

(Ibid; Taylor, 2016). Along this continuum there are 6 forms of labour: formal paid employment, formal

unpaid voluntary work, informal unpaid work, informal economic activity, paid labour withen t
FILYAf@ YR dzyLJ AR R2YSadAO | OGAGAGE O6¢l&f 2NE H
orientations, resources, priorities and understandings of the activities being undertaken (Ibid).

lf 0K2dAK ¢2N)] OFy 06S 7TA boGnRarids eiween ghgnbareblirry@arSa S W
the interconnections and interdependencies of different forms of work are of vital importance to
understanding the implications of different TSOL configuratidinisl). Through developing the TSOL
framework, Taylor @ Mc 2 LJA®Pnpp 0 LR aAdGA2ya @2t dzy i SSNAy3 ¥,
G2N]1 ¢ YR FGdSYLIWGia G2 LINBPOARS al O2yONB(GS (4KS2NEB
2004, pg.45).

Finally, Williams (20@22002b;2011a; 2011§ has further extended the TSOL approach to look at the

informal economy (or the fourth sectog)the labour carried out outside the public, private and third

sectors. In particular, he focuses on the sespatial distribution of informal work and diffeméforms

of community selKK St LJ® 1S ARSYUGAFASA aiGSy fF02dzNJ LINF Ol A O!
from wholly nonmonetised to gift exchange and-kind labour to wholly monetised exchanges (Ibid,

pg.367). Analysing survey responses, Williams (PO@#s.25565) found that whilst participation in

formal voluntary groups was common amongst the miedclkess to socialise, such groups were alien

to the workingclass, who tended to rely on informahe-to-onet AR &l & | a2 dz2NOS 2F Yl
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The TSOL approach to conceptualising and understanding work as developed by Glucksmann, Taylor
and Willaims fundamentally underpins this thesis.

Boundaries

¢KS ¢{h[ A& aO2yOSNYySR ¢ A (i Boundaigsih&difiidg Zharctedod (1 6 S Sy
suchboundaries and with the formation and dissolution dbundaries As a relational concept the

¢{h[ F20dzaSa 2y Y2RSa 2F fAy1Fr3aS IyR 0O2yySOiGAz2y
(Glucksmann and Nolan, 2007, pg.97, emphasis added). A fociHoondarief2has become
increasingly common in the social science literature, especially that of symbolic boundaries
(conceptual distinctions) and how dlg can manifest as, maintain and contest social boundaries
(stratification and inequality) (Lamont and Molnér, 2002). Thus, the study of boundaries links closely

to the study of processes of stigmatisation discussed earlier in this chapter. Indeed,nit is i
understanding the properties, mechanisms, and content of boundaries that enable an exploration of

the foundations and implications of boundary recognitidiid; Lamont, 2018; Lamont and Pierson,

2019) boundarywork, boundary crossing and boundary maima@ce within and between fields of

activity. Stigmatisation as part of the cultural process of identification involves the creation of group
boundaries and hierarchies that are given ingeibjective meaning through their recognition and
enactment (Lamontet al, 2014). Shared categories and classification systems are a collective
accomplishment which, whilst not necessarily intentional, are drawn upon and enacted to make sense

of everyday interactiondlgid). A consideration of boundaries encourages an usi@ading that work

undertaken informally, or unpaid, nevertheless relates to, depends on, and contributes to paid
SYLX 28YSy Gz odzi A& y20 NBRdzOAGES (2 2N fS&aaSNI (K
3SiGa R2yS G2 YI 1 S9.5% oW musizcangideoviok én albits rin® Howlit) is
organised, how activities relate to and are embedded within one another and the implications of these
interdependencies on society, social groups, and individuals. Voluntary work is key to th@ a8an-

2016)and is the primary focus of this thesiBhus, it is important to next review the literature on

voluntary activity.

Voluntary Activity

Voluntary activity can be defined as the unpaid and uncoerced giving of time, talent, money, and
resources to benefit those other than (or in addition to) your family and friends. It includes the
fundamental concepts of volunteering, donation and fundraising, and can take place within or outside
organisations. Increasing interest in voluntary activity in both policy and academia in recent decades
(Rochester et al, @9; Rochester, 20)3has produced a significant body of quantitative and
gualitative literature which attempts to understarndho gives voluntarilyCentral to these questions

KFra 0SSy (GKS O2yOSLIi 2F WOIFLLAGFEQ o6Gly3arotsS vy
(Bourdieu, 1986; @0 Y I Y Mdpdp T HAAANT HAnNnHOI SaLISOALffe waz
LR GSYGdALFf NBaz2daNOSa gKAOK NS fAYy{SR G2ell?aasSa
membership in a group (Bourdieu, 1986, pg.248). It is argued that volunteers are more likely to both
possess and create social capital (Putnam, 1995). Key theorists of volunteering, Musick and Wilson
(2008; Wilson, 2000yVilson and Musick, 1997) have conducted extensive statistical analyses of US

data on volunteering and have argd that, alongside social capital, human capital (individual

PN



attributes) and cultural capital (attitudes, values, knowledge and preferences) are also important
determinants of volunteering. They also concluded that the demographic traits of age, race, and
ISYRSNE GRSGSNINAYS K2g YdzOKI SBEMWNJI BRINJ O ILISRALI {S AOYF L2
(Ibid, pg.709). Thefoundthat older people are less likely to volunteer, women are more likely to
volunteer than men and Blagkeopleare less likely to volunteer than Whifgeople (explained by

lower levels of human andocial capital) (Ibid). Both religiosity (cultural capital) and higher socio
economic status (human capital) increase levels of volunteering, as does the amount of informal social
interaction in which an individual engages (social capital) (Ibid). Sutthggare replicated in the UK

by Mohan and Bulloch (2012, pg.1) whose analysis of 27,000 respondents to three waves of the
Citizenship Survey (2087710 | GGSYLIWISR (2 dzy 0290SNJ WiKS OABAO O
that account for the largest shB 2 F (GKNBS RAYSyaizya 2F OAQBAO
participation in civic associations and charitable giving). Their analysis found that those in the civic
O2NB 6SNB Y2NB fA1Ste GKIYy (Kafed MBeékighe? duddhk S LJ2 L
gualifications, actively practice their religion, have lived in the same neighbourhood for at least 10
8SIFNBEX YR 6S Ay YIFYFISNAFE YR LINRPFSaarzylf 2
Voluntary Organisations (NCVO) continues to tramnds in the nature and extent of civic
participation in the UK regularly (Hornung et al, 2017).

As well as understanding who is most likely to engage in voluntary activity, researchers and
policymakers have been keen to understawtly people get involved. Psychological theories of

volunteer motivation argue that people volunteer because it fulfils a functional need they possess,
Se3d (2 SELINBaa gFtdzSaz G2 tSINYy + yS¢ alArtt 2N
1996). However, sociologists stress the importance of social context on volunteering (Rochester et al,

2009). Membershipof social groups, class position and marital or parental status all influence the
likelihood of volunteering, as does simply beamkedin the first place (Musick and Wilson, 2008).

However, the likelihood of being asked is also linked to the kinds and amounts of capital one possesses
OLOARUV® ¢KdzaaX Al Aa y20 2dzad Y2G0AQFGA2ya GKIEG S
d20ALf O2yGSEG® ¢l 1{AYy3d Iy AYLRNIIYyG t2y3IAddRAYLE
OHNMMZI (LEHdTE0A WitKENR dzAK t F NOIAOALI GA2yQ LINP2SOUG 6K
RSOSE2LISR KA& O2yOSLII 2F WONRIISNBERQS ARSY(IGATFeAy
wanting to take action), a life event (e.g. having children), opatside influence (including being

asked) as the main triggers of participatiofhey also found thatndividual choices, access to

resources and opportunities for involvement influenced engagement (lbi@)33Qa oOoHAMc X LJAO®
story research with 2@ t RSNJ @2 f dzy t SSNE adzlJLl2 NI a GKAa F20dza
@2t dzy GSSNJI Sy3I3SyYSyid Aa adzLll2NISR o0& adloAatAadets
different roles, circumstances and motivations produce different pathwaysutjtiovolunteering

(Ibid). Thus, the motivation, recruitment and retention of volunteers depends heavily on social and
organisational contextand individual circumstances (Hadlkeventhal and Bargal, 2008). Such
understandings are beginning to feed into masiale research attempting to understand volunteer
WSELISNASYOSQs (KFiG A& GKS YSIyAay3as wf@&akey 38 | YR
et al, 2020).

Part of this literature also aims to understand why peoplendbengage ostopengaging in voluntary

activity. Brodie et al (2011) found that practical (e.g. new responsibilities at work or home) and

experiential (e.g. negative participatory experience) factors led people to stop participating in
voluntary activity2 A f £ SYa | yR 5 dedbk @dloraionysfaator @nalfsls MBS that the
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most common barriers to volunteering were social boundaries (negative image, experience or
interactions), physical boundaries (heaftlated), stress from volunteering, not feeling a
responsibility to volunteer, (perceived) lack of skills, lack of (avem®of) opportunities or not being
asked, lack of benefits (or incentives), and lack of time. They also found that whilst these categories
correlated with certain demographic groups (for example, retired people experiencing physical
boundaries), any indigdual was likely to have multiple reasons for not volunteering and so a holistic
strategy would be needed to overcome these barriers (Ibid). An appreciation that deamsiotes
volunteer, just as reasons to engage, are the outcome of continuous and episodic balancing of
advantages and disadvantages is also important (Ibid). flaSk& S y (i K | 1.0) tlird pattyfm@del ¢ H n
of volunteering, focuses on both the supply and demand side of volunteering by exploring how third
parties (the government, corporation@and education institutions) can increase both the
WolunteerabilityQof individuals at the micrbevel (their willingness, capability and capacity to
volunteer) and theYecruitabilityQof voluntary organisations at the mesevel (the accessibility,
financial and human resources, and networks anebperation with other voluntary organisations

and third parties) to reduce barriers to volunteering and encourage individuals to beanthstay
involved.

Another important part of this literature is a focus on geographies of volunteering. This literature
recognises that volunteering is situated in context, in place and in collective and individual life stories

(Smith et al, 2010). In the context of incredsiird sector involvement in state welfare, Milligan

(2007) highlights that voluntary activity is not evenly distributed geographically and so at best can only
complement the state and should not be a substitute for it. Indeed, the areas of highest readta

necessarily where the most voluntary activity takes place, and the physical location of a voluntary
organisation is not necessarily the area that benefits (Ibid). Local cultures, philanthropic histories and
sociceconomic profiles, as well as theaihability and accessibility of physical infrastructure and the

presence of individual champions driving local causes all factor into geographical variation of voluntary
activity (Milligan, 2007). In addition, Smitt al (2010, pg.264) found that differérareas have

GO2YLX SES dzy s NAGGSyYy Nz S& FyR LINI OGAOS& &dzNNER dzy |
@2f dzy i SSNAYy3I¢é¢ YR GKA&A OFYy ©0S RAFFAOAAZ G F2NIJ yS
understanding volunteering for a school, wher& 5 LJr NBy ia YlIe& ySSR G2 fSI
hierarchies of volunteer involvement before they can engage or decide (or have decided for them)

how they can and cannot be involved.

Work on geographies of volunteering can be expanded when work on conceptualisations of rurality
FNE RNI gy dzLRRy @ | | Hafac@dNdBdRW&Era, 8042) wodkloTrural migrapionand
counterdzND | YA Al A2y KAIKEAIKIGEA K2g WNHatdpicingagiings | LI2 LJ
of the good life, community spirit and natural surroundings. Even when the reality of rurabéte d

not live up to these expectations, rural migrants are embedded in relations and theolifse of the

place whiti can lead to a refocusing of individual lives, priorities and-postrationalisation of a
move to the rurallbid). Engaging in local, pladggsed voluntary activity can be an important part of
these ongoing processe®f performing (representing) and living the ruralvhere individual
biographies intertwine with shared histories of place (Warren, 2014; Ward and Greene; 2018).
Through voluntary activity, places are made, redefined, and become part of individual life stories,
giving enhanced meaning to the activity fahe volunteer (Ibid)and contributing to the
representational and performance of the rural, lives of the rural, and the rural space itself (Halfacree,
2009Db).
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Hustinx and Lammertyn (2003) have attempted to theorise how voluntary activity has and continues

to change by developing a sociological modernisation theory (Hustinx, 2010; Hustinx et al, 2010) which
argues that both collective and reflexive styles of wtdering ceexist under current conditions of

fraS Y2RSNYyAGe yR Ay NBflIGA2Yy (2 AYRAGARIZ f daoA
and Lammertyn, 2003, pg.170). Their typology of styles of volunteering acknowledges both structural

and motwvational factors, multiple forms of volunteering and multiple dimensions that affect

@2t dzy G SSNAYy3 RSOAAaAA2Yyad !y AYRADARddrgaras@iondlA TS  &A
settings of volunteering. Whilst a service ethic and sense of obligation to the community still exist
(collective), personal interest and needs also matter and have led to mornteksted, flexible,

transitory and detached forms of inik@ment (reflexive). HelegtalQd 6 HAHH O ARSYGATFAO!I
2T WORMONRSNAYIQ F2N¥A& LI Nreflexive syl &f siolunfeingy asidgeR A A R d.
{S60AYya OHnmMpUO HERRNSRNIOREKENER NP IINRB2 AR Yyt LINR 2
@2t dzy G SSNAYIQd ¢KS AYyONBlFraAy3a dzasS 2F GSOKyz2fz23e
(Heley et al, 202Ris also a crucial development in current trends in voluntary activity. To end this
aSOGA2yS L NBUdz2NY G2 GKS O02yOSLIi 2F Wo2dzyRI NRASA& ¢
embedded in norvoluntary organisations, such as private companies or public services, so the
volunteer role overlaps more often with those of paid professionals (Haskenthal et al, 2010) and

can cause tensions and boundary confusion between individuals and betwiseaxmectations and

actual practice (Dixon, 2017; Johnson et al, 2023). Of specific relevance to this thesis, schools are an
important public service where voluntary activity takes place alongside the work of paid staff and
informal labour. So, let us nomove on to explore what is known about the role of volunteers,

donations and fundraising in schools.

3.4.Voluntary Activity for Schools

Voluntary activity has always had a part to play in education in thewitK religious charity and
independent philanthropyoften founding and operaing schoolsprior to the 1870 Elementary

Education Act(Kendall and Knapp, 1996; Morris, 2011; Ball, 2021). The continuing role of voluntary
activity in education can also be seen in the diversity of school structures across the UK, from
academies and free schools (both charities) to church schools, volaitsagl and-controlled schools
OLOART az2NNARaAZ HaAMMOU®D® a2NB2@SNE ylFaGA2y Il &adz2NBSe:
and schools has consistently been ondhaf most popular fields of volunteer involvement in the UK

(Hornung et al, 2017; McGarvey, 2020). Unsurprisingly, statistics revegdteitsof schoolaged

children are the most likely to volunteer in schools (Hornung et al, 2017; Musick and Wilson, 2008)

FYR f2y3AddzRAYFf &addzRASa aK2g¢g o0SAy3 | LI NByid Aa
2011; Hogg, 2016; Muddiman, 202Whilst parents have a long history of involvement in education

(Morris, 2011) with the Education Reform Act 198®rcing schools to compete for parental

preference in an education market where funding follows the pupil (Ball1;20eGrand and Batrtlett,

MphpoO X LI NBydGa NB y26 SELISOGSR G2 LXlI& Iy AyONB
(Ranson et al, 2003). Indeed, Has&venthal et al 200z LJA dc pn0 | NBdzS GKF G &t
LI NByidlt @2fdzyiSSNAYy3I A& LINByillt Ay@2t @gSYSyid A
voluntary activity in schools is dominated by studies focusing ondleparents playand how this

has changed over time.
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The most comprehensive study of voluntary activity in primary schools in England has been conducted
by Body and colleagues (Body, 2017; Body et al, 2017; Body and Hogg, 2018) who used mixed methods
(financial analysis, questionnaires, and interviews) tol@e voluntary activity in primary schools in

Kent (with varied levels of deprivation, school sizes and types). In terms of the content of voluntary
activity, Body et al (2017) found that the most common activities regular volunteers were involved in

in primary schools were PTA membership, fundraising, governance, classroom support (reading),
management and leadership, events and educational trips, erecular activities, and the
donation of goods and resources. Let us explore some of thals@taryactivities in more detail.

Governance

Governors are volunteers who give their time (and skill) to provide independent strategic oversight,
scrutinise practices and ensure accountability of the school(s) they govern. Schools must have a
governing board, though governing arrangements difer between school types, with federated

schools sharing a governing body, for example. James et al (2010, pg.93) refer to school governors as
¢the hidden giverédue to the vast amounts of time and effort these volunteers give to the education
system in England but who are largely hidden from public view. Not only do schools struggle to
function well without a capable governing body, but an effective one is linkedly and positively to

pupil attainment, in both advantaged and disadvantaged settifigil). James (2014) has traced

trends in school governance since the r40s. Historically, local politicians and church
representatives governed schools. However, from the 1980s, governing boards began to include local
education authority (LEA) repras@tives, parents, school staff and local community representatives,

all of whom have various and diverse roles and interests. The LEA has had its role and powers scaled
back since the late 90s and the trend towards local management of schools (LMS) drdstimaé

governing bodies have significantly enhanced responsibilities. Thus, James (2014) argues governance
has moved from party politics to the politics of management, where performance (attainment) of
schools is the central concern. Governors are nopeeted to take responsibility for oversight of

specific areas, e.g. health and safety or finance, requiring increased expertise and training, and
accountability to stakeholders has shifted more towards accountability to external performance
criteria (Ibidyp / 2y aSljdzSydftes GKSNBE Aa O2yFtAOG o0SiGsSSy
equal representation aims to promote inclusion on governing bodies and community participation,
FYR -0Wa$REVARSE QX ¢ KSNB 32 JS NIsKINIneylcanBringddstieNHzA (0 S
role (above representation concern@tanson, 2003; Ranson etal, 2605) .  EGSNJ I yR 2 A a$
study of federation governance found confusion around what governor functions were and that
governors experienced a discord teten their actual and perceived roles, whether that be as
resource allocators and financial custodians, representatives of the school community or surveillants

of teachers and school staff (Thody, 1994).

R
s

{22 ¢oK2 IINB (KS&S WKARRSY 3IABSNEQK wlyazy SiG I f¢
across 5 Local Education Authorities in the UK found that the majority were white, raigete

middle-class, middle income, public or community servicekees. Although many were female, they

F2dzyR KFG aiGeLAOlIffter ORBXNANIDIDSORNBENKET BYyR S
ethnic minorities and disadvantaged classes were umdpresented (Ibid pg.36). The studies

discussedn Section 3.2xploring why ethnic minority parents struggle to support their children in

their schooling can also explain their undepresentation amongst school volunteers (Bhopal, 2014;
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Crozier, 2005; Lareau, 2003; Vincent et al, 2012). There is also the factor of time; retired or middle

aged professionals tend to be able to fit in governance around other responsibilities (James et al, 2012)

when compared to the workinrglass who might hae to take on multiple jobs. Moreover, schools

actively sought to recruit governors from higher social classes, aware of the benefits their capital could

bring to the school (Ranson et al, 2005), rather than trying to be more inclusive of the communities

they serve and represent (Ranson, 2003). Thus, schools were opting for theasdelts model of
governance, rather than the stakeholder model. Whatever the profile of a schools governing body,
however, James et al (2010; 2012) found that the relationsbigsii 6 SSy | a0K22f Qa KSt
their chair of governors was vital in positive functioning and outcomes of governance. Governance,

then, is a particularly formal volunteer role which confers a great deal of power but also high levels of
responsibility ad workload. Indeed, recent debates around the remuneration of governors question
whether this role can continue to be unpaid with the current workload and responsibilities and to
encourage greater representation from marginalised groups, but also theeqaesces to
AYRSLISYRSYOS IyR | OO02dzyiGloAftAde AF GKS NRfS 6SNE

Parent Teacher Associations (PTAS)

Let usnow move on to look at Parent Teacher Associations (PTAs). PTAs are groups that structure
parental involvement and represent parents within their school communities. They can be formally
registered as charities or exist more informally and have long been mesamtjas important voluntary
associations (Putnam, 2001). Their predominant roles are parental representation, community
building and fundraising. Recent Parentki2®18; 2019; 2020; 2021; 202@xta show that school

fairs, raffles, food and uform sales and parental donations are PTAs main sources of income and
spending on educational materials, leavers trips, and outdoor equipment are their most common
outcomes. Interestingly, Body et al (201Body, 202D found that fundraising practices in schools

Ay Of dzZRSR 020K Wi NI RA G A sghootusifortd GaysKeanipétitiocdst andirgffiee 2 T I
0dzi 6SNB Ifa2 AYyO2NLRNIGAy3 AYyONBFraiAy3afte WailNI i
parentsfor donations and approaching chafie trusts. Body and Hogg (2018) also fotimat PTAS

were increasingly being asked to fund more fundamental educational resources and activities, rather

than or alongside the extraurricular enrichments they used to fund. This is attributed to government

funding cuts necessitating schools to plyps in budgets with fundraised income. Whilst PTAs have

been around long before policy agendas like the Big Society, their practices and the use to which
fundraised income is put, has and continues to change.

The above explored what PTAs do and how this has changed, but who forms their membership? PTAs
dzZiSR G2 0S NBFTSNNBR (2 a t¢C!azxz AyOfdzRAY3I WTFNA
membership. However, the use of this term is declining id@iawf PTA which seems to reflect the

decline in wider involvement beyond that of parents, or perhaps intensified involvement of parents

Fa | OGAGS OAGAT Sya o6K2 NB SELISOGSR G2 0SS Ay@2f
including volunteeing (Ranson et al, 2003). As of 2022, 45% of PTAs had no staff in their groups
(Parentkind, 2022). Thould reflectthe increased workloads of staff in schools who have less time

and capacity to be involved formal groups andactivities beyond their formal job roles. Recent data

from Parentkind (2018; 2019; 2020; 2021; 2022) shows that PTA numbers have remained steady over

the years, with drops in funding and volunteering hours during CQYlkhich are now recovering.

However, about half of these PTAs have only female members, with almost two thirds not working, or
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working parttime. As might be expected, these are usually mothers as PTAs are often seen as an
appropriate gendered arena in which to exercise intensive mothering (Hays, 1996; Bagnall et al, 2003;
Vincent, 2017) and to gain and exercise emotional cagithl Q. NA Sy > wHnny T -1 2ff 25|
Wilson, 2013). So, whilst PTA numbers have remained stable over the years, with-flematated

membership, staffandnehdr NSy G WFNASYRAQ Ay@2ft dSYSyli Ay (GKS&
activities are predonmantly focused on fundraising, with increased pressure to provide fundamentals

in the current policy context.

Boundaries in School Voluntary Activity

The gendered division of labour is as visible in voluntary work for schools as it is in paid employment.
However, there is a strange contradiction when it comes to male volunteers in primary schools. Whilst

men are viewed as positive assets to a sclggmoviding good role models (especially for boys) and

LI NI 27F 0SAy3 -Basetdlanie&ingRibeR idEfit vattOste@ypical gender ideologies

of hegemonic masculinity (Connell, 2000). This can explain why male volunteers confine themselves

to formal roles outside of the classroom (such as governance), linked to their profession or linked to

WY £SQ AyGiSNBada 060adzOK Fa &LR2NIo Fa dGKA&a tS3IAdA
not threaten, but rather confirms their masculinitgdgnallet al, 2003). Furthermore, whilst women

are expected to be found in PTA groups, these can be consideredinfionm@mal organisations when

O2YLJI NBR (2 GKS WaSNrR2dzaQ odzarAySaa 2F aoOKz22f 3
(Ranson et al, 2@00 ® ¢ Kdza>x 2dzad Fa Ay GKS SARSNI Lzt A0
WAYOPAAAO0ESQ 651 YAStEaAT MpytT 1TFHGd2yE wnanmtT tSdd
motherly duties (Holloway and Pimle/ilson, 2013). However, governamis an interesting category

of volunteer as whilst it is considered more formal, it is not necessarily wisil@e(Hatton, 2017).
Indeed, much work of the governing body is not walbwn amongst the wider school community
when compared to the more \itde work (or at least, outcomes of that work) of PTA members. This is
interesting as it suggests that PTA volunteering can offer women a form of work where their efforts
are publicly (at least within the school community) recognised and experienced asingis
(Daniels, 1988; Bagnai al, 2003; DeVault, 2014).

a
Ay

As well as being seen on a spectrum of formal to informal (Taylor, 2004; 2016) and with varying
degrees of visibility (Daniels, 1987; DeVault, 2014), primary school voluntary activity is both multi
sited and not timebound. Some of the work is done at sche.g reading with children and so can be
viewed as formal unpaid work. Sorf@malwork might be done in a different location but on behalf

of the school e.ggovernors meetings at a village hall. And at the other end of the spectrum, work can
be very informally carried out at home but on behalf of the schoalraaking posters for the school

fair. Thus, not only is voluntary activity in schools gendered, classed and undertaken in different socio
economic modes (Glucksmann, 1995), but it also involves spatial and termpaetions(Williams,

2002z; 2011a; 2011H. Whilst the literature often talks about voluntary workschools, this work does

not just happenwithin the school itself (or its opening hours), but also in the homes of teachers,
students, and their families, in community buildings and public places and, increasingly, online (Head,
2020; Heleyet al, 2022). Thus, it is more helpful to talk about voluntary actifity schools to
encompass the vast range of settings and times in which this work takes place. With this wider
conceptualisation of how voluntary activity takes place, and particularly absent in the literature so far,
is a focus on resourcar goods donated to schools which amet monetary. Body and Hogg (2018)
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NEO23IyAaSR GKIG RIEGEFE GKSe@ KIFEIR 02ff SOPRYRPIADEDR
as play equipment, and so much goattmation remains hidden in statistiodn understanding of the

nature and role of resource donation to schools represents a key gap in the literature whitietiss

addresses.

The dominance of parents in studies of schibated voluntary activity, as with the literature on

parental involvement, has resulted in a lack of focus and thus, a lack of understanding of the role and
experiences of nogarent volunteers in schools. Indéejust as siblings, grandparents and other
FILYAfT@ YSYOSNR FINB Ay@2t SR Ay | OKAf RQ& SRdzOI (A
F2N) GKSANI aOKz22tad C2NJ SEI YLX ST adzRRAYIlLY Si | f
methods workfound that grandparents not only perform vital voluntary work supporting and
AdzZNNR dzy RAy3d GKSAN) INI YyROKAf RONBYyvQa &a0K22ft 3 0dz
AN} YROKAf RONBY0VQa 26y RSOSt2LIYSyid 22010 mM&HO YAYR
methods study also found that alongside parents, individuals from the local community, extended

family members of current and former students and members of staff and their family and friends also
volunteered in schools. However, a qualitatieeploration of their experiences was absent. Whilst

parents are important volunteers, they can be very transient as they tend to volunteer only for the

f SyaidK 2F GKSAN)I OKAf RNByQa ao0OKz22fAy3a owlyazy Si
(Apps et al, 2019). Understanding the impacts of this transient activity on these parents, the children

and their schools is vital. But we also need to expand our understanding of volunteers beyond parents

to fully appreciate the nature of voluntary adtiwfor schools, the overall configuration of all forms of

work (TSOL) that make education possible and the motivations and impacts (both positive and
negative) of those undertaking this workhis thesis aims to do this.

Voluntary Activity by PrimargchoolChildren

A key yet often overlooked group undertaking voluntary activityschools are the children
themselves. PSHE (Personal, Social, Health, Economic) education (required provision in all schools)
(Formby, 2011) and citizenship education (advised in primary schools, and compulsory in secondary
schools) both incorporate voluaty activity into their curriculums, modelling a response to

2 SAGKSAYSNRA oOoHAamMpT HAMTO [jdzSadAaz2yyY ¢6KIFIG (AYyR 2
Ay @2t @SYSYy G Q Ay shiprdukation direcly relagesto VOlaniay acbvify, encouraging

students to go out into the community and help others as active citizens who learn by doing (Kishy,

2007). However, schools lack the time and flexibility within the Ngitional Qurriculum to include all

the elementsof PSHE and citizensHipt 2y 34 A RS | OF RSYAO &adzzaSodasz | yFR
these subjects which are formally judged, this is where time and resources all too often get devoted
(Holden, 2003Formby, 2011). Perhapksie to the overlaps with daily pastoral care and school ethos,

PSHE and citizenship tend to be absorbed into other areas. Consequently, they currently do not
receive the time, resourcing and status that might enable them to meaningfully impact on students

future wellbeing, citizenship or indeed, their ability to care (Noddings, 2005).

Whilst PSHE and citizenship education are a formal part of the curriculum, supporting chelsty is
common in most schools and is encouraged from a young age. In fact, children appear to exhibit
natural intrinsic charitable behaviours, viewing charity not only as money, but as being embodied in
everyday acts of kindness, fairness, and empathy (Body 2020). Every year, largeale charitable
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campaigns such as Red Nose Day and Children in Need successfully recruit and equip school
communities to fundraise on their behalfith such eventdecoming mainstream in most school

calendars (Body et al, 2021; Power and Taylor, 2018). However, most children know little about the

cause they are fundraising for, have little choice but to participate in fundraising activities and rarely

get to decide vhich causes they support (Body et al, 2020). This is problematic as when adults impose

these giving decisits on children, they encourage them to view giving as a passive activity, nothing

more than an economic transaction, reducing any opportunity for critical enquiry into why charities

exist, how they operate and what they achieve, and giving a limited Vi¢ledaliverse activities that

GF1S LXIFOS 6AGKAY GKS OKINARGEIEOES aSOG2NJ 6LOAROC
tokenistic as they are distanced from the very issues of society that they will grow up in and have the
learning opportuities provided by charitable activity and the scope of means by which they may

choose to support causes they deem worthy reduced (lbid). Compulsory fundraising activities are also
exclusive as families in poverty often struggle to afford to fundraise,ltheguin stigmatisation

(Mazzoli Smith and Todd, 2019; CPAG, 2022). Moreover, when charities are presented as the solution

to social problems, other approaches, including government responsibilities and political solutions are
downplayed (Power and Taylo2018). Such practices of charitable support are thus not only
undemocratic, but they are also unethical (Ibid; Body et al, 2021).

| 26 SOSNE G(KA& R2Sa y2G KH@S G2 o6S G(KS OraSe . 21
approach to fundraising which is both ethical and democratic. Children would be recognised as donors

with the right to make decisions about what causes thegpsut and how, and to engage critically

and meaningfully in charitable giving and with the social problems charities seek to address (lbid).

Such an approach would encourage the development of philanthropic citizens by empowering
children with the knowledg to understand, discuss and debate social issues and the means to address

them. Children can be encouraged to address local issues in their own communities directly, as a
counter to the distance from big charity campaigns and may well decide that fuimdyaésnot the

2yte azfdziA2yd ¢KS OKAf RNIB yfor kxample8etided thay Witing A 3 & ¢ 2 N
letters to the local council would be a more efficient way of addressing the litter problems in their

village. If philanthropic citizenshipSWNB G2 06S aYSEyAy3aFdAZte& SYOSRRES
SRdzOI A2y Ay &aO0OK22ft&a¢ +a .2Reé& SO Ff oOoHnuHmMI LAy
1AYR 2F OAGAT Sya 2dz2NJ a20ASie ySSRa 62SaiKSAYSNE
understanding of charitable cause areas also supports the teaching of children to care that Noddings
(2005) advocates. The diverse areas of care she identifies overlaps well with the huge variety of
charitable causes that exist and by teaching children te edrout these causes, they can learn to

become more caring people, a fundamental aim of education. Returning to the issue of charity support

Ay a0Kz22fasxs K2gSOSNE ¢gKAfAad AYLISYSyGAy3a G4KS Of
advocated by Bodgt al (2021) will require schools to accept and value such changes to practices of
charitable support and undertake efforts to make it a reality, this is easier said than done. Schools still
mustmeet the requirements of th&lationalQurriculum and struglg (especially in the current funding

and policy climate) to find the time and resources to provide their children with all the learning
opportunities they may wish to.
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Impacts of Voluntary Activity for Schools

As well as a limited focus amho volunteers, tudies ofthe impact ofvoluntary activiy for schools

oftenhavel f AYAGSR AYGSNIINBGFGA2Y 2F gKI G WwWadz00SaaTd:
neoliberal focus on academic success, a vast body of quantitative studies (especially randomised
controlled trials) involving noparent volunteers have tended &ideline the volunteer role to focus

on the academic outcomes of the task or intervention programme with which they are involved. In

the UK these have mostly been reading intervention programmes (Brooks et al, 1996; Elliott et al,

2000; Loenen, 1989; Ml et al, 2011; Torgerson et al, 2002; Williams et al22@eyond identifying

GKS LI NGAOALI yila a Ww@2fdzyGiSSNEQ YR RAAGAYIdzA &K
experience as volunteers is not explored (though this can be expected of quantitative methodologies).
Nevertheless, their fidings are valuable in attempting to understand the effect volunteers may have

in schools.

Overall, the studies had mixed results regarding the impact of volunteer support on attainment, with
Y240 FTAYRAYI | YAYAYLEf o0SySTFAOAIE SFTFFSOG 2y (GKS
where volunteers are being used in schools, there mayther reasons besides their capacities to

support attainment (Brooks et al, 1996). Indeed, Elliott et al (2000), whose methodology included the
completion of daily diaries by volunteers, did find some evidence of subjective impressions of success

by paricipants, suggesting a gap between subjective and objective perceptions of the impact of
volunteer support, which was not investigateddapth, but which may suggest the value of volunteer

support lies outside quantifiable attainment measures. Williamsle2002) explored these nen

jdzt yGATFTALIOES 0SySTAdla FNRBY (G(KS LISNRALISOGABS 2F L
FAYRAY3I GKIG @2f dzy i SSNA -edtderh an8 enthBigisinf deweBpgdddarmO 2 v F A
and supportive relationshigp of mutual respect and trust, and improved behaviour and attitudes,
especially in socially deprived areas. They also found that both male and female volunteers provided
supportive and valuable role models to children, especially boys (for example, thobxadjenging
stereotypes). Indeed, more recently, charities have tried to increase the number of male volunteers

in schools as positive male role models for children (Lunn and Tobin, 2018). Terdd&@nénf Qa O H N H N
analysis of surveys conducted after awéek Bookmark Reading programme also identified
interactions with adults from diverse backgrounds, especially for those who did not get opportunities

G2 NBIFIR gAGK F+y FTRdA G Fd K2YS & LI Nieer@dat I NI &
overallwelltd SAy3d ¢ Kdza s ljdzr yGAGEF GABS adGdzRASa O2yOf dzRS
volunteers bring both general and meaningful benefits to children in schools. However, these studies

did not explore the content of voluntary activity beydreading.

(0

Beyond reading, volunteers can often be found involved in activities which are extra or alternative to

the curriculum, and which often involve a caring relation. Initiatives such as Forest School or Farm
School, for example, often provide children with gd®m from the academic pressures of the
classroom, and volunteers can feel confident getting involved as it requires little to no expertise
(compared to what might be perceived to be expected of engaging in curriculum support in the
classroom) (PimlotWilson and Coates, 2019; Saunders et al, 2011). Volunteers working with children
2F08y OAGS AAYLXSE WodSAy3 sAGK GKS OKAfRNByQ |4
Sigsworth, 1987; 1992), often due to the relationships of care they can gewabduntary support in

schools, therefore, can help fulfil a variety of purposes beyond (and including) academic attainment,
especially through building and maintaining caring relations (Noddings, 2005). Indeed, Williams et al
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(2002) argue that volunteers working regularly with small numbers of children would bring the most
benefit, supporting Noddings (2005; 2012) argument that continuity of experience provides the time

for trust to be built and care relations to develop. Yet; f S NIi Qa4 ouwnndpyv 02y OSNYy a
here. Volunteers are not paid, professional staff whose continuity of presence can be relied upon. For
caring relations to flourish schools must have the funding to be fully staffed with the trained
professionas their students require and deserve. Volunteers should not be discouraged from these
roles, but they should not be the sole source of care in a dtatded, public education system.

As highlighted above, the two fundamental activities of PTAs is to fundraise for their schools and to

build school communities to improve the educational experience for the children. However, studies

in both the UK (Bagnadt al, 2003) and US (Lareau and fidz, 2012; Poseiaddox, 2014; Murray

et al 2019; 2020) show that whilst PTA activities may bring many benefits to selmaoi®lunteers

they can also be exclusive, cliquey groups (of largely white, malabs mothers) who seek to

improve theirown & A f RO NBY 0 Q& SRdzOI (i A 2,)and imEnbBrstzip Kan edd oA NJ A Y ¢
YIye O2yFtAadiad C2NJ SEIF YLX S5 adaNNI¥ & SiG | fQa own
hoardopportunities through involvement in Parent Teacher Organisations (PTOs), by forming groups

with other likeminded parents (of similar demographics, behaviour and status traits) to pursue their

own goals (bonding capital), whilst blocking activities amlfing for initiatives that promote wider
inclusion(bridging capital) The way in which practices of PTOs were carried out also impacted their
inclusivity/exclusivity. For example, PTOs that met only a few times a year during school time were

less inclusig than those who worked to meet regularly at times that suited working parents (Murray

etal, 2020). InBagnataQd oHnno0 &0dzRé X WR 2clast mahers © ferfarm ! Sy I
WoSt2y3Ay3IQs YSSG LIS2LX S YR FTAYR 2dzi dzaSFdzZ AyT
Balletal(1998) OI f kri®Wled§dk®R A1 A a |y AYLRNIIYyd YSEkya 2F 3l
(Bagnallet al, 2003). Thus, PTA membership by mietdiss mothers can reproduce inequalities

through exclusion ash opportunity hoarding.

Alongside the reproduction of inequality, Lareau andiigdd Q& o6HnanmuH0O OF &S &iddzRe
negative impacts of PTOs included conflicting priorities of schools and parents, battles of authority
within groups, high levels of turnover, weak lines of communication and minimal training. To rely on

such voluntees or such funders who may have a variety of different understandings of educational
purpose, bring certain agendas to their role, or conditions attached to their donations, which could
conflict withil KS aOK22f Q& LlJdzN1l}2asSa FyR @lftdsSa ¢2ddZd R o685
expected of the public service that is education. Thus, motivations behind voluntary activity, whether

that is conducted through formal groups like PTAs or undertakéornvally, must be carefully
considered in the field of education. Intentional activities to promote bridging (bringing diverse
parents together across social distana@)d bonding social capital are needed for inclusive and
equitable school communities (Niay et al, 2020). As is recognition of the myriad ways in which
parents can be involved with schog&mith, 2021)and through the school creating the opportunities

and invitations for this involvement which fits with parents skillsets, knowledge, and other demands

on their time and energies (Apps et al, 2019). This approach recognises difference and prioritises
support for families with the highest need whilst also offering a variety of ways to contribute whatever

their circumstances, recognising every By G Qa NAIKG G2 KF @S | &l @& Ay
(Packman, 2020).
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t SNKILJA GKS Yz2ald AYLRNIFIYyG FAYRAYy3Ia FTNRY . 2Reé Si
a0K22fa&a Aa AYONBFraAy3d o6.2Re& FYyR 12333 wunmyovz Al
shortfalls, increase teacher capacity and suppdm tesire to continue to offer extraurricular
FOGABGAGASEE | yRY aOKz22fa Ay fSaa RSLINADGSR | NBI 2
fundraised income than those in highly deprived ardagdy et al, 2017, pg.26 Body and Hogg,

2018). Consewently, increased dependence upon voluntary activity is potentially exacerbating
inequalities between schools and compromising the quality of education they can provide (Ibid).
Therefore, whilst on the surface, increased voluntary activity in primary ssseeimso havepositive

impacts Body and colleagues research problematises this assumptighlighting the negative

impacts of increased dependence and uneven distribution of voluntary supfovtever, whilst this

research suggests real differencesvimuntary activity are occurring between schools, it lacks the
gualitative understanding of how these differences play out in practice and how these are perceived

and experienced by those involved in different settings. Of specific relevance to this thdhkie

setting of the small rural primary school. Thus, | now move to review the literature on voluntary

activity for small rural primaries.

3.5.SmallRural Primary School Voluntary Activity

.2Re& Si IftQa o6unmtTO0 lylrfeaAra ARSYGAFASR avylrff LI
fundraised income. However, this may not be surprising, given the special histories of smaHl school

rural community relationships. Indeed, Ribchester &uivards (1999) and more recently Hargreaves

(2009; 2017) have argued that an educational policy framework is not enough to understand changes

in rural school provision. It cannot simply be assumed that the political environment in which these
schools findhemselves is the cause of the voluntary activity that can be found. Schools have their

own histories and communities of stakeholders and do not simply react to policy changes independent

of their contexts. Therefore, there must also be an understandihg . JNJS @A 2 dza f &asBE A & (1 A y =
support strategies including inteschool ceoperation, antiOf 2 & dzZNB OF YLI A3y a X @2f
NFAdAy3¢é OwAoOKSaAUGSN I yR 9demrhuNiR lationshipsXdiE 20143 o n O |
Cade et al2018; Hargeaves, 2017) which have helped sustain the availability of rural education
provision and significantly shape the learning experience in these schools (Hargreaves, 2009).

Voluntary activity is a fundamental and enduring aspect of small rural primaries since their founding,
often many hundreds of years ago by voluntary organisations or individual philanthropists. The
religious character of these schools should also be censitihere. As Ball (2021) highlights, it was
church societies and voluntary organisations that provided education (for the weckisges) prior

to the passing of the Elementary Education Act 1870. To thisoadaydzO K 2 Fbase& ectoFih A (i K
bothEngl YR YR 21 fSa FOldzrffte O2yairaita 2F avlffI N
pg.805) with26% of all primary schools in EngldredngChurch of England schools (Ibid, pg.138)s

has important implications for these schools voluntary activiBofE schools have foundation
governors who are volunteers specifically tasked with ensuring the school maintain and encourage a
Christian distinctiveness (Holmes and Ryatiams, 2021). Voluntary activity and strong school
community links are also dicdy encouraged by the church and explored and celebrated in SIAMS
(Statutory Inspection of Anglican and Methodist Schaals)ectionswvhich church schools must also
undergo in addition to OfsteqHemming, 2018)Thus, the religious character of many small rural
primaries provides them with close associations to voluntary activity.

™M
111



Bell and Sigsworth (1987cognised the importance of community voluntary activity in contributing

to the distinct nature and learning experiences of small rural primary schools. Their interviews and
observations in such schools emphasised the significance of volunteer helpetstehdo children

read, who teach them French, needlework, cookery and piano, and who give their time and private
cars to take children to the museum (Ibid, pgs266 ® { A YAf I Nt @82 wA o0 OKSadSNI I
survey of headteachers from 12 ru@unties across England and Wales also highlighted the role of
volunteers in providing vital funding, logistical support with school trips, reading and general
classroom support as well as a wide variety of extreicular activities for the children. MFn a

recent House of Commons debate on small and village school fualdimgiscussethe inspiring work

of local charities, PTAs, parish councils, local businesses, friends, teachers, and parents who hold
weekly cake raffles and provide resources sp@nse to schools wish list websites (Hansard (HC Deb),
2019, col. 429). Thus, voluntary activity is a recognised and vital part of thio-d@y educational
experience of small rural primary schools.

Small rural primaries are also particularly interesting environments to consider the practices of
providing care and interpreting and implementing national policy around citizenship and engagement

with voluntary activity. Noddings (2015, pg.82) argues tha& Y I £ £t SNJ Of  aaSa LINR
2L Nl dzyAiASE F2N) G6SIFOKSNAR |yR adGdzRSyida G2 RS@S
primary schools already have ideal conditions, by virtue of their size, to enable caring relations to
flourish. Indeedmuch of the qualitative literature (Bell and Sigsworth, 1987; 1991; 1992; Bottery,

1991; @adwick 2012;CofE,2014; Cade et al2018; Francis, 1992) on small rural primary schools
supports this idea that they have a famill G Y2 8 LIKSNBE X WKI LILIA SNRE O NAy 3
environments, respect and high standards of behaviour, and mutually beneficial relationships
between schools, parents and their local communiti&beir unique surroundings alsenables

students to gain firshand experience of carg for plants, animals, and the environment (Noddings,

2005) through initiatives such as Farm schools (Saunders et al, 2011), Beach schools (Mackintosh,
2017) and Forest schooRifnlott-Wilson and Coates, 2019

The smalkcale nature of these schools can also influence how educational purpose is conceptualised

and experienced. Small rural primaries tend to occupy a special place in their communities, both
aeyYo2fAOFffte |a WiKS KSI dwirth 2992; 848y atiz-HWyamizy281d;8 Q o .
2014; 2019) and socially as a meeting place and institution around which community action is built

and mobilised (Bell and Sigsworth, 1992). Indeed, ethnographies have found that headteachers in
small rural primarie see schoetommunity links as a key part of their role (lbid; Bagley and Hillyard,
HAMPO® ¢CKAA gl a a2 YdzOK a2 F2N) GKS a0Kz22ta Ay
purpose (and thus the education they provided) was directed towardsS da oYl {Ay3 2F8 O
through reciprocal support by and for the school and its volunteers. One volunteer in Bell and
{A3a62NIKQaA O6mMdpdH S LT Do-cedtreddviewiz? educktivrdlfplirgoskheteS R | &
0KS OKAf RNBY dl siBherdiWaS a dodminue Bhiigatibnyfétt towards the next
generation, one that could be realised through volunteering with and for the children. This was not a
one-way relationshigeither butrather involved the children themselves being an active part of their
communities, bringing a variety of benefits to themselves and to others (Ibid). Such a broad
conceptualisation of education goes well beyond narrow qualification purposes through simply
transmitting the curriculm, thoroughly encompasses socialisatfor citizenship beyond the confines

of the school and even makes progress towards subjectification by engaging childasmgfullyin

the reallocal contexts of their lives.
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Considering the above literature, it may be tempting to attribute iicreasein voluntary activity in

small schools (Body et al, 201fp) their being particularly welplaced to draw on social capital

embedded in their local communities and are working from a base of already loyal local support.
Indeed, rural policy in England is keen to promote this view (CRC, 2010; Hargreaves, 20089, dr

on the kind of romantic pastoralism Murdoch et al (2003) argue is a dominating narrative in how

9y 3If I yR@IA RG2 diyal NBEISNDODSAQGSRd® | SG=Z NBASINOK KFa KA
misconceived (Kvalsund and Hargreaves, 2009), indeed, it is even a myth (Bagley and Hillyard, 2011;
Hargreaves et al, 2009; Walker, 2010). Where voluntary support is conimoriia y 2 ¢ FI NJ FNR "
as itis increasingly used to deliver core educational activities, rather than the@dzAlNA O dzf | NJ Wt dzl
it used to provide (Body, 2017; Body et al, 2017; Body and Hogg, 2018; Body, 2020) or for occasional
anti-closure carpaigns, rather than a consistent practioé ongoing suppor{Bagley and Hillyard,

2014; Hargreaves et al, 2009).

CdzNIIKSNX2NBz . F3tSe | yR | 4 Hiflyard AR Bagleyp 2018M2a0T5 H A MN
extensive 2year ethnographic study in two contrasting rural villages (one a previous agricultural and

farming village in South England and the other a previous mining village in theBamthemphasises

that the local contexts inwhichsmallruralgce t & SEA &G @F NBE INBLGfe Ay 9y:
O2dzyiNBEaARS¢ o6.F3ftSeé YR IAffé&FNRX uHnmnI LHA®coOT
theory and concepts throughout theiworkx G KS@& | NBdzS GKI 4G | adlofsS O2
social capital can be expected to flourish is difficult to promote in village schools where there is a mix

of longstanding workineclass residents and middtdass newcomersBagley and Hillyard, 2014;

2019 Hillyard, 2015 and where the children are increasingly being drawn from outside the local
O2YYdzyAlleé 6az2adSNE wnnnT HAanpT 2FE1SNE wHamnv 0Kec
STFTFSOGAY I AMIHA yaBW aliS2 20fK SPodAf 2t | 3S Ay gHllja@ndA G A a
Bagley, 2015Hillyard, 2020a; 2020b They also found that the contextual history of school
community relationships continued to either obstruct or facilitate efforts to promote close
Sy3alr3asSySyid o6& NHNIf KSFR(OSFOKSNE 6. 3ftSe& FyR | Af
time, and professional pressures associated with managing a small rural school in the current policy
O2yGSElG F20dzaSR 2y S Rar@adé & difffcOitifor thelgrdmatiBrioDsodiah 2 y T d:
capital and maintenance of beneficial connections to occur (Ibid). Consequently, schools in rural areas

have access to different levels and types of voluntary activity (and social capital) and reaksing th

skilled, supportive communities envisioned by government policy may not be a realistic option for
YIyed .| 3FftSe YR IAffelINRQa SGKYy23aINI LKe& FAfta |y
perceptions of and experiences in rural village s¢haad their communities, especially in the context

of marketisation and the Big Society. However, an explicit focus on the nature, role, and experience

of voluntary activity in these schools is still absent. If increases in voluntary activity become an
important means through which small rural primaries can continue to deliver education (Body and

Hogg, 2018), understanding how this happens in practice, and the experiences and consequences for
those involved, is vital.

Conclusion

This chapter has reviewed a range of literature on the purposes of education, parental involvement in
education, stigma, the sociology of work, boundaries and voluntary activity, voluntary activity for
schools and voluntary activity for small rural primasghools.Drawing on this literature, the
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conceptual and theoretical stance that underpins this thesis is a combinatiotheafries of
educational purpose, the TSOL framework (Glucksmann, 1995; 2005; Taylor, 2004; Williams, 2011a;
2011b), theories of boundaries and stigmatisation (Lamont and Pierson, 2019) and understandings of
rurality (Halfacree, 2009b; Corbett, 2014; 201#)ich work in synergy with each othefhe TSOL
conceptual framework advocates a wide definition of woskich fits with the understanding that
education has avide variety d purposeswhich are addressed through a variety of different secio
economic modesThe TSOL also focuses on boundaries, which works in synergy with Lamont and
t ASNAR2YQa oHnamdp0 I NBdzYSyd GKIFIG adAayr FNRaSa FNP
individuals and groups. The concept of territorial stigmatisdtiMacquant, 2008; Wacquant et al,
2014) links back to the recognition and construction of spatial boundaries and their social
consequencesespecially inequalityJnderstandings of ruralitare also key here, especially in how it

is represented and performed (Halfacree, 2009b) but also in how differences between different
geographical contexts contribute to and are influenced by social relationships (Corbett, 2014; 2015)
and the role voluntary activity has to play in this (Williams, 2002a)l finally, the TSOL encourages

us to look at changes over time within and between spheres of activity, thus helping to underpin a
temporal approach which recognises social change in (inter)relationsffipgork and how the
different levels of society (micfp mese and macre) influence each otherThe findings and
contributionsof this thesis will show that much more understanding is gained from a combination of
conceptual and theoretical understandingign any one theoretical or conceptual framework would
allow.

Throughout this thesis, oluntary activity is conceptualised as part of th8QLwhich enables

educational purposes to be achieved, but with a range of positive and negative consequences. For
schools, voluntary activity overlaps with parental involvement but also encompasses wider family and
community members, as well as the childrdremselves. And yet some parents are stigmatised,

creating barriers to involvement and perpetuating inequalities. For small rural primaries in particular,
challenges and oppauhities related to school size and location have dominated the literature.
However, since the 1980s, reviews of the literature on small rural schools (Dowling, 2009; Hargreaves

et al, 2009; Hargreaves, 2009; Hargreaves, 2017; Kvalsund and Hargreavespg6ld@e that too

YIyed adGdzRASa Ay . NAQOIRAY IKAASBG W0SISyA afviveiObdR A Sa ¢ ¢
(Hargreaves, 2017, pg.233) neglecting the everyday local practices and experiences of the people
involved in small rural schools (Kvalsund &targreaves, 2009). Even studies focused on small rural
schoolO2 YYdzyAié NBflFGA2yaKALA o0AyOfdzZRAYy3I . I 3IftSe Iyl
and experience of voluntary activity explicit, in both its positive and problematic outcomes. My
research fils this gap in knowledge through an ethnographic exploration of the nature and practices

of voluntary activity in two small rural primary schools of differing levels of deprivation in Southeast
England. The next chapter details my methodology; hesnt about conducting this study to answer

my research questions.
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Chapter 4. Methodology

Introduction

This chapter presents the development of my ethnographic methodoingiis thesis Whilst |

introduced my research sitesn previous chapters, this chapter details how my research was
conceptualised and carried out in practice. The subsections that follow are presemteehitological

order, but variougparts of the research design and practice evolved simultaneously and inevitably
informed other stages, when and how they were carried out. These complexities are explored
throughout each section where relevant. The chapter begins with a discussion of my tuealita

approach, including the justification for adopting ethnogngpp Yy R NBE Ff SOlA2ya 2y K2¢
GKS FIYAfAFNR® C2ff2Ay3 GKAAX L RSGIFIAf Y& SGKAC
the thesis due to their central importance to my research from conceptualisation to -wpite
dissemination andngoing relationships with the field and participants. From here | explore (re

Jentering the field of Applegood and Oakington schomdsa volunteer researchet justify the

selection of these schools, discuss access and sampling interviewees withoh@@inmunities. The

fourth section of this chapter explores how | deployed my ethnographic methods in the field. | explain

how | planned to carry out the research, how the methods worked in practice, dilemmas |
encountered, and how | overcame them to ensuny research was both ethical and meaningdul

producenew knowledge | finally explore the processes and emotions involved in leaving the field,

and how | analysed and wrote up my findings (presented in Chaptgysl®onclude with a summary

of mymethodological decisiomaking, and a reflection on my (ongoing) relationship to the research

field and participants.

Qualitative Approach

Voluntary activity is notoriously difficult to gauge through quantitative methods such as surveys and
guestionnaires because people struggle to (consistently) define activities as voluntary and so
frequently do not recognise their own voluntary activity, tbat of others (Rochester et al, 2009).
Moreover, whilst quantitative analysis shows that small schools attract the highest levels of voluntary
activity (Body, 2020), what happens in practice or the experiences of those involved remains
unexplored in thditerature, especially through an appreciation of gended capital,andthe views

of children.To addresshe questions left unanswered and issues unexplaegliresa qualitative
approach (Gillham, 2000) which allsangagement in a search for meanings/eg participants the
opportunity to discuss their subjective experiences and beliefs, inithe case of myesearchgave

me the chance to gain an-oepth knowledge and understanding of the practices and relationships in
the specific contexts and cultures of small rural primaries and their communities.

Ethnography

The specific qualitative approach | adopted in this research was an ethnography of two small rural
primary schools of differing levels of deprivation. Ethnography aims to understaddpth the

beliefs, conventions, social dynamics and culture of a particular context or specific community of
people through extended immersion and close observation (Atkinson, 2015). Ethnography is

PAD



particularly suited to educational research (Mills and Morton, 2013; Wellington, 2015) because
immersion gives a deep understanding of the routine actions, interactions, and patterns of social life
surrounding schools, especially through participatinghiese contexts, which is difficult to achieve
with any other qualitative method. Ethnography is also valuable for exploring voluntary activity
understood through the lens of the Total Social Organisation of La@&®LJsee Chapter 3) as it
enables the agess, observation, and forms of understanding necessary to consider work in all its
forms, how it is organised, how activities relate to and are embedded within one another and the
implications of these interdependencies on society, social groups, anddudis. It also appreciates

the contextdependent nature of voluntary activity within the wider TSOL (Williams, 2011a; 2011b) of
small rural primaries. Extended periods in each school enabled me to compare between them,
drawing out the significance of thaifferences or similarities and then seeking to understand them
(Hillyard, 2020), thus helping me to answer my research questions.

In addition, the timespan of ethnography allowed me to build (on) rapport with research participants
(Cunliffe and Karunanayake, 2013) (some | already knew before the research began). Rapport is vital
in any qualitative research, not just to gain accesthe site or to encourage egperation once this

access is granted (Reeves, 2010), but also (and especially in the case of ethnography) to ensure
ongoing ethical practice. Any research, especially qualitative, effects the lives of participants in some
way, and these relationships need to be taken care of by the researcher (Calder, 2020). Relationships
were central to my research (and indeed to voluntary activity itself) and are reflected on throughout,
not only this chapter, but my entire thesis.

¢tKS ALISOATAO SUGUKY23INILIKAO ILINRFOK L FR2LIWGSR ¢4t
2015). | became a volunteer at Applegood and Oakington throughout the duration of my ethnography
to access and gain firsiand experience of the issues | aimad understand at the deeper level
required in ethnographic researctbid; Collins and Gallinat, 2013). As well as benefitting the schools
as an additional human resource, becoming a volunteer involved in the daily routines and practices of
the schools alleved me to build (on) rapport with other volunteers, staff, children, and pareat®rs,
improving my ability to answer my research questions and care for the relationships | built. Being a
volunteerresearchingvoluntary activity also gave me the unique opportunity to reflect on my own
experienceas a volunteewhich was invaluable in identifying and exploring emerging themes and how

| was experiencing them, and whether and why this was different or similar to other volunteers.
Consequently, my owautoethnographic accountand reflexive autobiographical writingppear
throughout my empirical findings chapters. My role as volunteer ethnographer thus contributed
significantly to my understanding of the field and subject of study, as well as giving me access to both.
However, | also recognise that my voluntary role was not neutral. In different contexts and with
different people my status as a volunteer and a researcher (ethnographer) required careful
negotiation and explanation as to my presence and motivations. Indeed, anuges around my
positionality may well have prevented me from accessing certain environments, conversations or
individual opinions and understandings (Pole and Hillyard, 2016). This too requitedl c
consideration of the impacts on knowledge producti¢the findings and their implications and
contributions)and what | could claim to hawenderstood from my fieldsites through my positionality

as volunteer ethnographer.
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undertake multiple methods including observations, interviews, autoethnography, documentary
analysis and research with children as and when they were the appsbpriate to answer a research
guestion, investigate a particular issue or engage with certain groups. Again, this allowed me to both
address my research questions through understanding the perspectives of those in the school
communities and participatg in their activitiesandensured ethical practice in what method | used,
how | deployed it, and with whom. Ethnography is also flexible, which enabled me to adjust my
approach based on what | found, who | spoke to, the changingatdgy rhythms of the &ld, and
ethical considerations made throughout the research process.

In addition, the ability to use different methods allowed me to access more facets of an issue than
achievable with a single method (Mason, 2018). For example, whilst | was unable to attend gavernors
meetings inperson to observe (due to the confidential nature of such meetings), | interviewed the
governors and asked negovernors about their understanding of governance. -Bgibrted data
gained from interviews (inevitably influenced by the socia&traction created within that specific
interview contexj (Marvastri and Tanner, 2020) could also be helpfully supplemented by my own
observations and analysis of related documents. Alternatively, what | observed in the field could be
explained and explored in both informal field conversations and more formali-steuctured
interviews (Ibid), improving my understanding of voluntary activity from the perspective of individual
participants and their experiences. Ethnography gave me the time and space to be able to do this.

Ethnography is amévitably timeconsuming and labotintensive process (Atkinson, 2Q15ne and
Hancock, 2017 Indeed, | spent up to three days a week in each school over4worith periods (14
months in total), with school holidayand the gap between ischool phasedeing taken up with
interviews, transcriptions, documentary analysis a&dly coding, analysis, and writing (Hammersley
and Atkinson, 1997). However, as a PhD student | was in the fortunate position to dedicate an
extended period to my researckifie and Hancock, 201HMammersley, 2018). And, as outlined above,

| believe extended immersion was crucial to meaningfully understanding my subject of study, which
is what made ethnography an attractive approach to begin with (despite the intensity of the
fieldwork). Extended d&ldwork also helped to prevent an ahistorical perspectideveloping
(Hammersley, 2005) as | was able to explore and consider the local history of the schools and their
communities (including shoterm and longterm patterns of change) and the biographies of
participants when collecting and analysing data anespnting my findings.

Due to the inevitable role played by relationships in the fiedthnographyis also an emotionally
intensive approach (Mills and Morton, 2013; DeLuca and Maddox, 2016). | was committed to the
relationships developed in the field and aware that ethical dilemmas were likely to arise throughout
the research. Where they did, | havighlighted them and given a full account of their impact on my
research practice and findings. Indeed, for me, many relationships in the field existed before my
research began arttiey (and those initiated in the field) will exist long after. | was already emotionally
invested in these schools, which leads to another (perhaps the fundamental) criticism of ethnography;
cultural (observer) biasBecause | was researching the familiar, | have ensured to establish my
framework of understanding, commitments and positionality from the beginning, reflected on their
implications throughout the research, justified decisions made and critically confraheediata
(Hammersley, 1990; Brewer, 94). Hammersley (1990) argues that this explicitness is necessary if
readers are to be able to accurately judge the academic rigour of ethnographic work.
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Whilstresearching the familiamndoubtedly had its benefits in terms of accessing and understanding
my field sites (Hockey, 1993), | sought to improve the rigour of my analysis by regularly reminding
YeaStT 2F Y& NBaSIFNDKSNI N2tfS |yR Sy3dlkegdafya Ay S
guestioning and critiquing everyday practices (Mills and Morton, 2013; Hockey, 1993; Brewer, 1994).
By collecting data from a range of sources and individuals with different perspectives and experiences
(Hammersley1992; 2005), | hoped to enhance the validity of my ethnography by ensuring any reader
would not solely be relying on my interpretation of the field (through fieldnotes or autoethnographic
accounts) or only the accounts of others, but a balance of bddmmersley2018). | also aimed to
present a range of perspectives in all their complexity and to write in a reflexive way so that any reader
could clearly follow the construction of my arguments and how conclusions were reached
(Hammersley and Atkinson, 98 Hammersley, 1990; Brewer, 1994) and thereby judge for
themselves the integrity and validity of my research practice and findings.

Whilst myfieldwork was carried out in two specific small rural school contetkis findingshave
relevance and cacontribute to our understanding of issues in their wider contestwell as providing
theoretical and conceptual insightsought to uncover how voluntary activity happens, is experienced
and is different in and between different school contexts. It is the contprrific nature of these
schools and their communities which made them worthy of studgtmmersley (2005) argues that
ethnograplers too often fail to establish how the data in the setting studied relate to the larger
population. | have sought to establish this relatedness by detailing the background of the schools |
have studied in relation to the policy context and to the literawn voluntary activity and justifying

the importance of this research focus (in terms of both setting and topic) (Brewer, 1994). Furthermore,
when talking to others about my research throughout (Woodward, 2020), | found that many of the
themes | was finithg were not only relatable to various others (both with and without small rural
experience) in primary schools, but they were able to explain and make sense of wider trends and
changes in voluntary activity in the education system more widely. By pHysletdching myself from

the schools and their dayp-day goings on whilst completing the final analysis and wirieof my
researchd 8 SS W[ S| O beod), | diedl toGahiede RuGalytical distance to faithfully and
reflexively convey the findingbat had arisen from my ethnographic work in two specific schools and,
connect them to wider debates in literature, policy, and practice (Hammersley and Atking®n, 19

Il F' YYSNBf S&X mMppnod ¢KAaA (Syarazy o0SisSSy UNBAY3 0
whilst also viewing them and their behaviour more distantly (and in ways they may not expect) is what
Hammersley (2005) sees as the very essence of ethpbgr By engaging with this dynamism,
ethnography as both a method and methodology (Brew&994) can contribute to a wider
understanding of voluntary activity beyond the bounds of the individual field sites studied (in this case,
two small rural primary schools).

In summary, © 2 y (a8 gftRographic approach was the best way for me to explore voluntary activity
in these small rural primary schools. It gave me the time, relationships, and methods needed to
explore voluntary activity meaningfully and ethically in these two small runagwy schools, and my
findings and conclusions have much to contribute to small rural primaries themselves, but also the
wider academic and policy field concerned with voluntary actifaiyd its intersections with other
forms of labour, gender, gfma and inequalitiesh primaryeducation.
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Researching the Familiar

Examining a culture with which one is familiar is a long sociological tradition (Hockey, 1993). Having
worked (paid and unpaid) in and attended both small rural primary schools | researched in (and living
only a3-minute walk from Oakington), | was uniquely situated to access, empathise, ask relevant
guestions of relevant people, and understand the daily routines and practices that occur within and
surrounding these schools and their voluntary activity. | was mebéeg the familiar. Whilst this
brought hwge benefits to my research, | also appreciated that my complex relationships with these
schools necessitated a constant and ongoing reflection of the impact my positionality may have on
the research (Cunliffe and Karunanayake, 2013; Hockey, 1993; Maarasffanner, 2020) as well as
careful consideration of who | was likely to encounter throughout the research, the nature and history
of my relationship with them, and how | would respond to them in the field (Hockey, 1993). | held
multiple roles and identies within these school communities and my positionality was different
betweenthe two schools. At Applegood, | was anpewpil and now adult volunteer researcher. At
Oakington, | was an epupil and exstaff member and now a volunteer researcher. Initial volunteering

at Applegood before data collection began was crucial for mddgfamiliarise myself with the school

(by which | mean differentiate how it was now to how | remembered it as a child) and get to know its
staff and pupils. At Oakington, | erdy had familiarity with the school, staff, and children due to
previously working there. However, as one Reception child succinctly worded it in July 2023, | now
haddwo works (by which she meant my universityl a SR 62 NJ = YR Y& Wg2N] Q
| still looked and behaved likeT@\(especially to the children), | was no longer in school every day, and
my research work took place both within and outside school. | thus had to be alert to and manage (the
perception of) my multiple roles and identities and their impact on my reseandinfjs (this was

LI NI A Odzf F NI @8 NBGSItAy3d FT2NJ K2g OKAf RNBY dzy RSN& i
ensuring people knew | was researching) throughout (Hockey, 1993).

It became apparent early in my research at Applegoodnmgage was a key factor in my relationships

within the schools. | was closer in age to some of the children in these schools than the staff. Whilst |
believe this enabled me to empathise with (especially the older) children, different adults treated me
differently. Some of the adults in these schools had known me when | was a child in these schools and

so had those memories of me, alongside my now adult presence in their workplaces. This feft slightl
different in Oakington where | had worked asTA because staff there already knew me in that

capacity, compared to the staff at Applegood who were adjusting to my presence throughout my

initial volunteering and research. For many of the adults in this research (whether they knew me
beforeornot), Ifaf L KFR (42 R2 | t20 2F Ay@AaArotS Wo2dzl
YOI LI o6ftSQ 2F 6SAy3a Ay (GKS OftlaaNe2yYy +ft2y3aiARS
my previous TA role (IbidThere were particular staff | found it very difficult to connect with and even
experienced micreaggressions from (I reflect more on this in Chapter 5).

[ SDFftFA&aQ 0 Hdegreesnf inlderadddadiolt8idérnedstwas useful in helping me to
reflect on these relationships and their impact on my research. She described a reflection tool
whereby she considered her attributes, attitudes, and identity in relation to that of her pantitspa

a field site where she considered herself an insider, and in another where she considered herself on
outsider. She found that, depending on what factor she looked at (gender, family background, status
in the omganisation, attitude to IT), she could relate to or was dissimilar from both her insiders and
outsiders to different degrees and her insider or outsider positioning changed over time (Ibid). |
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considered myself an insider at Oakington, but more of an outsider at Applegood. As discussed above,
age was a key dividing factor, as was my background and status in each school (trustedr fdamer
Oakington and new volunteer at Applegood). In both schools | was rarely recognised by/jgarenss

as a volunteer (many saw mea3 A. Whilst the staff knew | was a volunteer, at Oakington | felt more

of a necessity (helpful but takeor-granted), whilst at Applegood | felt more of a scheduled extra
(evensometimes a nuisance). However, this depended on the space in which | was helping, who | was
helping and changed over the course of data collection. At Applegood, as | became a more regular
face around the school, | became more accepted and trusted Hy stmore of an insider. At
Oakington, however, it became clear to staff as my research progressed that | was no Ididger a

the same way as them (I recall a difficult discussion with Samira over the unfair difference in salaries
between aTAand a funed doctoral student, for exampl&)l became more of an outsider (DeLuca

and Maddox, 2016). Reflecting on my positioning in this way impacted on both my research practice
(placing myself in classrooms at Applegood where | was of least nuisance and mogirhetample)

and my research findings (developing my understanding of how volunteers were perceived and used
differently in each school and why). Reflexivity was thus a necessary and valuable practice throughout
my ethnographic research.

As well as reflecting on how my positionality impacted the research, | also had to carefully manage
myself throughout the research (Garthwaite, 2015). Due to my physical proximity to Oakington in
particular, the research often encroached on both my persdime and spaces (I had to carefully
O2y&ARSNE T2NJ SEFYLX S5 6KSy Al ¢62dd R 685 wal ¥5Q
seen by research participants!) Some relationships in the field alsexiseed (and exist after) my

research, and somparticipants are close to members of my own family too. The workinéGet al

OHNHNUO 2y RS@St2LAY3I al yS¢g YSGK2R2ft23A0Ff | yR
WLIF 0 OKg 2 NJ S K yopenihg inJKig gard.l They &gué that, especially after the

LI YRSYAOSZ NBASENDK ySSRa (20K20GEX) Y2yRR (1USF AGSNBRAREYSO
of researchers lives (and multiple commitments) which shape knowledge production and the lives

(and commitments) of and relationships with reseaéicdzo 2SO0 4¢é¢ O6LOARO® a& NBaSH
a (re)combination of home and field for me, and | felt | had multiple commitments to research
participants and my relationships with them. | had to be very careful when discussing my research

with family, emphasising how my day had gone, rather than discussing the research participants
individually to make them less identifiable. | also carefully considered how to talk about findings
pertinent to specific individuals who, even though they are anasgoh waild nevertheless be

identifiable within the school contexts (Hockey, 1993). They had been made aware of this beforehand,

but | also conducted followlzL) @A &A(Ga 64SS W[ SI@Ay3a (KS CASEtRQ 0
feedback on my presentatioof their stories (in Chapter 7) as | felt committed to honouring the trust

iKSe KFR 3IAGSY YSod L Ffaz2 RA&AOdzaaSR sAGK (KS SE¢
2FTQ GKS NBaSFNOK a2 L O2dzZ R dzy RS NIer dirgclly, ak@eli Y& NXE
as having a wider contribution to the field. Thus, carefully managing the multiple commitments | felt

to my participants through reflection and subsequent research practice was key to my ethical
approach.

In addition, my membership of the village community of Oakington (and physical proximity) meant
that | was often asked to be involved in voluntary activities for the school (lbid). This included
delivering invites to locals for school events, tracking dewrail addresses from my contacts for the
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school to communicate with key groups in the village, feeding the school guineapigs at weekends,
sharing my knowledge on PTAs with Oakington staff, and even attending a parish council meeting on
behalf of the school. I discussed the latter two with my sum®rs where we agreed that so long as |

RAR y20 LISNF2NXY Iy FOGAGS NBf{S Ay aSaidAay3a dzZl ht
gl a 2Ry S200arz2ys L O2ddZ R SGKAOFf & &adzLI2 NI GF
my researchl also took this opportunity to discuss my research with residents, getting an idea for

their views on the school, which was directly helpful to my own research, as well azhbels'

commitment to (re)building its relationship withocals(which | also personally care about). Thus,

these instances involving my own voluntary activity were beneficial for my research in multiple ways;

giving me access tfthe views of)local community groups, and an understanding of what certain
volunteers (such as thoseith connections and insider status) (Ibid) might be asked to do and why

(see Chapter 6). Many of these activities took place outside of school premises and times, involving
Ge2NJAYy3d 6AGK NIGKSNI GKFEyYy | 3FAyadXx YOAyyasSiyNraxy i aysk
sometimes fragmentary data collection across multiple sites and media, which provided me with a

rich and insightful ethnography (@el et al, 2020) drawing on my own unique relationships and
experiences in the field.

Indeed, when researching the familiar, autoethnography was a key part of my ethnographic approach

My position as a volunteer ethnographer provided an autoethnographic account of the experience of

being a volunteer in these different contexts and thus a valuable data source for reflection and analysis
(Hockey, 1993; Garthwaite, 2015; Gannon, 2020)orescomponent of my wider ethnography, my
autoethnography focused on noyvn experience, feelings, attitudes, and perceptions (as distinct from
fieldnotes whit have other people as the central focus) as a volunteer in Applegood and Oakington,

thus investigating thédutobiographyof my research questions (IBidAutoethnography provided

KSf LJFdzA AyaArAakKda FyR Fy3ftSa 2y @2fdzydFNE | OGADA
FYyR O2YLX SEATeé (GKS LAOGdAINB 2F @2t dzy il NB | OGA DA
(Ibid, pg.324)l dzi 2 SGKYy 23INJ LIK& Ffa2 LINBPGARSR | aLl oS a7
demands (Ibid, pg.325). It enabled mwerecord and later explore my own feelings and emotions as
theyarose,and reflections made throughout the research (Mills and Morton, 2013). This included how

| felt about certain participants, and how | perceived they felt about me, how the schools felt different

from what | remembered or expected, and my own insecuri@®l uncertainties about my

positionality and research practices in the field (Sampson et al, 2008). Thus, autoethnography acted

as a method of selfare, an ethical practice, a methao generate new questions and topics and a

data source in itself.

It should be stated here, however, that there are ongoing debates within the methodological literature

on the definitions and status of autoethnography. For exampelamont (2009, pg.58) defines
autoethnographyas theselfobsessed introspection dhe researcher with no analytical mileage

whereas ethnographginalyses social settings to which the researcher has access and is acutely aware

of their interrelationshipsrole in and impact on fieldwork<eyto this important discussiois the

conceptand pratice of reflexivity (Hammersley and Atkinson, 1990ne can engage ireflexive
autobiographical writing where the research@ reflections are followed by reflexive analytal
accountswhichd 2 LISY dzLJ F OF RSYAO Aad&adzsSa 6KAOK IINB | £ S3A
2009,pg.57L Y RSSRZ &4dzOK gNAGAYy3I A& aOSYyaGNIrt G2 GKS LINI
| draw on my autoethnographic accounts in this thesis, these are written as reflexive autobiography
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where | connect my experience as a volunteer to my research questions and focus on analysing the
issues these open up for social science. For example, in Chapter 5 below where | discuss my boundaries
within the two schools, | reflect on my own introspeetithoughts and feelings in an encounter with

Sue, a TA. However, | then seek to go beyond this by analysing what this encounter revealed in terms
of answering my research questions aodnnecting to the literature Thus, | seek to engage in
reflexive autoliographical writing beyond reflectioto focus on legitimate social science issues
surrounding my research topic of voluntary activity. The focus of this thesis is not me as the
ethnographer, but the nature, experiences and practices of voluntary activity within and between two
different sch@l communities. But by thinking, analysing and writing reflexively about my
autoethnographic experience of the research topic, | can develop and contribute a greater
understanding of thesocial sciencessues that surrend it.

Ethics

Ethics is an ongoing process which began at the very first stage at which this study was conceptualised
and continued to affect every part of the research through to weipeandfuture presentation and
publication. Ethics are both a complex and persistent part of qualitative reseslitth &nd Morton,

2013 and so interpretation of ethical principles in the rié¢ contexts and situations with which |

was presented were a key part of my ethnography. Ethical principles often interacted with (data)
guality considerations and practical constraints throughttue research process (Webster et al,
2014). Reflections on these issues and the decisions made are discussed in more thepseations

that follow but are also summarised here.

This research followed the guidelines and principles for ethical research as detailed in the ESRC
Research Ethics Framework and the British Educational Research Association. | gained ethical approval

for my research through mgchoolethics approval committeat the University of Kentin addition

G2 F2f{t2¢Ay3q WNBIdzA I 62NEQ SGKAOIFIE 3IdzZARIYyOSzI Y& N
WNBEFfSOUADBSQ 66KIG /FERSNI 6vnuno NBEFSNE G2 a Gl
depends upon relationships, and | ensured that everyone in my research was comfortable with their
involvement and my presence, and that | considered any power dynamics at play and the contexts in

which relationships were built and played out (Ibid). In additibeing reflective involved me clearly

stating how | interpreted ethical rules and regulations and how | then enacted my ethical principles in
practice (Ibid).

The considerations made in this ethics process were communicated to my research participants
verbally through informal conversations, and through introductory ensaits documentatiorbefore

my researchdokplace. Such considerations included clearly stating what the research would involve,
emphasising that participation was voluntary, and that participants could withdraw at any time,
without giving a reason and assuring them that all responses would beyarised for confidentiality

and recorded and stor securely throughout the research. | made it clear to the schools and
participants that | was a researcher; this was not covert research, and | provided my contact
information should they wish to know more about various aspects of the research procegs goi
forward. | was also at the schools daily before and throughout the research for people to talk to me
in-person should they wish to. Communicating these considerations both verbally and through
documentation helped me ensure informed consent before nseegch began (Webster et al, 2014).
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Additional information sheets for interviews were provided, along with consent forms to be signed
before any interviews took place (Marvastri and Tanner, 2020).

Initial meetings were undertaken with kegniorstaff members and the chair of governors within the
schools before the research took place, to explain what my research would involve, and to give them
the opportunity to ask any questions they may have before agreeing (or declining) to be involved. This
also gave the heads of school, executive head and chair of governors the opportunity to suggest any
ethical and practical considerations they wanted me to make before the research began so that they
were combrtable with my practices, trusted me to act ethically and made my presence as useful and
least disruptive for the dajo-Rl @ NHzyyAy3d 2F GKS &0 kddodfordurthed LJ2 & & A
discussion). School staff are extremely busy, and | did not want to add unnecessarily to their workload
(Webster et al, 2014). Gaining their input and ideas about how the research and my presence would
work in their schools at the earliest opptonity limited this. | also ensured my research participants
were kept fuly informed about the progress of my research throughout. Indeed, my ethical
considerations were part of an ongoing process of ethical research which | reflected on throughout
the study and communicated to participants either verbally or in written fatreach stagé€lbid).

Whilst I anonymised all schools and individual participants, there is the potential that the schools will
nevertheless be identifiable by their characteristics and geography, especially as there are only a
certain number of small schodls the Southeastl made this possibility clear to the schools to ensure
they were aware of this before agreeing to be part of my research. Moreover, whilst | did not show
any transcripts to participants throughout the research, if reading the final PhD text, there is the
possibility that the various research patrticipants will be able to identify each other within the school
contexts (Ibid). This could raise potential conflicts where negative views are expressed and harm
relationships within the school. To ensure | causetawn, | discussed the possibility of witknhool
identifiability with each participant, especially when conducting interviews and recording their
responses and excluded any data that participants wished to withdraw. For certain controversial
comments, did not attribute them to a specific individual at &llreduce the risk of identifiability

There was also the ongoing pandemic situation to consider. Having worked in schools throughout the
QOVID19 pandemidearly 2020s) was fully aware of the safety measures, guidance and procedures
in place and was able to understand and comply with them and, if necessary, adapt the practicalities
of data collection accordingly.

| KAt RNBYQa t I NOIAOALI GAZ2Y

| followed all due processes relating to the involvement of children in my research. From my job as a
TA | already had the DBS check necessary for being in schools and had read and was familiar with
federation policies and procedures around the safeguarding and protection of children. | adhered to
these first and foremost throughout my time in the schobksought permission from the schools and
parentd carers for thechildren to be involved in my research (Wellington, 2015). | also created child
friendlyinformation sheetgClark and Moss, 2011) to explain my presesoe@my research (detailing

the methods | intendd to use to engage the children in the research and all ethical considerations
made). These were sent to parents/carensd displayed around the schools throughout the data
collection phases (see Figure 5).
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. (Lundy et al, 2011; Bradbudpnes and Taylor, 2015), |
introduced the research in chifliendly terms to the
children in their classrooms at the beginning of each
data collection phase, using my chittendly
- information sheets (aware that their pareritarers
may not have shown them or explained them), and gave
them the opportunity to ask me questions about the
research. | also reassured the childteat they did not
have to help if they did not want to (Ibid). This ensured
the children themselves had a say in their participation
(Ibid). At the very minimum these processes ensured
that my research caused no harm to the children
involved. However, | also wanted my research to be a
! positive experience with the children. | emphasised the
[ RDezuow lM®REUUT & ! tof UnY importance of their views and their role in the research
'Rt Gic! T IORUIOE UIOS ¢t (Clark and Moss, 2011; Lundy et al, 2011). This was vital
not only because, in their experience at school, chitdnave invaluable perspectives on and insights
into voluntary activity (which could also reveal important knowledge about what children are learning
from this and what is being normalised in their schools) but also because these children are the focus
of (and indeed, are involved in) much voluntary activity in their school communities and, as such, have
a vested interest in the outcomes of my research and deserve to have their opinions heard (Clark and
Moss, 2011; Lundy et al, 201Bny documents producehlly children throughout the research were
photographed (with their permission) fdater analysiso that the children could keep the originals
(Clark and Moss, 2011; Breathnach et al, 20E8)ther details on how my research with children
KFILIISY SR WAY (K fterinxhschamer I NE RA&a0dzaa SR

a
I

A key ethical dilemma for me was the realisation that the duality of my role as a researcher and
volunteer was often only apparent to me (DeLuca and Maddox, 2016). As the research progressed, |
was aware that many participants thought and engaged with s& aAwere another TA and had all

but forgotten about my research. Even in interviews where participants had read my information
sheet and signed a consent form, they were still confused about the purpose and background of my
study (Lorna thought it wasrasearch project as part of a teaching qualification, for example). Whilst
this was interesting from a research point of view (see Chapter 5), it was important to regularly remind
participants of my research role. Seeking signatures for patargér and child consent forms were

good opportunities to remind parents/carers and their children of my research and ensure they were
giving informed consent. | also engaged regularly in conversations with staff about my research to
remind them | was coltging datathrough my volunteer (TA) role. | formally ended the data collection
AY 81 OK a0K22t 6488 W[ SIoAy3 (GKS CAStRQ 08f260%
to write-up my research. | also sent a research poster to all particigantsnonths after leaving the

field to visually communicate how my research was coming along, and to ensure they did not forget
about my study or their role in it (Ibid).
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Data Storage

Ethnographic research inevitably results in vast amounts of data. This included observation fieldnotes
(recorded inmy notebook and/or passworgrotected journaling app and later typed up in full)
(Carspecken, 1996; Mills and Morton, 201B)dz(i 2 SG Ky 2 INJ LIKAO NB Tt SOGA2ya
(Hammersley and Atkinson, 1997, pg.205) (recorded in my journalling app #imeg|interview

audio (recorded on myasswordprotected LIK2y S 2NJ Al GKS &aSOdaANBE WNEBC
conferencing softwareMicrosoft Teams) and transcripts, documents, screenshots of social media,
FASER LIK2G23INI LKAz LK2G2a 2F OKAf RNBYQa I NIig2NJ
notebookand later typed up in full For both practical and ethical reasons, it was vital that these were
organised effectively and stored securely. | used the NVivo software (on my pagswtedted

laptop) to organise, manage and store my data, as well as aid my aragsigritingby having all

data types in audio, written or visual formatame place. All interview recordings were deleted from

my phone and Teams once they had been transferred to NVivo. All physical documents and my laptop

were stored in a locked room.

(Re)Entering the Field
Selecting the Schools

| selected two small rural primary schools with differing levels of deprivation within (and around)
which | based my ethnography of voluntary activity. The rationale for selecting thiessof schools

to study were that small primary schools are the most likely to attract voluntary activity (Body et al,
2017) and these schools are most likely to be rural (Kvalsund and Hargreaves, 2009). In addition, whilst
small rural schools have receivettieation in the literature, the voluntary activity occurring firem

is a neglected (and takefor-granted) subject in previous studies. Small rural primary schools
therefore representan important and relevanénvironment in which to study voluntary activity-in

depth. | chose to look at schools with differing levels of deprivation because Body and Hogg (2018)
identified significant differences in voluntary activity depending on the level of deprivation oféhe a

AY 6KAOK aolOKz22fa IINB t20F0SRd | 26SOSNE (KS@ RAR
the experiences of those involved dayRIF & | yR (GKS AYLI OO0 GKA& KIFa Wz
address these gaps with my ethnography.

My research adopted the following criteria:

1 Small is defined as less than 100 students.

T wdzNF f Aad RSTAYSR o0lFaSR 2y a0K22faQ AyOfdzaAz2y
primary schools.

1 Levels of deprivatiomsidentified using the index of multiple deprivation (IMD) ranking of the
school and its catchment area postcodes combined with selevel data on the percentage
of pupils eligible for free school meals (FSM).

Whilst | had these criteria in mind, | also needed to consider practical and logistical issues of
researching in and around the schools | selected. Access to schools can be notoriously difficult (Mills
and Morton, 2013) and permission to access and researadhese schools was more likely to be
granted than in schools where | had peristing leved of trust and rapport, rather than those where

| was a complete stranger. In addition, the schools needed to be close enough to me that | could travel
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to them daily in a reasonable time. Applegood and Oakington were both interesting and appropriate
schools in which to base my research as they met many of the selection criteria (see Appendix 1), were
physically close to me, and | had both personal andigssional contacts with these schools who could

act as gatekeepers (Wanat, 2008) and support my access and permission to conduct my research.

One point of contention with my selection criteria is that the IMD ranking of a postcode does not

always reflect the individual circumstances of the families living in those postcodes. There can be very
affluent families living next door to relatively déped ones (Murdoch et al, 2003). In addition, schools

can have mixed intakeand draw pupils from further afield than their local catchment postcodes

6021 f1SNE HAnmMnod | 26SBSNE 2y0S L | 00SdasSR (KS aokK
2F RSLINAGIGA2YyQ oFaSR 2y GKSANI 246y RIFEGIF YR 1Y+
communities they serve. This formed a more accurate basis on which to draw conclusions on the
a0K22fta FyR GKSANI O2YYdzyA (A Soa & AppiSdaiidrard IO8kingtofi f SO S
was a carefully balanced compromise between access and practical considesatibrsv accurately

the schools fit the selection criteria to provide meaningful data for analysis in the context of the
literature and my reseaftquestions.

Access

When | first asked to research in these schplolgas a TA at Oakington. As a federation both schools
have the same governing body and executive headteacher which had the advantages of providing a
perspective on both schools based on their knowledge and experiences and providing a single point
of contaa for permission to access and base my research on both schools. | had informal discussions
with Richardthen Federation Headjnd Katheringthen Oakington Headhbout my research in May

2021 and an offi@l meeting in September 202Ihey were worried about my research addingtaff
workload, to which | assured them that my approach meant | would be doing most of the work, and
that | would only ask staff for interview time, but | would emphasise that they would not be pressured
or required to interview. Richard also asked what thieasils were going to get out of my research. |
explained that | was planning to be in the schools up to three days a week/foroath period as a
volunteer to conduct my researdthus also helping redecstaff workload) | also explained that my
research proposal would be going through an ethics review process prior to any data collection taking
place. Reassured, they agreed to my research taking place across the federation (subject to ethical
approval). In March 2022hlad an official meeting with Crystell@pplegoodHead and Katherindby

then Federation Head finalise the details of my research. | also had a meeting with Brendan, the
chair of governors in March 2022 to address his concerns abgutsearch. These were mainly to

do with the fact that he thought | would not find much to write about and that | may not find what |
expected to find. | explained my research approach meant | did not have any specific hypotheses and
aimed to be guided byvhat | did find. After addressingis concerns andexplainingthe ethical
procedures | had undertaken, he walsohappy for my research to take place.

As well as seeking approval from senior leadership, | sent emails (via school offices) to staff and
parents/carers to explain my presence, my research (especially the ethical considerations made) and
invite any questions before my research began. As vhghinitial discussions with senior leadership,

these were intended to give participants the opportunity to raise any issues or concerns and give me
the chance to address them and work with participants to find solutions. The emails included copies
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of ethics documents (information sheet, chiliendly information sheet, parent/carer consent forms
and interview consent forms). My contact details were also included so that participants could contact
me at any point throughout the research. | also ¢egba participant information video which verbally
detailed the above information in April 2022 but by July 2022, after many attempts to circulate it, the
video was abandoned in favour of follawp emails and physical copies of consent forms. Reasons the
video failed included the file being too big to share-MVissues at the schools, and privacy policies
surrounding the schools YouTube account.

I engaged in volunteering in each school to-){rgroduce myself and build (on) rapport and
relationships with the staff, childreepmmunity membersand parentécarers before fieldwork began
(Reeves, 2010). This was particularly important in Applegood where | was a relative stranger to most
participants and where | began volunteering in April 2022. At Oakington | mostly volunteered with
their (then new) woodland ursery, Hatchlings rather than in the main school where | was already
welkknown as a TA.B&i3d Ay @2t SR Ay | LILX S322RQa 622Rfl yR
getting to know some of the mums from school (two of whom | later interviewed) and thus, through
them signalling my credibility to other parehtarers (who | needed to sign consent forms for their
children to be involved in the research). | was also around in the mornings and after school on the
playground to get to know parentsarers, explain my presence and research, answer any questions
they had, and gain informed consentpersa. Access was thus an ongoing process (Reeves, 2010)
with informed consent sought from a variety of sources and in several ways.

Sampling within School Communities

My decisions of who to interview were in many cabased on purposive sampling where, from my
own observations early in the research, and the knowledge of school staff (Reeves, 2010), | selected a
range of individuals involved with voluntary activity in these schools (including staff, pararmss,
governors, other volunteers, and community members) who could provide riglepth accounts of
voluntary activity from different perspectives (Yeo et al, 2014) and who could answer the questions
that had arisen from the field (or their own activiand practtes in the field). The initial circulation of
ethics documents at the start of my research introduced my study and myself formally to the school
communities and asked anyone interested in being interviewed to contact me. However, no one came
forward withou being personallyasked Most of my requests to interview staff and parents/carers
were made irperson (often on school premises). As interviews were being conducted in the context
of my ethnography, | had already met most of my interviewees prior ta tihéerviews and so had

built rapport with them and many agreed when | asked them to interview (exact arrangements were
often made over the phone or email as they were happy to share their contact information). Kim
agreed to interview only after | had ased her that her son (with SEN) would not also be interviewed.
Governorswere approachedeither in-person(Holly and Kate) or via email (Brendan and Charlotte).
Lord and Lady Spencer were initially approached through a mutual friend, with later commumicati
via phone and email. Intervieweggere sent an email reiterating the aims of my research, the ethical
considerations madeanaccompanying information sheet and consent faimnsignand my contact
information.

Data collection took place in two stages corresponding to the same extended period in each school:
JuneDecember 2022 in Applegood, and Juibecember 2023 in Oakington. These dates were chosen
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to enable data to be collected on key school events involving voluntary activity including the Summer

Fair, school play, Sports Day, parent induction and information events, Harvest Festival, and the
Christmas nativity, Fair and pantomime trip. Schedutiata collection in this way enabled me to

commit my time and energies fully to one school at a time (Mills and Morton, 2013) which was both

ethical and practical, and aided later comparison. My research (as with voluntary activity itself) took

place duringand outside of school hours and term times (including weekends, evenings and school
holidays) and was mulditedAnlith many activities taking place off school premises (including online)
throughout the two stages! 2 6 SOSHEIA (RS K6 K 2rRizf brif Rl SrRizf b LILINE | OK
SOUKY23aNY LIK&X GKSNB Aa Fftglea | O2yadlyd a&adzLA OA:
KILIWISYAY I St aSoKSNBE LYytRRFRAINVRS | @F f 24 RKRNS R nav@ K PR d;
L F¥SSt GKFG GKSNB 6SNB a2YS LI NLIa 2F GKSasS aoK:
SEIFIYLX ST L RAR y2i( KIFI@S | 00Saa (2 G(KS LISNE2Y!f
CF-0So62271 G4 hi1Ay3Gd2y YR ¢2H) YRUBYHBNYKHSR! LY
LI ST22Rd a2NB2@SNE | YR RSaL#MziESX ORFORBNI RS B8 ¥ iNJ
I RIFILJle2yadauvs GKSNB 6SNB a2YS AYRAGARdAzZ & L RAR Y3
NEASIFNOKZI AyOf dRAFSINF Ifyea dl WEKIEHZAOIKIE f 8 Q Aygd2f SR
KIS O2y@SNElFoa2yad 6A0GK (KS&S LI NByla 6KSYSOSNI L
@2t dzy G NB F Oea@Ale Ay GKS&aS a0K2z22fa Siyl UKSNAQIENSNS
NEfloa2yaKAL gA0GK GKSANI OKAf RONBYOQa a0Kz22ftax |y
O2YYdzyAOF SR GKNRdAK GKS NBaSIFNDOK UyRAy3Ia o06asSs /

In summary, my ethnography involved repeated visits to the field over twawoith periods (14
months in total), research carried out at different times and across multiple sites, using multiple
methods and with a variety of participants. | now move on ¢daidl in-depth the methods | used in

the field.

In the Field

As discussed above, ethnographic research encompasses a collection of methods and sources of data.
The methods and approaches | chose were adapted over time to the contexts of the schools and
participants as well as ethical and practical considerationanaswhen they arose (Webster et al,
2014). In line with my holistic research approach, | attempted to gain as much data from as many
sources as possible during my extended immersion in the school communities of Applegood and
Oakington. The following sectiadetails the methods | used and how data was gathered in practice,
processed, anthe practical and ethical decisions made in the field.
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Table 2uDescriptive Overview of Ethnographic Tools

Ethnographic Tool Detail

Observations 63 Daily Fieldnotes at Applegood
57 Daily Fieldnotes at Oakington

Interviews 25 semi-structured interviews (13 from Applegood, 8 from
Oakington, 4 from across the Federation)

27 interviewees (2 interviews conducted in pairs)

23 female and 4 male

Art Groups with Children 21 in total (10 groups in Applegood, 11 groups in Oakington)

Documents 205

Visual Material 40 Field Photos from Applegood
51 Field Photos from Oakington
23 Pieces of Artwork from Applegood
27 Pieces of Artwork from Oakington

Observations and Fieldnotes

Observations are central to any ethnographic methodology, both as a source of data in themselves
ONBO2NRSR |a FTAStRy2(3Sa0v odzi Ftaz2z G2 3IsSd I wa$s
ASYSNI GAZ2Y 27F ljdSaitAazya 221 a3 dzilSP2XIS Ay R gzil &ENEB
and Morton, 2013; Corwin and Clemens, 2020). Emerson et al (2011) argue, researchers should enter,

get to know, and participate in the settings they study and write down regularly everything learnt

whilst particpating. As | was conducting my ethnograpimsoughmy role as a volunteer (Garthwaite,

2015), observations day-day were almost always participant observations of this kind. Forsey

(2010) argues that ethnographic observation is as much (if not more) about listening as it is seeing,

and so | tried to pawttention to both the visual and the aural throughout my time in the field. |
SYRSI@2d2NBR G2 YIS a1SSys RSGFAfSR FyR NBFf SO
LI3dnncdpov 2F (K Svolintrk) adiitiasQpedpls, and rejatbaships i my fieldnotes. In

fAYS 6AGK Y@ ljdzr t AGFGAGBS NBASEFNOK | LILINRFOKX L
observed about voluntary activity (in all its forms, practices, and relations) in arébrschool, as

well as including my own impressions and interpretations (Mills and Morton, 2013, pg.83). | followed

/' NARLISO]l Sy Qa o wmddc dhick deserptiod in dddzatBraksattingsyby inclidinyJ

speech, body movements, contextual dnfation, and even simple diagrams. | also used- low
AYFSNBYOS @201 odzZ  NB &adzOK Fa WIFLILISEFENBR (2 06SQ 2NJ
YR O2dzZ R RAAUAYIdZAEAK 0SG6SSYy SYLANROFE WFIFOGaQ
speculations could then be followed up in future observations or through other methods.

Fieldnotes also enabled reflection on practices of voluntary activity whose impact were not
immediately evident. For example, | would notice items being donated to the school on one occasion
(such as a train set) and later observe whether and how the ataffiildren had used them (e.g. as a
reward, or as a source of arguments). From these observations, | could then ask the children and staff
what they thought of these items (e.g. positive for the children, or more trouble ttemorth for

the staff). his enabled me to chart the ongoing impact of voluntary activity before and beyond the
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initial act itself, greatly improving the depth of my understanding of these practices and their
consequences in different contexts (Shah, 2017).

The key strength of participant observations is that they do not rely on participantegeifting but

SELX 2NB (KS ai2dGlt &a20ALf O2yGSEG¢ -3iammersieg £ A & (G A C
2018). Fieldnotes of observations enable theSésNIOKSNJ 2 G LINRJARS | L2 NI §
NEASFNOK aSidAy3aés odAftRAY3I 1SSy IyR RSOFAfSI
AYLINR@Sa GKS dzyRSNEGFYRAY3a 2F (KS NBaSINOK ards
reseach in the eyes of the reader (Corwin and Clemens, 2020, pgd®%18hah, 2017). However, |

gra YySOSNI I WRSGOFOKSR 20aSNWSND |a L R2 y2i 0S¢t
remove themselves (their own interpretations, understandings] &alues) from the contexts they

study (Ibid). Indeed, ongoing fieldnotes helped chart the evolution of my own thinking in relation to
practices, participants, and contextilills and Morton, 2013)As Corwin and Clemens (2020) argue,
fieldnotes are both grocess and a product and so it was equally important that | detail how they

were made in practice, but also to reflect on their making and analyse them for what they can reveal

in answer to my research questions.

Indeed, reflecting on how my notemaking itself may have impacted the research was crucial in
considering how my presence and practices may have impacted the restadyhAt Applegood, for
example, Alice (a class teacher) wasomfortable with my notdaking early on and would often ask

if her lesson had been okay when she would see me making notes. | realised she thought | was making
notes on her and somehow judging her (understandable as a new teacher in a performative)cultu

| assured her that | was only ever making notes related to voluntary activity and not on her directly or
her teaching practices (Hockey, 1993). After this encounter, however, | would try and make notes
outside of the classroom if possible and | work@& NB  KI NR (G2 06S 2F dzaS Ay !
feel at ease. Recognising my more outsider status at Applegood (LeQal&s| had to make greater

efforts to blend in and allay suspicions than | did at Oakington (Hockey, 1993). HovieNiewé this

was successful and beneficial to the research because towards the end of my research, Alice and | had
excellent rapport, and she was much more comfortable with my presence, even suggesting things for
me to make note of unprompted (Shah, 201Thus, adapting my notmaking practices were both

an ethical necessity and crucial to observing and understanding authentic practices in the field.

In addition to dayto-day fieldnotes, | selected specific events which typically involved voluntary

activity to observe in detail. As discussed previously, these included school fairs, school plays, Sports
Days, parent induction and information events, W8t Festivals, Christmamtivities as well as
FOGAGAGASAE NHzy YR &adzZLIR2NISR o6& @2fdzyiSSNE 0adz0l
iKSasS wSgSyiaqQ GI11S LXIFOS Ay | aLISOAFTAO LI FOS |
leadingup to the event was also recorded (through fieldnotes) for later analysis. And whilst |

LI NI A OA LI ( §RIOFY 2(NES yRERNER F YR RSEAGSNE 2F S$OSyi:
Wdzy 20 0 NHza A @S 20 &SN ( A 2y ao@bsenie da@ Kotelddwn énbréclerlstits | N2 d.
behaviours or social interactions. | also engaged with people in the moment and the very things |
observed often raised questions | wanted to ask participants in real time, as well as in later interviews.

These evets were also vital in seeking consent form signatures from pafeaters. Therefore,
observations for a single event were migdited, multipurpose and carried out over a longer period

than the event itself.
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Interviews

Informal interviews as conversations took place throughout the research (Marvastri and Tanner, 2020)
and were recorded in fieldnotes. | made it clear in ethics documentation and in the moment that
participants did not need to engage with or answer my gioes in the field if they did not wish to. |

also checked in specific circumstances that participants were happy for me to note down our
O2y @SNEI (A 2y aP-staustNg interFiedvdlarsb fodk placé tg huild on or more deeply
explore observationgrom the field, or to access individuals not often in the field (e.g. governors). |
had previously constructed interview topic guides for different groups of interviewees (including staff,
parent/carers (norvolunteers, community member (newolunteers)informed by my research
guestions and the issues (and gaps) raised in the literature (Mason, 28&8)ver, from my
observations, | started making notes of specific people | wanted to interview, ways to ask or access
interviewees, and the topics and spicquestions | wanted to explore with each individual. Questions
and topics thus emerged and evolved from being in the field and ceag depending on the
individual interviewee.

| began carrying out interviews at Applegood during the school holidays in August 2022. This was a
time when | believed staff and parentarers would not be restricted by hectic school schedules and
so might have more time to interview and enabled me to ask about particular events and activities |
had observed (and questions that subsequently arose) prior to interview, giving focus ailgddang
examples of voluntary activity to discuss. Interviews continued throughout the first data collection
phase, durid Y @& T A N& (n-séHdolNFasePpadvednNahary and June 2023, and again from
August 2023 at Oakington. Interviews took place in a variety of locations including the schools
(classrooms and offices), Applegood tearooms, Oakington playpark, interviewees homes or
workplaces, or online. Wist | preferred for interviews to be conductedjrerson, | gave interviewees

the option of whether they would prefer to be interviewed online over Teams (it was also necessary
to conduct interviews online when | waCOVID positive). This was easier for some interviewees who
were short on time, who lived at greater distances from me, or had work or caring responsibilities
which meant they had little time and availability to interviewgarson. Remaining faithful tmy wish

to accommodate my interviewees needs, | allowed them to choose the time and place of the
interview. Most took place outside of school hours in the evenings, at weekends or during school
K2f ARF@ad [2NR FyR [ Re { LiSgves Ndrionduyted ks & ¢ >
their request.

Building on ideas and questions raised by earlier observations and those raised by the literature, | used

by

AYGSNIBASsE (2 aLINRBO6S 'y AYiSNUASsSSQa (K2dAKGaX
LISNAR LISOGABSaé o6 WSE LIS T YD ®mniary @etidfT e Asghibtiugtyfed H nmp X

nature of my interviews allowed them to be guided by the intervieweeays that were relevant and
meaningful to them and afforded a flexibility that allowed me to ask new and probing questions in
responseo topics raised which | had not anticipated or wanted them to elaborate on (Bryman, 2016;
Gillham, 2000; Mason, 2018; Yeo et al, 2014). Wihiksstructure of interviews varied,einded each

one by inviting interviewees to talk about any other aspects of their experience of voluntary activity
which they felt had not already been discussed, thus ensuring my interviewees had the opportunity
to say everything they would want me to knaaout them and their experiences (Gillham, 2000;
Mason, 2018). Backgrodnnformation on each interviewee was also collected to provide useful data
for the analysis phases of my research. | did not, however, make assumptions about connections
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between interviewees background characteristics and voluntary (in)activity but asked questions in a
way that got the participants to explicitly articulate and explain any connection they believed may
exist (e.g. the relationship between being&N parenand voluntary activity).

| was aware of the potential for social desirability in who agreed to interview, and in their responses
(Bryman, 2016). | hoped my informal volunteering prior to the research period and my formal
volunteering prior to interview stages would build relatibiss with potential interviewees that
would make them feel comfortable with me and that they could trust me. From this, | hoped they
would be more likely to agree to interview. To reduce the potential for social desirability bias in
interviews, Imade itic S NJ 12 AYyGSNWASHSSa GKIG L RARYQU gl y
honest opinions and reminded them that | would ensure their responses were anonymised and that
no-one else would hear or see their full responses. This reassured participadgitsctose, especially
negative aspects associated with voluntary activity, which was as important for me to understand as
the positive aspects. Thereare individuals who did not come forward to interview, or who | could
not access. However, as these iniews were part of my ethnographic approach, |1 was able to collect
data aboutmany participants and talk to them in the field, and so | believe | have a good picture of
the voluntary activity at each school from a range of individual experiences.

The interview interaction enabled me to build (on) rapport (Wellington, 2015), encouraging
interviewees to disclose things they may not have done in the field, improving the insight and
understanding gained from the research (Gillham, 2000). | was polddrandly in every interview

and ensured | thanked every interviewee their time (Marvastri and Tanner, 2020). However, some
interviews were more difficult than otherREDACTED)Vhilst | found the interview difficult, | did
glean useful informatiomnd was able to reflect on this situation, giving me insight into relationships
within and between the governing body and the schools.

By the end of data collection, | completed a total of 25 interviews with 27 individuals across both
schools. As most school staff and parent/cantervieweeswere female, there is a gender bias in this

sample (23 female and 4 male). However, | reflected on why this bias existed, asked participants about
gender difference, and observed how this played out in practice to supplement my interviews (such is
theberlSFAG 2F |y SOKYy23aNILKAO YSUK2R2t23280® LYy G§SNDA
camefrom a range of occupational and educational backgrounds. All identified as White British. This

was the major ethnicity in both schools, with a minority from thRTGcommunityalso present at

Oakington (and who were included in observations and field conversations).

Interview recordings were transcribed by me throughout data collection as and when interviews were
conducted. This ensured a closeness to the data windsiscribing as the event was still recent and
ensured | did not have hundreds of hours of transcription to complete in one go by the end of each
data collection period. Although transcription was an extremely #toasuming process
(Hammersley, 2020), hkw it (and the process of #éstening to recordings multiple times) was vital

to familiarising myself with my data and, most importantly, with the viewpoints and own words of my
participants (Watts, 2014). This process assisted in the later coding atygigrphases by highlighting
interesting comments, differences in opinion and repetition as data collection progressed (lbid;
Gibson and Brown, 2009; Hammersley, 2020).
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Research with Children

Before beginning any research with the children, it was vital | consider my relationship with them and

how this might affect the research. In different contexts and with different children, | may have been

considered a helper, friend, mediator, and teaahiassistant (Breathnach et al, 2018, pg.395). All

children initially oriented to me as an authority figure, but | hoped to disruptieserational aduk

child social ord&r6 & Gl 1Ay3a | &adlyOS [|-8 duling iede8dh MaMGIBED 6 L 0 A
NEF Kyl OK S Ff ownmyzZ LIAdoddpy F2dzyR (GKFd 08 R

space for children to take up stances as the expert insiders and informants about their school

LIN} OGAOSa¢d | 26SHSNE L T anfifiedidsée mé &SBhevorittioigR NSy Ay

| had explained my role as a volunteer researcher to them. Because | was in school on a regular basis

a0FFF SyO02dzNy 3SR OK midiNEyities sedidietl dimost SxacthatHosedf a[ | 6 Q

TA the dildren did struggle to see me in any other way (Gristy, 2015). Interestingly, however, some

of the disruption techniques suggested by Breathnach et al (2018) such as sitting on the floor with

children and playing with them, | already did and so | feltedhiéddren had a good rapport with me,

and some developed (or already had) particularly close bonds. Indeed, some research with children

occurred spontaneously in that | was observing events and activities they were involvectordaiay

and asking them thir knowledge and opinions about them. | was also making careful note of how

they interacted with me as a volunteer. Nevertheless, when engaging the children in clearly

designated research activities such as art groups (see below), | did still aim tothdagance of

Wi SIFNYSNR o0& fAaGSyAy3a AyidSyidatezr FaijAay3a GKSY | 62

and emphasising that | found everything they said interesting.

When researching with children, | gave every child (unless specifically requested not to) the
opportunity to be involved (Lundy et al, 2011). | had sent parer and child consent forms home

to all families in both digital and physical form repeatedly throughout the research process and sought
consent form signatures iperson too. However, before any research activity began, | made sure to
ask the childrerfithey wanted to take part and assured them that they did not have to if they did not
want to. F children wished to be involved but their parefitarers had not consented for them to do

so (or had notyet consented), | still allowed the children to participate in activities, so they did not
feel excluded (Bradburyones and Taylor, 2015). Any children for whom | was not able to gain consent
by the end of the research process had their data removed fromr#search. In addition, if
parentd carers had given consent for their child to be involved, but the child did not want to be |
leave the activity at any point if they no longer wished to participate. | chetkedrbally with the
children throughout to ensure they were comfortable and happy (Breath et al, 2018). | was also
aSyaArldAdS G xerbl Kok tvél NS wér@al) cugLtlfoughout any research activity as to
whether they were comfortable with their involvement (lbid). Thus, consent was sought from several
sources and at several legel

L FR2LIGSR /ftFN] YR az2zaaQa o6Hnmm0 azalAlO ! LILINEI
that children are not a homogenous group but have different strengths and ways of communicating

and expressing their views and experiences and so differentadetare required to give all children

I NI y3S 2F 2LIRNIdzyAdArASa (2 GKAYy]l FyR SELX 2NBo ¢
details ways (mukv SG K2R | LILINBF OKSa Ay dS3aNlaGAy3a GKS @Arao
complexities of [theirld ISR SELISNA Sy 0S¢ Od). Withats appidasiSih miSdRI 6 L 6 A F
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SyadzNBR Y& YSiK2R&a& FYyR FLILNRI OKSa (2 NB&aSFNOKAYS
and competencies so that no child felt overwhelmed or excluded from the research (Clark and Moss,

2011; Bradburydones and Taylor, 2015). Initial observationsach school helped me to judge what

methods might be best for different children before any research with them began. As mentioned
F02@SsS WAYT2NXIEQ AYRAGARIZ f YR 3INRdzLJ RA & OdzaaAh
occurred especially durgnactivities or events where voluntary activity was present or visible but also

arose naturally in dayo-day interactions This method thus overlapped with observations, serving as

I WALINAY3Io2FNRQ F2NJ FAdz2NIKSNJ adGFf1Ay3as ftAaGSyAy3
to JamegYear 1Applegoodyead a book about jam muffins, he mentioned that his mum made them.

Knowing his mum was a regular and weljarded contributor to school cake sales, this interaction

allowed me to ask him about his mums voluntary activity (and his opinion on it) in chetae.

Art groups employing different mediums (collage, drawing, colouring, playdough, clay etc.) (visual
methodologies) were the main research activity | conducted with the children in both schools, and so

I reflect on these in more detail. Art activities bothd OA 1 SR OKAf RNByQa @ASga |

and Moss, 2011). Thus, they acted as both a method andstatece L. RA R y 20 dza S (KS
NE&2d2NOS&a F2NJ Yé NI 3INRBdzZLJA o6dzi AyadSIR O0NRBdAAKG

YR O22UJ2IdNBER o &4adzS LJ LISNE 3Jf dzS d001ax a0Aa&a2NAZ

LIKeaAOrf O2LWENBRFI YRSOKIKR NBRYy D2y aSyid F2NYao L dza e
FNGG2N] O66AGK GKSANI LISNY¥A&&A2Y YR akKz2siay3da (KSY
y2G80221® !aAiy3a | y2iS0221 3IF3S I ONBRAwWAL Afiz22
GKSANI OASgad LG Ffaz SyO2dz2Ny 3SR OKAf RNBy (2 I &aj
OKAf RNBY (2 aA@VRSoWAKS RyabOdzd aSaaizyas L aidl NIS
NE&ASFNOK gl a Foz2dzi oYlFye RAR y2G FyR a2 ySSRSR N
0KS O2y0OSLIia 2F @2ftdzyiSSNAY3IZ Fdzy RNIKSXyd2| FRa Q&
SEIFYLX S&a Ay GKSANI a0Kz22f |yR FTNRBY GKSANI SELISNRS
GSN¥a GKS OKAfRNBY g2dZ R dzyRSNAGFYR |yR gk a LI S|
26y YIEN] 2N aA3dy GKSANAEIY2FYSBARYVLILIGKS FRSNEIEZNE

\

| asked if | could take pictures of their art work and they all agreed (although one child seemed
confused why | wanted to, so | had to further explain for him). | gave them the consent forms

and said they needed to get their parents to sign too, so thatild use their artwork. Danielle

said, Ol y Qi L 2dzad ale &Sa o0SCGlldad$stilneed ifdgaedY e Y dzY
but there is space for you to sign thoAda and Danielle were very excited by this, and |

showed them both where they couldrite their names and do a signature. | explained a

signature was like a special squiggle that meant them. Daniellecgaial,| do a squigglé?I

saidoof course you cah It seemed to make them feel quite grovap and responsible to have

0KS 2LIRNIdzyAde G2 airady GKS O2yaSyd F2Nyasz y
this.

[Oakington Art Group 6 Observation§! @ctober 2023]
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L 0StASPS (GKS aYAy3a 2F GKS NI 3INRdzZLIJA RdzNAYy3I (KS
ddzo aSljdzSyidfte YIRS® C2N] SEMKEI BNS y NdiS NBN2 @A JaR dzd (i1 KR
Y2y(iKa (261 NRa (32 dEYRR 0257 YIRINUY I & yiiikkS G KSA NI 4502
¢KA& YSFyld &adzYYSNI FIANEBR YR NBbSOe2ya 2y GKSANJI
YAYRa® Ly O2yGN}ads (GKS 3INRdzZJA @ 3ii €S SiK Ihy@Re 25/ I
5S50SY0 SN {RSrSOStARNBY O02dzA R y2i0 (GKAyYy]l 2F SEI YLX
LINE YLIoy3d odzi AF OSNIIFIAYy S@Syidia KFER KIFLILWSYSR 2NJ
IANRdzLJa 6SNB O2yRdzOGSR> (KSeé F2dzyR Al SFEEBSHD (2
CSao@lfx 11X S322R alOK22tQa ¢SttAS g1tz aLkRz]e
/ KNAaGYlFa FFEANRS® !4 ! LJJ S322R (GKS rNﬁ INRdzLJA 6 S
O2tt S000S 62NEKALI sKAOKYR2BKAOK I OR S NJRN@@ s S
YAda®d L KFR Fa1SR LISNXYAaarzy : i

INRdzLJA RdzZNAy3I O2ff SOa@S 62 NAS

02ttt SOa2y Ay 5SOSYOGSNE ! fAOS G2 G ¢
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It was important that the spaces used to conduct the art groups were separate from their classrooms
as much as possible to signify this was not a setelated activity that they were compelled to engage
in, but somethlng that they could engage in onlthigy wanted to. The Hub at Applegood (Figure 6)

; = is a separate space often used for interventions or therapy and
nurture sessions and so is a calm place that the children generally
enjoyedusing The woodland classrooms at Oakington (Figure 7)
areusedfor 22 Rt YR aSaaiazya Ay oFR gSI
woodland nursery, Hatchlings. They had previously been used as
temporary classrooms during building works and when | used them
for art groups with the older children, they enthusiastically entered
their old classroom, warmly shared their memories of being in
these spaces and explored the nursery furniture, toys and resources
that are now kept there (this provided a useful springboard for
discussion on donated resources). The Rainbow Room at Oakington
(Figue 8) was used with the youngest children. It is now a separate
, classroom space but at the time | conducted my art groups, the
children ex0|tedly declared it was the first time they were getting to use that room. It was trickier at
Oakington to achieve this separate space, however. Some art
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groups were conducted ithe classroom (some different tg
their usual classroom, but still a classroom), and one was €
O2yRdzOGSR Ay YIUGKSNRAYySQa
groups were constructed as separate to and different frg ,“
school work, the children still enthusiasdlly engaged. o

It was important to me that the childreenjoyedthe art groups
FYR RARYQI FSSt NINBrdy adoes1BiR
contribute to betterquality research outcomes (Lundy et g
2011)¢ reducing the likelihood of social desirability hiasit it | ,
Ffa2 SyadaNBa L Y O NRY Deifimms \ AaE0a Svyzl
in a research situatiorwith which they may be unfamilia 4 -
(BradburyJones and Taylor, 201&hjoyable art sessions suiteq
tothS OKA f R NEY @ducepBrierR @ participation an
placal the children at the centre of the research activiljhis [ RD2Ueid IORION g ¥ U x }ON6 A
ensures any knowledge produced comes from a range ..
children who have chosen to take part and feel happy doingAsbGroup 5 at Applegood which
included four Reception childrenH{#arolds) provides a good exampleraf primary concern for the
OK A f R N3Begihg @he ¢hiidfeh had limited knowledge of voluntary activity but enjoyed using the
art materials, especially the playdough, and chatting with me about their first months at school. They
asked repeatedly if they could stay with me doing art rather than going to collective worship and
whether they could do art with me again. | enjoyed spending time with these children as | did not
know them as well as the other year groups, and this gavelmehance to get to know them more.
| was also pleased they enjoyed the activity
AGasSt¥s S@PSYy AT L RAR y?2
artwork from this session. In all sessions |
engaged in offopic discussions the children
pursued to put them at ease and furthe
SYLKIaAaS GKAA gl@&KSy20 W
OKAft RNBY 6SNB | Aa1SR AF (¢
0KSANI | NI K2YS GAGK (KSY
L F @R2dz3K 2N Ofza SRSSRER
GKAOK OFasS (GKS& ¢gSNB 20SN]
FNI G2 1SSLWe® 2KSy FfEt 1
R s O2yRdzOGSR Ay SIOK adWz2ft =
[ RND2UDBIORIBND q Y UIAURWGqRYUOr YFGSNA LI a4 bd (KEPEDHARRD &
HY@Yel RUDIOGUU 101 6 VI0dOUITI®IGe (K § 38 NB&2dNDSA I ¢ RNF G & (i f
dcqll KY GGt H6Y YO |, _ . A N ,
0asSS CGA3IdzZNB ¢dvo

Documentsand Visual Material

W520dzySyidaQ Ay Y& NBaSIFNOK AyOftdzRSR Fye gNRGGSY:
or store information or meaning (Grant, 2019). Documents come in both paper and electronic forms
(Grant, 2020). There was a wealth of data contained irlipulocuments on and about these schools

including government data, school websites, newsletters, and social media posts. | also created my
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own drawings, sketches, and maps (Grant, 2019; 2020; Mills and Morton, 20b8) used in the
analysis phases dhe research, and in the presentation of findings (see discussion of my visual
mapping methods below).

Photos were key to my ethnographic methodology, for both the analysis and communication of
FAYRAY3Ia o0!ttSys HanunO®d® L dzaSR Llzof A0t & | OO0OSaanc
and asked permission to take my own photographs of key eyesusnes or objects relating to

voluntary activity throughout the research. As discussed above, the art groups acted as both an
elicitation method but also produced artwork which were excellent data sources in themselves (Clark

and Moss, 2011). InclusioyeR 'yl feaira 2F (GKS OKAf RNBy*amd | NI A
F2N¥a | @AGEE LI NI 2F Y& SOGKAOIFE LINY OGAOS Ay Sya
this research (lbid).

Leaving the Field

CNRY GKS LIXIFIyyAy3d adl3sa 2F GKAA NBaSINOK:Z GKS
scheduled; | would leave after the Christmas term in each school (Pole and Hillyard, 2045t |

continued to volunteer in betweelin-school phases and conducted interviews tob felt it was

necessary to physically distance myself from the schools and cease my volunteering whilst in the final
write-up stages of my research to give myself the intellectual space to step back and away from the
continued influence of daily interaicins to see the bigger picture and adopt a critical vgideckey,

1993. However, physically leaving the field sites is not the same as emotionally ending the aamnecti

to the field and its participants (or the impact each has on the othkig)( And so, this section details

GKS ¢gl&a Ay SKAOK L WESTGiQ Yeé FTAStER aAaidasSaz FyR:
leaving impacted myself, my participants and the research itself.

L FANBROG WESTOQ ! LIS S322R Fa  NBaSIFNOK FASER Ay
reading scheme until September 2023 when staffing issues at Oakington necessitated | be based there.
| never had the opportunity to recommence readiagApplegood after this. Thus, | felt | had not
formally ended my connection there but rather, through circumstance and research necessity, had
become focused solely on Oakington. In contrast, when | left Oakington, | knew | would not be
continuing to valinteer and so | made more precise plans for leaving than the circumstances at
Applegood had allowedHid). This involved preparing Oakington for my exit (so that the staff were
aware | would no longer be around to stand in as a TA, and the children were prepared for my no
longer being in school after Christmas). This was particularly important for certizdinechwho had
(formed) a particularly close bond with me. Another important part of my finishing the data collection
andformallyleaving the field wa thanking the staff and children lioth schools for being involved in

my research. | wrote thank you cards and bought gifts of books and small toys for the children and
staff in each school. Thus, whilst my initial exit from Applegood was experienced as beyond my control,
I made sure to plan ahformally end the data collection before commencing my final analysis and
write-up stages (Ibid).

3t t (KS OKAM RWBHIQROK NOBEANGYy(d 6134 NBIOSAGSRO Aad AyOf dzR!
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| went back to Applegood in December 2023 with my gifts and cards, intending doig each class

YR OKSO1 AYy ¢6AGK GKS OKAfRNBY |yR adlr¥F FyR al &
have it, however, on the day | went in, Alice (the teacher with whom | had become very close) was

due to lead collective worship and ited me to be a part of it:

Worship was taking place in Hedgehogs class today. Alice was talking about the concept of
surprise, she said_ola surprisedne by makingme jump earlier today and Miss Law gavne

a lovely surprise wheshecame to the classroom becausé I Ry Qi 06 S $afé. TBeE LISOG A Y
she said MissLaw haanother lovely surprise for everyoaandcouldthey remember what

they had done withMissLaw when she was hefeTwo children saidreading, one saidwe

made sculptures someone saidarts and crafts, another saidodrawing ola saiddat
Oakington | remembeMiss Law doing free play with mé& | smiled fondly at all the kids
memories | was so amazed the kids remembered all this and happy to think their experience
of research has been memorable and, it seems, fun for them. gdiickdit sounds likeMiss

Law has helped a lot of yéuShe invited me to take over and explain what | had brought

said d finish my research in the schools on Friday, so | wanted tg bach class a thank you
present for taking pagt Alice said maybe someone from each class should take their class
o 3d L KI Yy R SR kidsképivhol@ afzieir thagBand others around them tried to
peer in whilst worship continued. They finished with the school prayer, 'blew out' the candle
and started to get ready to leave. The older kids went first. Mark thanked me for the gift as
he put his chair back. | smiled asdid,®® 2 dzZQNB ¢é5 St 02 Y S

[Applegood Daily Fieldnotes, 1 December 2023]

| was delighted with this opportunity to formally end the research at Applegood, and that the children

had remembered so much about their involvement despite it being a long time since they had taken

part. | felt | had fulfilled multiple obligations to nparticipants by properly ending the research,

thanking them for taking part and explaining that | was now embarking on formally writing up the
research. Alice gave me a big hug and said it had been lovely to see me as | left, and | felt very satisfied
withKk2g L KFIR y2g¢ WF2N¥IrffteQ tSTa GKS FASER Fd ! LL

My last day at Oakington was also in December 2023 and | gave my gifts and cards out in each class
throughout the day. The children were thrilled with their gifts and the staff were very grateful too.
Without my knowledge the staff had also arranged a é&gaxassembly for me, where | was presented

with a card (see Figure 10) and gift of a fluffy hoodie and socks:

DNB3 Fal1SR AF GKSNB 41 a | Y SthadkyauSso mu@iRfort A 1 S
KSft LAY 6A0GK Y& NBaASFNOK FyR L OFyQid ¢l AlG G2
to know what amazing schools you &r@hey all saidahhé again anddancalled outd want

you to use my Coorsottle!€. | laughed and promised him | woykke Figure 14]Gregsaid,

oMiss law will you come back and visit é$3aiddabsolutely¥, and they cheered. Greg said

¢three cheers for Miss Lawo X @ent back to my seat and looked at my card. Every child had

written a little message for me and drawn a picture of themselves. It was absolutely beautiful,

and | was so moved that they had taken the time to do this for me. Freya was crying as she

R A RwAm ine to leave so she went and sat with Kayleigh. bfelt creeping up again as Orla

sat on my lap and looked through my card with.ineery nearly cried as | was looking at these

Y @



adorable messages the kids had written for,rarowingl would not seg¢hem properly for a
long time.

[Oakington Daily Fieldnotes, t ®ecember 2023]

| found leaving Oakington more difficult than Applegood as my sense of guilt was strong (DelLuca and
Maddox, 2016). The children here had known me long before my research began and had had to cope
with several staff leaving the school. | felt like | wasingtmany children down as they saw me as
another staff member who they perceived was afsonning away 6 w2 & A. $dlso felSguilyd p 0
GKFG hF1Ay3dz2yQa ¢22RflFyR ydZNESNEI | I 0Kt Ay3a
school were havig to put it on hold until they could come up with a solution to the staffing issues.
This was becoming a vital feeder into the school, and | knew how volatile pupil nunveess
Consequently, | experienced leaving Oakington as a much harder process than leaving Applegood.

O
N

How | left the field caused me to reflect on the difference between physically leaving the spaces and
emotionally leaving the relationships | had made behind. Whilst | knew and agreed with the
methodological arguments for ceasing daily interaction with skhbools in the writaup phase, | still

felt emotionally connected to the schools and my participants and felt a sense of loss at being apart

from them, especially the children (Pole and Hillyard, 2016; Sampson et al, 0P8y LJa 2y SG | f
(2008, pg.927NB & S| NOK F2dzyR GKIFG €SI @Ay3a GKS FASER 02«
GNBY OKAY 3¢ TFrarkde s doth. Sl KviBd\tldn walking distance of Oakington made

physical distance difficult and | felt a commitment to honouring the promise | had made to visit.
However, | believe my visits, continued contact with various participants in $atbols, and the

sending out of a research poster to visually communicate my research progress in April 2024, were
necessary ethical practices whichy St A 2 N> 6§ SR (KS FS8SSftAy3a GKFG L KIF
in these schools for my research (Ibid; DeLuca and Maddox, 2016). | wanted my participants to know

and to feel they still had a stake in the outcomes of my research, and that | still aboait these
a0K22fa TFdzidzNBad ¢Kdzax L F3AINBS gAGK t2fS yR | Af
YSOSNI SYyidaANBte fSIgSa GKS FTASERE yR aUKS FASER
I WoNBI1Q 4 Add&to WrdgeupNity FeSearbiDriy cdntinued emotional commitment to

my participants inevitably impacted the writing process and required careful consideration in how |
presented and communicateay findings This was especially so when | was being critical of a certain

practice or revealing the inequalities within and between the schools. As DeLuca (and Maddox, 2016)
found, guilt pervaded this process as | was ultimately criticising the practices of indswichual knew

well. | attempted to balance these competing demands of accurately presenting my critical research
findings and avoiding blame or judgement on any specific individual by ensuring | considered and
presented multiple perspectives on an issuetlsat readers could follow the arguments | had made

and how | reached my conclusions (Hammersley, 2005). Further detail on how | wrote up my research

is discussed below.
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Analysis, Writing and Follovaps

In line with the qualitative approach taken to collect data in this research, a qualitative approach to
data analysis was also adopted (Terry and Hayfield, 2020). Thematic analysis was chosen as it can be
used effectively for the different sources of datay research involved and was therefore a good
method for analysis of ethnography (Ibid). It is also a method which allowed me to usefully explore,
interpret and convey insights into participants experiences (Gibson and Brown, 2009) of voluntary
activity, thus helping me answer my research questions effectiniythematic analytical approach

was influenced by Langdridge (2004), Braun and Clarke (2006) and Watts (2014) and included the
stages (not necessarily sequential) of transcription (in the case of interview data), reading the data,
three levels of coding, dosing extracts for detailed analysis, and the final analysis and discussion of
findings. These stages were conducted through an inductive and iterative approach (Hammersley and
Atkinson, 1997). izl t ylfe@aAra 2F OKAfRNByQa FINIg2N] oI &
analysis) and is discussed further below.

Between January and May 2023 when | had left Applegood (as a research field for data collection) and
before entering Oakington, | began an extensive reading of all data sources | had so far, as an essential
step of familiarising myself with my data (Atkbms 2015; Watts 2014). At this first stage of reading,

Braun et al (2018) advocate a relaxed immersion in the data but also to read with research questions

in mind (Terry and Hayfield, 2020). The next phase (coding) was completed through NVivor{by me,

the software) (Ibid; Pole and Hillyard, 2016, pg.128). Langdridge (2004) and Wattsg@@lduggest

GKNBS tS@Sta 2F O2RAy3 gA0GK GKS IAY 2F ARSyilATFe
asSid Ay | GK2NRdZAK FyR &aeaidSYFGAO FlLaKA2yéd ¢KS
involved studying all data sources to find avhat is being said, especially where issues or concepts

have been repeated (within and across participants and data sources) as this could indicate a potential
theme (Ibid, pg.6). The second level of coding is interpretative and involved looKimogvaiertain

issues had been discussed, constructed, framed, and understood (Ibid; Bryman, 2016; Gibson and
Brown, 2009; HessBibber and Leavy, 2010). At the third level of codthgmingstarted to occur,

and | began some early analytical writing (Hammersley and Atkinson, 1997). Codes were highlighted

in multiple colours to visually distinguish between them (Bryman, 2016) and were constructed in
NVivo through coding hierarchies.

2 KAfAG L dzyRSNI221 AYAGALE lylfeara 2F ! LI S3I22
began researching at Oakington in June 2023, | was able to analyse this new data in the same thorough
and systematic way whilst simultaneously collegtitata, with the benefit (and necessity as driven by

my research questions) of Applegood as a point of comparison. At this stage it was also necessary to
amend codes previously constructed and introduce new codes considering the emerging data from
Oakingtan (as my understanding and interpretation of Applegood data also evolved considering
comparative data). Thus, the three levels of coding occurred as an iterative rather than sequential
process and were returned to throughout the research. Indeed, afterptetimg data collection at
Oakington in December 2023, it was particularly important to explore my coding dmtisschools

and reengage with all the data again in its totality (Pole and Hillyard, 2016) for comparative purposes
to see where differenceand similarities had emerged and how they had been (or could be) explained
(returning to all three levels of coding again). At this stage, | synthesised my codes into final themes
and subthemes (Watts, 2014; Braun et al, 2018). | then decided which thémvesild include in my
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thesis and began writing my thematic chapters, building on, and amending my earlier analytical
writings.

LY FTRRAGAZ2Y (G2 GKSYFGAO lFylfeairax L Fftaz2z O2yRdz
artwork in terms of their content and production (Rose, 2016). This began with physically sorting
printouts of the artwork into various sections on the fldorvisualise the themes that were present

YR K2¢ GKS OKAfRNBYQa INIg2N] RAFFSNBR 06Sis6SSy
taken whenever printouts were rpositioned to aid visual analysis. Some images were chosen for

closer analysis (seaghroughout the main body of this thesis) based on their evocative (giving a feel

for the social world of participants) and exemplary (reflecting and contributing to thematic
understanding) qualities (Rose, 2016). | explored the content, colours, spajslisation, lighting,

and expressive content of each imagjeid). However, it was also important to consider the context

in which this artwork was made including the tools and equipment used, the visual qualities and
reception, and the social relations@ practices that produce, saturate and enable interpretation of

the images (lbid). Each of these aspects are reflected on for how they contribute to the meaning of

the artwork included, especially in the context of other ethnographic data and the theiseissded.

There are as many ways to write ethnography as there are ethnographers (Mills and Morton, 2013).
My approach(including the structure of my findings chapteesherged from my experience of being

in the field over time (lbid) and attempting to understand what the data was telling me in response to
my research questions (with analysis and writing informing each othdopting the lens of the TSOL,

the first theme that emerged in the field was boundaries (how and when they were crossed and
maintained) and tk invisible labour taking place for these school communities (hence Chapter 5).
Within this exploration of boundaries, and as | began to compare the voluntary activity between the
two schools, the specific importance of geography and social networks ethagyeleserving of a
dedicated analysis chapter of their own (hence Chapter 6). In both Chapters 5 and 6, the focus was
predominantly on the mestevel analysis of the schools, with insights from the miexel
experiences of individuals, and connectionsada to macrdevel trends in voluntary activity.
However, temporality also emerged as key to the character and experiences of voluntary activity in
these schools due to discussions and reflections on how it has changed over time, for individuals, their
sclools and communities, and at a societal level. My final findings chéptérerefore brings these
threads together by focusing on trajectories at the mesoicro and macrelevel, again utilising the
TSOL framework, with a focus on how these interaerdime and the consequences at all levels.
Thus, the organisation of my findings chapters reflects how | made analytical sense of th&/liiga.

I considered different ways to tell this story, | choose to retain the live process by which | came to
understand the data and to remain faithful to the fieldsites, my participants and the analyses.
Moreover, the order of the findings chapters arenaulative, with each providing conceptual and
theoretical foundations which build upon each other as the thesigymsses. Their structure is
therefore crucial to both thenarrativetelling and develoment of understandingand arguments of

the research.

When writing, mcluding participants own words was vital in understanding and communicating their
experience of voluntary activity in their school communitidewever, it was also important not over

rely on words spoken only in intervievasd toconsider the social context in which interviews took
place recognising them as social accomplishments in and of themselves (Atkinson and Silverman,
1997; Silverman, 2017YVhen using interview transcripts or participants words from fieldnotes, |
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sought to give hckgroundto the discussions that took placand indicated where participants
backtracked, repeated or sought to clarify (warrant) their words, and position themselves as well as

when pauses occurred and where |, as the interviewer, spoke too (Silverman, 2017). This was done to
communicate as faithily as possible the situational knowledge gained from talk, and to improve the
robustness of analysis (Ibid)/ith thesewords, lhoped to & LINE &porial from the reader to the

research settidé 6/ 2NBAY | yR [ f-18)YaBdy/carhecthemHolthe rdsé@hdin n g
meaningful ways (Woodward, 2020). Alongside words, | also included visual data to enhance the
GFy3aArAoAtAde 2F GKS NBaSINOK G2 GKS NBFRSNJ o! ft Sy
0KS a0OK22f aQ hcivRy (RogeS2D18). THIg inctimyed phdtds from the field, screenshots

2T 420AFf YSRALF LRadas FyR ONMzOALFffe (GKS OKAf RNB
that their artwork would appear in my final text and so any not included imth& body are included

in Appendix@.

A key methodological contribution l&ein the mapping methods | employeatiroughout this thesis
Various forms of mapping (social network,ifeurse, biography, and trajectory) played a vital role in
both my analysis (helping me to understand and visualise my data, coding, and themes) and the
presentation and communication of my findings (Woodwa2620). Mapping was also a reflective

tool that enabled me to reengage with and r@animate my data (lbid), explore both regular and
surprising data, inconsisteies and contradictions, and grasp how the interpretive meanings were
inter-bounded with their contexts (Pole and Hillyard, 2016). Analysing and presenting the research in
a visual way helped me convey the complexity and vibrancy (Rose, 2016) of vohatity in these
schools, that words alone could not do justice. | discuss the specific mapping methods used in more
detail in the context of my findings chapters, including how | developed them to analyse and
communicate my data, and their benefits adownfalls.

Due to the vast amount of data | had by the end of my research, it was necessary to choose extracts

(from a variety of data sources) for detailed analysis (Watts, 2014). In the first instance, it was vital

that the extracts chosen were faithfulto the th&m LI NI A OA LI yiaQ KIFIR NI} A&SR
their first-person perspectives and experiences (lbid; H&ibber and Leavy, 2010) and, for this

research, reflect the differences and similarities between the two schools. Thus, Watts (2014, pg.7)

adv O (i Buiiposivé sample of extracts drawn relative to the theinds ¢ KS SEG NI OG & OK?
be able to answer my research questions and connect to the literature in a meaningful way (Ibid;

Braun et al, 2018; Bryman, 2016; Hessa 6 0 SNJ I YR [ S| @& % wnwmn-pessonL & A& |
LISNAR LISOUG A OBIQS RFS HIKISS aWR GKS2NBUAOFft& AYyF2NINSRE
each extract in terms of its capacity to support, qualify, question or outright contradict some accepted
aspectofi KS NBt SOFyd fAGSNI GdzZNBé¢ o021 Gdas wnmnI LIADT (
ethical consideration for my participants was also vital in the extracts | selected and how | chose to
present them.

A specific example came when | was writihg analytical chapter on trajectoriesChapter 7)
Exploring trajectories enabled me to answer my research questions and connect to the literature
exploring voluntary activity across thige-course. | had selected four individuals whose histories with
their schools | explored in further detail through biography and trajectory maps (Woodward, 2020) |
constructed to highlight key factors shaping individuals voluntary activity over timtheAe were
particularly personal storiew® tell, | sought feedback and further consent from these participants to
present their stories in this way, giving them the opportunity to clarify and further explain key

@I



milestones in their histories and how they were depicted. For this chapter, although data collection in
GKS a0K22fa KIR WFAYAAaKSRQE L O2yRdzOGSR |y AydaS!
through observations, informal discussions and oth#@erviews suggested she would be a good

example to include as someone who represented key demographics of relevance and interest in these
schools and the literature (an gupil, SEN parent and staff member) (Watts, 2014). This decision

shows how leavig the field is a flexible process that is never quite achieved (Pole and Hillyard, 2016).

L FSEtG AG 61 &8 AYLRNIFYyG 2 NBGdz2NY (G2 | LI NI AOA LY
because | believed the inclusion of her story was vitaéttucally conveying the complexity and

vibrancy of voluntary activity as had emerged from the data as | simultaneously analysed, wrote, and
thought about my research questions and participants. Following up with participants in this way
reflects my commihent to ethical research practice, the robustness of the data collected, and my

desire to improve the communication and understanding of my findings through visual as well as
verbal depiction.

In the final stage of my analysis, my task wasgo beyond (Braun and Clarke, 2006, pg.94) the
words, implicit meanings, and understandings of participants to explicitly draw out and articulate
them and to demonstrate how the particular findings of my research impact and contribute to the
theoretical andor substantive literature (particularly the gaps in knowledge that my research
guestions aimed to addresgyVatts, 2014. | hope | have achieved this throughout my empirical
chapters and especially in moverall thesis conclusiofChapter 8) | believe the methodology |
adopted enabled me to research ethically and reflexively, producing findings to contribute not only to
the literatureand debatesn my field, but also the everyday practices of those in small rural primary
schools.

Conclusion

In this chapter, | have detailed the ethnographic methodology | adopted in my research. | have argued
that my topic focusand literature gapsecessitated a qualitative research approach and justified my
ethnographic methodology. Ethnography enabled me to msstiple methods to explore voluntary
activity firsthand as a volunteer ethnographer. Through my reflection on my positionality (researching
the familiar) and the ethical practices | adopted, | have shown how a commitment to regulations,
relationships and reflection (reflexivity) have underpinned every aspect of my study. | next presented
a reflective account of entering the field (school selection, accasd interview sampling and of

being in the field. The latter included detailed discussion of how | adopted different methods, with
examples given and decisions justified throughout. Finally, | discussed how | left the field to complete
the final analysis and writap of my research.

Throughout the research | have been committed to my participants and the schools in which they
learn, work, care, and struggle. By being honest and open about my positionality within these school
communities | have sought to think and write reflexively atdaow my presence may have impacted

the research, and how the research has impacted me. | believe my autoethnographic reflections in
particular, whenwritten reflexively andincorporated into the research findings and discussions,
provide detail on how éxercised ethical reflexivity in the field, but also provide invaluable insights
into the experience of voluntary activity that other volunteer ethnographers without my specific
background and relationships with these schools would have been unable tal @venderstand. It
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was, however, necessary to think critically about my research sites and the practices of the individuals
there (including myself) to gain as full an understandisgossible of how voluntary activity happens

in these schools, how it is experienced (both positively and negatively) and how and why this differed
between contexts. Only then could | hope to meaningfully contribute to both the schools work going
forward bu also to the wider literatureand debateson voluntary activity in primary education. And

so, thenext three chapters detail and discuss my empirical research findings, organised into the
themes of boundaries and invisible labour, segpatial networks and stigma, and trajectories of
voluntary activity.These themes represent how analytical sense was made afateein relation to

my ethnographic experience in the fielthe arguments | seek to develop answer to my research
guestions and considering the literature, conceptual and theoretical stance of the thesis.
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Chapter 5: Boundaries and Invisible Labour

Introduction: The Work of Education

22N] Aad GeKFdG 3ISGA R2yS G2 YIS tAFS LlRaarotSe ¢
2T SO02y2YA0a o0dzi Nentargedidith dondacted and ekdreéddRdrtBrdughioyiex
FOGABAGASE YR NBflGA2ya 6KAOK YIFe 0SS a20Alf X L3
LI3dcp0d® 2AGKAY |ye a20ASdez f1r02dz2NJ A4 GRAGARSR
AyalAabdziazya FyR OGAGAGASAE OLOARI LHEA®PcTO FYR
spheres of activity can change in different spaces, and over time (Ibid, pg.71). Conceptualising work in

this way is what Glucksmann (1995) has ternie S W¢ 241t {2O0A L f hNBFYAAl
approach. She advocates for considering work in all its forms, how it is organised, how activities relate

to and are embedded within one another and the implications of these interdependencies on society,
SCOA L f 3INRdAzLIAZ F YR AYRAGARdzZEf ad x2fdzy il NBE | OGAQDAD
2019) in the sociology of work but it is recognised and valued within the TSOL approach. As well as
NEO23AYyAaAyd WAYyDAaAot BBV aRENDE2 (0 KRS dghBoffcEpR NIl ¢ 8 F 2
which has become increasingly common in social science. Boundaries can be symbolic (conceptual
distinctions), manifesting as, maintaining and contesting social boundaries (stratification and
inequality)(Lamont and Molnér, 2002). Thus, understanding the properties, mechanisms, and content

of boundarieqIbid) enable investigation of the foundations and implications of boundary recognition

(or nontrrecognition¢ which | conceptualise as invisible labouwdundarywork, boundary crossing

and boundary maintenance within and between fields of activity.

¢CKAE OKFLIISNI gAftt SELX 2NB (KS &aA3ayAUOFYyOS YR AY
flro2dNQ Ay GKS ¢2N)] GKIFG GF1Sa LXFOS Lizo 3EESH SR
LINBaSyoeya (62 O02yiN)aes WF i OK2ENIEBSNG KS2EAT NI 20dyarz|
ONRP &a RENAI Y22 WIOKASPS OSNIFAY |AYa GKNRIdAK GKS dz&
1KSaS ®MOK2K&%Yy LINBaSyid Yeé ITRIFILIWGSR ¢{h[ deéeLRt238
O2y(iSEGdzKAAa OKI LIGSNNE SELIX 2Nl a2y 2F o62dzyRFENE ON.
f02dNQE AYDBA&AAOAfAGRUYT YR 062dzyRFNBE YIFAY(dSylyOS
F Oo OA GBINB XSIRKMIBOF 02y ® L SYLKF&aAaS OKAf RNBY Q& dzy RSNJ
¢{h[® L SyR NGED SE&IZSEENY ZANKLIKAO I §R2 EaNI KESING SHEE
GKS dzy RSNEGI YRAY3 2F 062dzyRFNAS& YR Ayo@graaotsS I

¢CKS ¢2GFt {20AF{ AMYNEDySAZRl20R2 yI y2RF h[I 1] oAydEND 2 v

The literature on boundaries and invisible laboapplies to work in primary educatipmhether paid

or unpaid,formal or informal The work of education has many purposes, going well beyond classroom
teaching and learning as well as providing the fundamental foundations for it. Children are socialised,
they care and are cared for, and they learn about themselves and others. Thayihsale the
classroom, and they learn outside it. They take part in curricular and-edtrecular activities. They

fundraise and they donate and, in the age of marketisation, they promote their school. All the work

that is undertakerto make education (in its many fornamd purposelpossible, takes place in many
socioSO02y2YAO Y2RS&a4X o0& YlIyeé RAFFSNByld LIS2LX S FyR
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undertaken at different times, across multiple sites and, consequently, much voluntary work is only
visible to varying degrees. Voluntary work is a key part of the TSOL of the small rural primary school.

And so, to begin this chapter, the following ext&fbne from each school) illustrate key examples of
Ayailyo0Sa ¢gKSNB GKS ¢{h[ Syl ofTa&firstidétils thezpbidple 2 T SR
and practices involved in the Applegood Summer Fair in 2022, an annual event that fundraises for the
schml and brings the community together:

Arriving at school through the main gate onto the currently deserted playground, | saw
gazebos and tables (stalls) had been set out in a horseshoe shape. Entering school through the

Wl 236 NI&aQ R22NIJ L F2dzy R bl yOeé &ppiting sivBetsAy G KS
Ayi2 ol3ad L alFAR al A K2g |NB @2dKé¢ oL (1ySs
hoarse voice and seemed really fed up (which, | thought did not bode well for the rest of the
RIFI&auo X

Walking through school | noticed a huge, filled hamper from the local farm shop in reception

FYR &l g {2LKASQa &2dzy3Said az2y>x [/ KFENXAST LX I @&;

Back on the playground | found Sophie with her husband Steve and their eldest son George

aSGdAy3 dz2ld a2YS adGlrfttaod {KS 61 a SEGNBYSta Sy
F2N) O2YAy3d AyHé L a1SR 6KIFI(d &aKSsetagsmher A1 S
O2f 2dzNAy3a Ay {GFNI OflFaa +ta + FTNBS OGAGAGE T

On the hunt for colouring sheets in Moon class, | mefwikge resident andgrandmotherof
Amanda,Year % setting up a briea-brac stall. We chatted briefly about my research and her
voluntary activity before another member of the village hall committee came in to help Val set

dzL) GKSANJ adrfttf 606KAOK (KS& | NB 3JkedB¢oftheNBES 27T
GAtELF3AS KIFff F2NJ S@Sydaovx

After setting up the colouring | went to Sun class to help Steph and [bathar Asjvrap and

tie tombola prizes. Steph seemed very flustered. | asked whether all the prizes had been
donated} YR { 0SLK alAR (KS& KIR gKAOK gl a @SN 32
Fyeg2yS (2 KSft LI -grdiriation oPdokafioas, vardpging of dorizés &nd Seting

up of stalls). She said that her and Laura had been in town by 8:15 tm@mbuying extra

stuff for the fair and getting the sports shie(Ra Sy 3INJ} SR | yR GKIF G GKSe@
to eat yet. Natashdparenf came into the classroom and asked what she could do to help.

Laura asked her to sort wrapped prizes into kids and adult sections and make them look nice.
Candice then came in carrying bags and smiling enthusiastically. Steph pointed to a table

al @A YdAINSGG 8220S NE GKENBPRAOBY RSttt 4 KSNI 246y KI YyRY!I
FO GKS adzYYSNI FIFANXO®
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On my way back to thplayground | saw Jo[parent
with her daughters setting up a stall in Star class. T
KFR OoNRdAKG | 3LYS GKI G

P01 2y GKS LY I @ ANE dZY RT il et KH
GKS 6Slyol3 (2a4aé¢ | yR SE b

expecting to run atall, but | put my bag down and too
up position. It was very hot, and | was relieved they
tarpaulin and gazebos set up for those of us runni
stalls. Natasha was there, Cla[fey and her daughters,
Luke[trainee teache}, George and his friend and Stev
Sophie, her mothen-law, and Lucyparent and PTA ‘ S
treasuref 8 SNBX NHzyyAy3d GKS (2 Ky ;,' YR W6
ofdrinkk adlff G2380KSNX ‘
Danny[Crystelle, head g O K 2 2 fadd@haili€ spent Figurell- Outside area of Applegood

Y2NB Y2ySe (G(KIy |yegy§ __ _ _Summermar2022 = 4 5} 3
Violet cametomy stallandaskéll Y L | ff 26 SR (2 Kdz3 e2Kz (2RI &
FYR L aYAf SR I yR [eBda@rBan&KeSPNA rhemBgdduihed upydnd\dBgged

Sophie before coming to chat with me (her children had gone to Applegood at the same time

4 Y& &aArAadSNIIFyR LOX

2 KSYy (GKS NITFES g1 a RNRgVZ LRNEBEGES dRh@a K dza o |
Ydzt GALX S GAYSaAa FYyR KAia (GAO1SGa 6SNB Lizi ol O
At the end of the fair Candice, her daughter and |

helped Nancy, Sophie, and her family pack up. | heard

Nancy tell Sophie there had been comments that the
G2Y62tF LINRT S& t221SR WNHAKSI
- annoyed and huffedwell no one came to help did

. they!% Nancy said to me that her and Sophie had

i stayed 2 afternoons of their own time, and she had

stayed late on workdays to sort stuff out. She said no

one had stayed behind on the Friday to help set up.

Sophie said that she had been there since 7 tha

morning and that her kids and Steve had been there

Figure 2 - Clearing up after the fair with . A R .
Sophie's family KStLIAYy3 aAyOS ylrYd {KS &l AR

AGAEE Fy3aNE +FG O2YYSyda bl yoe

In the kitchen, | asked Nancy what would happen to the leftovers from today. She said it would

all go in for the Christmas fair, she had checked the (best before) dates and it would all be fine.
{KS &alFAR {2LKASQa Tl YAt &rspsSatéire had niade (afspedial a ( dzF
cupboard for PTA stuff.

GIEGNI Ola TNRY CAStRy2:GSa |G "jugaw8322 R
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In thenextextract from an interview conducted with Greg, the senior teacher and SENCo of Oakington
in September 2023, we discuss a more mundane but nevertheless necessary aspect of keeping a
school running; maintaining the staff toilet:

So, like, you know, the toilet was just gross. Like the, you know, it was just like, gross in there.

I F RyQi 0SSy LIAYGSR Ay 3Sad ¢KS aSlId oNR1SO
Katherine bought the toilet seat. Um, | went to fix tloddt to, to fix the toilet seat on and

went 60Oh, hang on. This is a bit more compliéateecause | just thought it would be like,

unscrew the other one. Put the other screw on it. But it was like oh, no. You had to like, drill

this extra hole intoit. iz Kl R {42 YSIF &dz2NS Aldd ! yR &2dz KIFIR
complicated, I'm gonna mess this up. Awjl saidto Livvh K= LUY NBFff & &a2NNE
that on yet, it looks a bit fiddly. | might get [caretaker] to do Bhe was likéOh, no, don't

worrye. So, she just rang one of her lads. And the next thing | know, two hours later, one of her

boys has just like come in fixed it, yeah, put the new toilet seat on. Then [caretaker] later put

the towel holder in the next weekend. So, youkn®vgn G2 Af Sia NBIfteée 23St
seat, new towel holder, its, you know, it's all lovely in there. And we've got a new air freshener.

It's like all painted. But it was about four different people. You know? One of which doesn't

even work for the $mwol. Just their mum works for the school. All like did it together. As
opposed to just it's the site manager, site manager job. Site manager will do it, so it's a very
different way to operate.

The work that made the summer fair and the maintenance of the staff toilet possible blurs boundaries

of all kinds. By its bounda® NP & A Ay 3 Yy I GdzNB>X YdzOK 2F GKAA&A ©2N]
rarely recognised (or appreciated) as work by kbtbse who are doing igrthose who are benefitting

from it (Daniels, 1987). At its simplest, these instances highlight simultaneously that not all the work

2T SRdAZOF A2y A& WFEOFRSYAOQ IYyR GKFG YIye wSYoSNE
Ayi2 ¢2N] F2NJ I a0K22fQa oSySTAGP® {23 K2g¢g YAIAKI

Crossing Boundaries

Df dzOl aYlyyQa ¢{h[ FNIYSs2NlI SEGSYRSR o0& 020K ¢l
Williams (2002; 2002b;2011a; 2011b) to include informal work (or the fourth sector) and different

forms of communityself-help, conceptualises work as existing on a continuum from formal to informal

and as paid or unpaid (including gift exchange arkind labour). Although work can be fitted into

2yS 2F GKSAS WwWiz2ySaQsr GKS 02 dzy RhdNde BtarcoonSdiohsS Sy G K
and interdependencies of different forms of work are of vital importance to understanding the
implications of different TSOL configurations. | have adapted this framework to illustrate how the work

of education is organised at Appleod and Oakington (see Figure 3 below). Adapting existing TSOL
typologies was necessary in the context of small rural primary schools to accommodate for the
overwhelming prevalence of different forms of unpaid, voluntary activity (sections 4 to 9 o&Ryur

including the giving of time, talent, money and resources. However, whilst the work undertaken in
GKSasS avYlrff NHNIE LINAYFNRSE YI& 06S FAGGSR Ayidz
interdependencies between them are of vital importanto understanding the implications of this

TSOL configuration for the school, and for the members of its community.
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PAID

1. Formal paid job in school

2. Reimbursed provisioning for school

3. ‘Gift’ exchange within

the community

*  Paid staff working to job descriptions and
contracted hours

Staff reimbursed for provisions bought for school

PTA chair and staff reimbursed for provisions for fundraising .

and enrichment events

Staff clothes swap bag

FORMAL

Fundraising/ Community events (organisation and delivery)

Farm School

Woodland Nursery

INFORMAL

*  Volunteers and staff
at fundraising/

*  Staff provisioning
their classrooms

Staff working beyond
job descriptions and
contracted hours

* Parents’ carpooling
* Space exchange
between school and

community events *  Monetary * Resource donations .
* Governance . . Parents word-of-mouth community
* Volunteers at donations * Donation of . .
: promotion of the school | *+ Sharing of
promotional events woodland use by . : .
Children selling raffle experience and
* Volunteer readers local landowner . .
tickets emotional support
. 5. Formal . 7. Resource- . 9. Informal
4. Formal unpaid . 6. Fundraising . 8. Informal unpaid s
. unpaid work . provisioning for exchanges within
work in school in school work for school .
for school school the community
UNPAID

Figure 13- TSOL typology adapted for Applegood and Oakington
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| have placed the organisation and delivery of fundraisiognmunity events as spanning all sections

of my TSOL typology. As stated at the beginning of this section, an event like the summer fair at
Applegood crosses boundaries of all kinds. It includes the formal, unpaid work of [$&hopl

business manager, PTA secretary and village residg@aphie(former TA, current parent, PTA chair

and village resident)and Crystellécurrent parent, teacher antiead of schooljall of whom have

positions which cross boundarie®) organise the eventwhichtakesplace both in and outside (but

for) the school (sections 4 and 5). Stgifedominantly TAand other support stajfand parents also

give their time to run stalls at the fair (section 4). It is, predominantly, a fundraising event where,
although those donating do receive something back (a raffle ticket, time on a game, potentially a prize)

and could therefore be categised as section 3, this is ultimately at a loweteaio what is originally

donated, hence providing fundraised income (section 6). In some cases, as Holly (a parent and
governor) reflected, parents end up buying back what they had originally donated in the first place,
often at a higher cost. Tombola andffle prizes are donated by parents, stédit all levelsyand

external businesses in the months leading up to the summer fair (section 7). As well as providing their
formal unpaid labour by running stalls, school staff and their families also spendretime setting

up the fair and clearing it away (section 8). Both Stap Sophie lamented to me that whilst the

parent community were very generous in their donations of money and goods at fundraisers, there is
Ffglea | tF01 2F 02RASa 6G4AYSUOU FT2NJ KS Y2NB WAy
andChapter6 ® +I f FTNRY GKS @Attt 3S KItft O2YYAGGSS Aa
SEOKIy3IS T2N (KS a0K22f Q& FTNBS dza S Btthe suiBer A f £ | 3
fair is predominantly a fundraising event, Sophie is keen for the links between the school and the local
community to be strengthened, and she sees this informal exchange as one way of doing so. Multiple

and overlapping purposes are discus$erther below.

LG A& ¢2NIK y2idAy3 KSNBnminkyelenthadrelofgghiBed 2and Aelivergéddzy’ R NJ
aft A3KGte RAFTFSNByGfte RdzS 2 o0SAy3a SR o0& adlF¥FF
day and summer fair, for example, are held on the same day, towards the end of term, during the
school day Sports day is usually in the afternoon, following a picnic, with the summer fair straight
afterwards. As Katherine explained:

AG ¢2N)]a NBlLIffe ¢Sttt 2y aLR2NIa RIFe 06SOlIdasS @
want, if you want to get to amanypeople as possible, there's an ideal opportunity. Hopefully,
you know, if the weather's good. It's, it all works out.

Eventssuch asports day and summer fair, often have mar
purposes, including fundraising, enrichment, parent
involvementcommunity development, and marketing
Indeed, many activities within the TSOL cross boundarie
terms of having overlapping purposéas.particular, events
which are run for the enrichment (and enjoyment) of th
children at Applegood, usually have some sort of fundrais
element. For example, tickets are sold for school discos
film evenings at Applegood to raise funds for g@hool. In

contrast, Oakington put these events on for free (paid fFigure 14- Models by Dan (Year 4, Oakingto
through previous fundraised incomeknowing many of showing the ice lollies a parent brings for th

children at Sports Day, and the Coors Beel
their families could not afford a ticketed eventAt his family donated as a prize for Summer Fe

NM=



Oakington, events involving external people often always have a marketing (repulatiloiing)

element whereas Applegood focus more on community interactibhe combination of purposes

gl a S@PSYy NBTFTESOGSR Ay (GKS OKATftRNBYyQa INIg2N] & C
ddzYYSNJ FIANI FyR aLB2NIa RIFIéd NBLINBaSyid GKS walysS |
made in response to discussions about what fundraising for school and donations to school were,
shows his families donation of (sgfically Coors) beer, andthe €e2 f t A Sa I y2 i KSNJ OKA f

mum usually brought for all the children to enjoy on what was (hopefully) a hot sunnyldag, for

Dan, the same event was both fun for him and his friends, whilst also involving resource donation for
his school.

Other boundarycrossing activities in both
| schools are Farm School (Saunders et al, 2011)
and Woodlands (Forest Schod?®jrplott-Wilson
and Coates, 20)9Being in rural areas enables
' students to gain firshand experience of caring
for plants, animals, and the environment
(Noddings, 2005) through these initiatives and
v they are a fundamental part of the curriculum
"_. at both Applegood and Oakington. Farm &ah
¢ is run by Kate (a farmer and Applegood village
8 resident) who is funded through government to
provide farming experiences for local schools.
: : & o For the schools, Farm School is a free
Figure 15uMe (left) on a farm trip with Year R and 1 at educational activity. Kate hersetfffers it to
Oakington (counted aswtaffton this visif). Kate, a governoi many schools and other educational groups
and local farmer and her daughter (right) lead the visit more than she is funded to provide
volunteering for many hours to do sbhus, some of her work can be considered unpaid and voluntary.
Kate also happens to be a governor, thus is a formal unpaid volunteer fladeationin this capacity
too. Indeed, many individuals could be placed in multiple categories at once, for differentiestiv
they undertake, when they undertake them and how. Farm School is formal in the sense that it is a
planned part of the curriculum and is led by a professional who delivers the activities. Yet it has an
informal feel due to the nature of learning ou&sE YR G KS Ay Ofdzaizy 2F YI 0
activities who are homschooled by their mum and support her by further explaining and
demonstrating their practical knowledge and skills to their scleahlcated peers. Their education
represents astarkO2 Yy G NI ad G2 GKIFG 2F 1 LI S322R FYR hl 1AY:
involvement in the same activity but in very different capacities.

AR » N .

The woodland area at Applegood is a good example of the importan¢iefuse of)space and

temporality (when space is usedyhen exploring the place of voluntary activity in changing TSOL

O2y FAIdzNY GA2yad ¢KS g22RflYyR I NBlI gFa R2ylFIGSR o8&
dzaS YR | Wg2 NJ A yhbstiEnaR ddaiiRes af Schadizsthfitaydip GiiNeto ctear

the area and build the mud kitchen and treehouse. It is used both by Applegood pupils and the
Seedlings woodland nsery group. When Seedlings was first set up it was run voluntarily by Kate and
Crystelle (who came to run it one morning a week whilst on maternity leave) and was free. Although
people now pay to attend Seedlings, the labour involved to run it still cedssendaries. It is staffed

NMO



by Steph, a paid HLTA who is given time out of ”"
classroom to lead it, and Kim, a parent volunteer, w .
helps come up with ideas for activities, sources materi
FYyR Gl 1S&a LXK2G2a F2N
(promotion). Thus, over its history, Seedtnhas been a
free activity staffed and resourced solely by volunta
labour, to a paiefor activity, staffed by a combination of
paid and unpaid labour and resourced throudpnation
(of land), the school and reimbursed provisioning
Changes in the organisation of work activities acr
boundaries and the processes of provision at
consumption over time (Glucksmann, 2005) wi
Seedlings effect the interdependencies a
interconnections and thus, the TSO&eif. Farm Schoo

both paid and unpaid labour, with formal and mformW VR s \ Ko
elements. This is important because it is the crossing - Flgure 16- App|egood woodland area mud
these boundaries, that enables these activities to ta  kitchen, built by a predominantly male
place butalso take on their unique charactstics. volunteer workforce of dads and husbands

Whilst the interconnections and interdependencies between the different zones of labour are what
SylrotsS GKS ¢2N)] 2F SRdzOFiA2y G2 w3aSi R2ySQ> gAd
resources, priorities, and understandings of the activiiesg undertaken (Taylor, 2004, pg.39). For

staff, Seedlings and Hatchlings are vital feeders and promotion spaces forasgectiveschools.

Indeed, many reception starters each year have come through the woodland nurseries, confirming

the importanceof this marketingvhich makes use of ruré LIS NJF 2 dhhcesyfa@@elentthe kind

of idyllic, naturalchildhood experiences these schoolancclaim toprovide (Halfacree, 2009l

Hemming and Roberts, 2018; Pimittiison and Coates, 201.9Kate chooses to go beyond her

funded hours to provide Farm School due to her passion that children should learn about their local

area, food production and experience outdoor education. Kim had, up until September 2022 been
benefitting by bringing her owdaughter to 8edlings as well as helping to run it but now her daughter

has started in reception and so Kim comes alone. Kim explained her reasons for getting involved in
g22REITYyRa a | gleé& 2F WIAQGAY3I ol O1Q (2 (Hicus &aOK22
start to his educatiol NESOS I y R [ S & a.\B& Biaalsdadriitted tHatb&rig Bivolved H m U

Ay &a0OK22f SylFofSR KSNJ (2 (y26 K2g¢g GKAYyIEA 662NJ] SR
allay her own concerndays, 1996; Gillies, 200@\deed, beyond the promotional work of Seedlings,

Steph reflected that the mums who come are often seeking reassurance, suppoés@amaone to

talk tog. On the first of many Wednesday morning walks through the school side gate and down the

lane to the woodland, Steph said Seedlings can become a bit of a therapy session fonbevmu

turn up (Holloway and Pimlo#Vilson, 2012; Barnes and Nolan, 2019). This again reflects how events

and activities can have multiple purposes, and the vital role of emotional labour that diffuses so many

of these purposes in the (small rural) primmachool Emotional labour is discussed further below.

In both schools, voluntary activity is moving towards a more donat@ntric model of giving, where
goods and resources are requested, rather than monetary donations. Goods donation is a way of
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reducing cost and labour as it saves staff time having to go and buy prizes, but it also means parents
can recycle items, they already have rather than spending more

| think it'seasierF2 NJ LIS2LX S R2Ay3d R2ylLGA2ya 2F AGSYyao
G2Y02tF Qa3 2NJ NX FFf S LINAT Sa oXyouidérate thikgs ghdl & & 2 dz
GKSy @2dz Oy YIF1S dzLJ I KIFYLISN 2dzii 2F Al 2NE &
cupboard. So, people, then parents aren't pressured. Because of like thefdoghg. And

when you've got a few children, it works cafotd X 68 | S IddilEnk pedplewould 2 = L
preferitems. | find it easier. Cos it, you know, péof R2y Qi NBlFff e KI JgS OK
and that anymore its, so and then you get presents that you deaft. And you can, you

know, gift sets and thingsJS 2 LJf S RZy G d&idliNaQSWM {1 S wWeSLHQ I yR
use out of that. (Zoe)

Parents really value this form of giving because it is easier, cheaper and more inclusive than traditional
monetary donations.

In summary, exploring the work that is undertaken to make education possible in these schools
reflects the blurring of physical, temporal, and conceptual boundaries between paid and unpaid,

formal and informal work. It also shows how the work of educaisamot always academic; fundraising

and marketing are key areas of work which the school are required to dedicate time, talent, and

resources to. The next section of this chapter explores how this crossing of boundaries involves
invisible labour, and somef the consequences of this invisibility.

Invisible Labour

Much of the unpaid work undertaken voluntarily at Applegood and Oakington is often invisible
O05FyAStas mpytTod® LG A& Ay@AaArAofS Ay GKS aSyasS (K
0S0IdzaS (KS @2fdzyiSSNE ARISYOSAPEEE RREF QD2 NBPR IEN
three-fold conceptualisation of the cultural, legal, and spatial mechanisms through which work is
YIRS WAyogAaAotSQ OFly 068 dzaSR G2 SELXIFAY GKA& ¥FdzN
modelA & O2yFTAYSR (2 GKS adzoOlFG4S3I2NE 2F Wi20S g &s
Ya2(08 2 tfteQ Ay@AraAirotftS® LYRSSRY 2dziaARS I OF RSYAIl X
GKSY @2tdzyiSSNI 62N Aad RIORAAPBIESN) RIRAzZE aFiSdayy
This is also the case for the voluntary activity at Applegood and Oakington. In addition, much of the
voluntary activity undertaken is also mad#ocioculturallyQand Hociospatiallyinvisible. The

remainder ofthis section will examine how this happens.
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Mechanisms of

Invisibility
J
I T 1
- N 7 = r -\
Sociocultural Sociolegal Sociospatial
mechanisms mechansims mechanisms
hegemonic cultural work not legally defined as spatially segregated from
ideologies which are... ‘emplovment' bui as... the ‘workplace'in the...
_ A
—— m, I ] 1 N
': ) 's N [ \ ' \ ( VIl 1
Enacted on Enacted on Noneconomie icil ; i
workers' bodies workers' skills work Illicit work Informal work Domestic Public sphere
) . . 1.€., 'black i.e., 'off the sphere e, labour in
e.g.. aesthetic, eg., i.c., not working market' work, books' work, e.g., paid/ I:é‘urcaatcd
.':‘]]?m.mna'] 8; natural LSE}E]F}H for wj:nges but such as illegal such as street unpaid domestic T work
identity wor of skill, d:km ar.. sex work, drug vending, & home-based institutions.
care worl caling infi ror] . N
dealing informal work digital labour
J y, ) recycling J i Y,
- ——
‘s \ . N
Love & service Education & experience Rehabilitation
¢.g., unpaid care e.g., workfare, internships, e.g., prison
work, volunteer graduate student, student labour
work athlete & disabled labour
v v S

Figure 17- Mechanisms of Invisibility (Hatton, 2017, pg.339)

Whilst statistical data suggest that teachers are the least likely group in society to volunteer, this fails

to appreciatethe amount of unpaid, voluntary work they undertake in and for their schools. Once this

is considered, teachers emerge as some of the most civically active members of society (Body et al,
2023).In the case of ta schoolsin this researchit isnot just the teachers, bucurrent and formey

staff at all levels,who undertake the mostvoluntary activity for their schoolsgiving time, talent,

money and resourcesabove andbeyond their job descriptions and paid howsery day Nancy,

I LILX S BasiddRManager, is a very active and integral member of the PTA and regularly steps in

to run after school club when staff are abseBtS Y Y = hl { Ay 302y iensiefsiid Y S& & Y
as aone-to-one TA when needed, even though this is not her jobresponse to requests from
ApplegoodoupilsCandice supported in nurture group, she set up a jewellery club after school, sharing

her skills, knowledge, and passion in her own time \ith pupilsand providing a further space for

them to talk. As discussed above, Crystelle set up and ran Seedlings in her own time during her
maternity leave.Staff (especially TAand other support staff  NB Ff 42 @AGlIE Wo2RA
events where parents cannot necessarily be relied upon to turangphelp Almost all stafin both

schoolshave provided angrepared food for their pupilsand often top-up the resources in their
classroomsand buyor makepupils giftswith their own moneyand in their own time:

Angela had crocheted all the children in her class a little character each to give them tomorrow
asanendoftermgita KS KI & O NBSFdzf f & O2yaARSNBR (KS OK
when deciding which character she would make.

[Oakington Daily Fieldnotes02 July 203]

These examples show not only the vast amount of time, expenseskitidvhich underpin school
At ¥¥Qa @2fdzylit NE FOUAQPAGRSE oOdzE FRAAAVYEIGSAT AW
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OHnmT O OFGSIA2NRAlFGAZ2Y 27T OflingnftinSeSalemat®did] labdura W 2 ¢
(Hochschild, 1983therefore deserves further attention heref OK2 2t adl F¥Qa 62NJ] A
academically focused. Care is a crucial part of their role, especially in schools like Applegood and
Oakington which cater for some very vulnerable children. This work is also becoming even more
important postpandemic ad during the cosbf-living crisis when children and families have

additional pressures and woes as aesulto wiA 2 t 2y OS fLlicas®1tial2028).5As well asm T

OF NAY3AZ LINAYIFINE &a0Kz22f aidlFFf faz2z FSSt GKS ySSR
0KS Wl {Y2aLK@Gayldrand Higdmsty, 20048 Bxpected in a primary school classroom.
However, in this feminised environment (Skelton, 2012), this work is made-soltimally invisible

through its naturalisation. Interestingly, staff motivations for undertaking unpaid, voluntary work in

and for the school and their pupilste similar if not the same as those given for entering the education
LINEPFS&daAz2y Ay GKS FANRG LI FOST G2 YF1S I RAFTFSNI
adlr¥FF FSSt GKFG AT (KSe& RARYQO diy RN 162 di KRAYZQ (S E
YR GKS OKAfRNBY g2dz R YAaa 2dzi 2N WadzFFSNID | a |
for teaching, which is considered a vocation, closely align with the altruistic motivations prevalent in

the literature on wluntary work (Hustinx et al, 2010; Clary et al, 1998us, the totality of their work

may cross boundaries, but these are largely invisible boundaries, especially as perceived by the staff
themselves whose voluntary work is seen as an extension of their formal paid roles. Invisibility of
emotional labour anatare, however, is a problem as it minimises the importance of this work which

should underpin all elements of education for every child (Noddings, 2005; 2012) and thus it fails to

get the policy att@tion it deserves.

Not only do school staff themselves fail to recognise their own voluntary activity, but so too is the

S @S NBvVBrkOBf schbol staff devalued by a sodialtural rhetoric that suggests they only work
0SG6SSYy (KS K2dzNB 2F dFlY FYR oLl FyR 3Si aO0OK22H
Teachers and senior leaders always start work befare, 9emain after the children leave and work

through holidays. Teaching assistants often run breakfast clubs before school starts, come in early to

set up their classrooms and stay late to tidy their classrooms and support after school clubs to provide

vital wrap-around careand supportfor the families they servéBarnes and Nolan, 2019)/hilst this

work is often(socioculturally)invisible, it is also expected for stéit all levelsjo work beyond their

contracted hours and job descriptions (whether this is publicly recognised, or not). In a system where

there is chronic underfunding and poor pay, expecting (and necessitating) staff to engage in unpaid
voluntary labour both in anduiside school normalises this labour and makes it an invisible extension

of educatorspaid work (as legally defined in their contracts). Those who do not (or cannot) undertake

this additional work are seen as bad and uncaring, failing to conform to the expected identity of one

who works in educationAnd yet, theimplications of tle sociocultural rhetorics which require

increased staffworkload (poor recruitment and retention, burnout and high turnover) damages

OKAf RNByQa SRdzOF A2y [OyerdedHEpS any Bagsy,12019; Walker 2023) 2 T &
The more it is normalisedhe more difficult it becomes for this work to be properly recognised and
renumerated, feeding back into and intensifying issues associated with workload. Crucially, these
workload issues extend beyond teachers and senior leaders (as often discuskediterature and

policy debates), to the work of teaching assistants too (Weale, 2024):

But again when | was in the classrootaste@ S N ! YI | YR 20@A2dzAafté ol
days out of the week. You know, he used to come out of the classroom 3,4,5,6 times a day.
So, then | used to, well one of us, or whatever TA was in there at the time would pick up from

NMT



GKSNBE KS gta tSTaG 2FF 2NX @& #laklihee@ypuferduch ¥ [ A O
and suck® | 2 dz | Yy 2@an yob QKR ¢ FealEnot a probledm You know, we took

over. Butthat could happenNot at all Orup to 67 times a day, you know? So, it does have
an impact on the clasg¢Nat)

blriQa RAaOdzaaAzy 2F (GKS GSFOKAYy3 $2N)] akKS KIFIR G2
staff capacity (a senior teacher who is also SENCo) reflects how, especially in the small school, teaching
assistants have intense workloads which aften unrecognised anthvisible outside of the schoal

it is both socieculturally and socigpatially invisibleAnd yet, this extra work is vital to the d&y-day

running of the small rural primary schaphnd to schools of all sizes (Ibid; Hartlazicl, 2024). Whilst

teaching assistants willingness to fill these gaps keeps schools running, many are often unqualified

and untrained, resulting in a poorer educational experience for all children (Lewis, 2023). If this
happens on a regular basis, it ses serious concerns for the lofigSNY S¥FFSO0Ga 2y O
educational experiences well aghe status of the teaching professiatself.

Due to the multiple and varied examples of voluntary activity undertaken by staff discussed above, it
O2dzZ R 0S FNHdzZSR GKIFIG adFrFF NBLNBaSyid GKS WOAGDAC
| 26 SOSNE oKAfAd GKS WOAGAO O02NBQ 02y OSLIi OlFy oS
who account for the largest share of a variety of dimions of giving (time, talent, money, and

resources) in these schools, the concept does not really work in terms of an identifiable demographic
group. WHilst almost all staff are femajéhey vary in terms of their ages, educational and occupational

f SOStX YR NBfAIA2dza LINF OGAOS&ad ¢KSNBEF2NB>X (KAA
WY2aid OA@GAOFtfte FOGADBS AYRAGARdZ £ aQ So SHORINMIOO IOE I
concept.Conceptualising school staffthis waycontrasts with much of the literature which finds the

voluntary workforce of schools to be made up predominantly of parents (Musick and Wilson, 2008)

and is a crucial original contribution of this thesis. Moreover, recognising and appreciating (making
visible) the complex and varied nature of the work school staff, at all levels, undertake is vital if we are

to understand how we could better supportadt to achieve the best outcomes possible for children.

These findings contribute to this recognit by making visible the extensive voluntary activity of

school staff at all levels.

Exploring the mechanisms by whithe voluntary activityof staff is rendered invisible raises the
AYLRNIFYG 1jdzSadGAz2y T WAY@AaAofS (2 $K2KQ ¢ KNERdAAK
uncover much invisible labour but, in doing so, recognised that (depending on the actirdiypins

fFr NBSte Ay@AaairotsS (2 adFFFE LI NByidiasx 320SNYy2NEB |
divided into her support at Seedlings, and her role as a reading volunteer. Her Seadtinifg is

visible to $ph who she directly supports and the parents who attend. However(sbisiospatially)

invisible to other staff members, the parents who do not attend and the school children. In
comparison, her work as a reading volunteer is visible to most staff, to the parents of the children with

whom she reads (via comments in their reading records)raadt of the children within the school

who, even if they do not read with her, see her in school carrying out this activity. To each of these
groups however, shesifirst and foremost, a mum, rather than a volunteBut it is important to

NMY



recognise that Kim is a middédass mothet Gillies (2006) observed classed differencemathers'

involvement, finding that middk©f | a4 Y2 (3iKSN&E FNBE Y2NB Ayg@d2f SR Wl
GKAOK Aa GNHZS 2F YAY®D | 2 45chSputilly)vsible. MayAmnedal O1 Q A
workingOf  3a Y2GKSNE SELIX IFAYSR GKIFIG aKS Aa OSNEBE Ay(
wanted him to do better in school than her and her husband had done. However, because she works
full-time as a nurse, and her husbarsdcurrently undertaking unsalaried teacher training, she could

not afford to commit to joining the PTA b3 A @S & bakihgdkes fod school and PTA events.

This highlights what many parents have said: that they cannot give time but will gladlyedyoeds

and money when asked (and where they eain) { &ifhertifepisodicv2 f dzy 6 SSNARQ Ay [ KI |
further discussion on this.

l'y20KSNJ IANRdzL) 2F Ay @AaAroftS @2fdzyiSSNa NBE GKS TS
often do not know who they are or what they do. Whilst governors do undertake monitoring visits in

school, they are rarely present in the school as nmggtitake place outside of school hours and, since

the AOVID19 pandemic, they tend to take place online. Thus, their wodoisospatially invisibldéo

most members of the school communifhis is not to say that all the governors are invisible in dchoo

Frances does art with the childrem Applegood Kate runs Farm School, HollynsApplegoodgarent,

and Crystelle is the head of school and teaches Starafl@gsplegoodWhilst they are visible in these
roles,however,their workas governorsemains largely invisible. Governors are an unusual category

of volunteer as the governor role carries a great deal of responsibility and account@laitites et al,

2010) In fact, Kate expressed that she did not believe the role of governing could consnae a
voluntary role as it has become very demanding and tooesuming(Forrest et al, 2023)This is a

problem for schools and governing bodies who seek to be diverse and representative of the
communities they serve because the role currently attracts predominantly white, retired, middle

Of Faasx LINRPFSaaAzylfa | a 2ANR al 20 KO2aY YR digiaanel 18KS\ ON.
between the everyday workings of the schools and their governors was evident when Brendan told

me he didn't know why | was researching these school@athing happens heke Not onlywas this

an incredulous statement, but further reflects a lack of appreciation for the deyrday voluntary

activity of staff(at all levelsand parents which is rarely recognised for the important role it plays in
education provision.

Sophie, theApplegoodPTA chaifformer TA and parenisone of the most civically active individuals

at ApplegoodWhilst she is no longer a staff member, it is this experience, alongside being a parent,
GKAOK Kl & 020K SYKIYyOSR YR RAGSNARAATASR (KS @2t d:
benefit, crossing boundaries in order to do.s®he is highly valued for her role within and for the

school, with many parents and staff easily identifying her as synonymous with apjfusttivityat

Applegood discussing her in both her current PTA and parent capacity, as well as her former TA
position However, whilst she is visible in this sense, much of her work takes place outside of school;

in her own home, in supermarkets, at her own workplace, in the pub, in school but outside of school

hours, rendering it socispatially invisible. Indeed, whilstaff and parents can identify (treutcomes

2F0 {2LKASQA 62N)] X (GKSe& OFyy2{ I a laBdurdhatimakest NI A Odz
outcomes happen). Whilst Sophie is no longstadf member she is the registered chair of Applegood

School BEndraiserdASFand so has some legal visibility here. Interestingly, Sophie discussed the need

GG ¢t WRE W 30T Wet RONDWAEHE NI Y2 OT WRUNYI GéqRYULWNI V4 WGE
YRAR2GCqRYUIO
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for a fundraisers email address to be created for her after she ceased being a staff member to lend
authority to her requests for support from external businesses and the management of these relations
as she was being ignored or not taken seriously withiig authority. This again reflects the
invisibility of voluntary labour when it comes into contact with paid work (Dixon, 2017; Johnson et al,
2023). Because it is publicly perceived as a noneconomic actegyestsfor voluntary supportcan

be treated with suspicion by paid workers.

The extent to which the work of the organisation and delivery of enrichment events is invisible to
parents is summed up by Sophié:think parents think it just happebsThis invisibility makes the

work itself more difficult as parents do not realise what is paid for through fundraised income (e.g
Easter eggs, Christmas presents, Year 6 leavers gifts) and fail to appreciate that whilst fundraised
money might pay for resources, it does not pay for the time thatakintarily donated by PTA
members. Whils Sophie did not mention feeling the need to be publicly acknowledged for the
voluntary work she does, she does feel the lack of knowledge and appreciation leads to less voluntary
labour, making her work harder. Thus, issues of invisibility are importanbmhsider because they

relate to issues of satisfaction, communication and understanding, which further negatively impact
volunteer recruitment and retention.

CKS / KNRRRBY{ h|

| 26 YdzOK @2fdzy Gl NB 1 02 dzM) A XS ESugp@ii@ éhérigs (K S
mainstreamn most schoolgPower and Taylg2018) Indeed, many children did refer to major charity
fundraising campaigns in the art groups, when asked about voluntary activity, including The Poppy

O

Appeal and Childrenin Neeld.2 6 S @SNy 0@ NB | Oa @A G A& | faz2z LXLFEAY
AY GKS Tdzfihyea NOGR/ ARIR 2F LINA Y NBE & O keedingly, ( KSYa $

after we haddefined voluntary activity irart groups, when asked about volunteers in their schools,

OKAf RNByQa TFANRG & oy a Spkdifié teagh@rshis SuNSTr refieets Iy natudlS A NJ ¢

the blurring of boundaries is in the work of school staff, as children see even their voluntary work as
a normal part of theteaching assistantole. Despite some confusion, at Applegood children could
identify what various volunteers did in school when prompted with their names, and older children
could often recogise external volunteers unprompted, such as Maggie, a local church volunteer who
runs collective worship, Frances, a local governor and artist who gives lessons in school and helps with
scenery for school plays, Jane, a reading
volunteer, and Peter, a local gardener and
parent who hosts the children at the
gardens for science lessons and visits. With
fewer external volunteers at Oakingtoit,
was the & ( I FuRdmaising and event
-~ organisation that was (more accurately)
identified as voluntary by (especially the
| older) children.

Figure 18- Drawing by Lizzie (Year 3, Applegoodgpicting a
range of voluntary activities she is aware of at her school
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Indeed,whilst many adult participants during the resear
expressed their beliefs that theOKA f RNB Y

NEO23yArAasS | Oa@BAaSa | a4 @2f
22 aSR (2 amyrdseakiNditth theNBlyfdi
SOARSWKI BKERS I Y2NB | REYS
dzy RSNR G yYRA Y B2 2 @zy &S N6y EISN

E ba @2t

e
\a

x 3
\

YR | Oh@NKSS&AI 40K22f (KI Y | CA 3dzNB
Mys RN}Igy o0& [ATTAS o,8FN 'SLIA O a
| KNA&GYLF& CFHANE GKS 28Ky \R y dzN& |
KSNESET KStLAYy3 (o2 OKAfR pSta 27
GKS LXIF&3aANRdzyRd { KS LX I OS J O NRAY:
OSYiNB 2F KSNJ LAOGdINBI ¢ Ga 27
| Qo A& AadNNRdzyRAY3I KSNE y G(KSe@
G2 KSNO2[f RIdINFIIDE LA Ol dzNB yaA DS
1y26t SRIS 2F @2t dzyidt NB | S 41l &

SELX FAY (G2 YS Ay RSLII K 6 K Figure 19 Artwork by Eve (Year 1, Oakingtos U SR K §
CA JdzNB M qu YI RS o a 9¢S 0 depicting a range of fundraising activities an y- 0 RS L.

outcomes she is aware of at her school

Lf T RRAY LI yi2YAYS {NAYLIZALI: ) AdAy3az
ONBIFGSR G2 aStt oFryR o0d2 oFO10 Fi G4KS /KNRAGYLl a
OF YR KSNJ YdzY KFER o6F 1SR T2MHN® dCEf BAKSEA YOR yYRSALID dizk & A
FOs@Alle a Fdzy (GKAy3Ia GKSe& 3ISG G2 R2 Fd aodKz22ft o
{KS 2NBIFIyAaSR KSNJIFNIg2N] Ayid2 GKNBS aSOesz2ya NBL
GKSe 20DdAKBBBENREKINEG & 02y RdzZOGSR Ay 5SOSYO6SNI YR
a22yzx a2 90S sl a LikmbPRA 68T OKISEOR GBS RS 206 2 Hzd 2 dzii A
RA&AOdzaaAz2zya Ay (KS aSaarzys 9@SieKIRI 4 kxR (2 7 YR/
SIOK StSYSyid G2 YS Ay RSGFIAf® ¢KSaS OKAfRNBY (K
R2yl a2y GKNRBdAK GKSANIFNIG2N] yR RA&AOdzAaAz2yas N
FYR GKFG AfGZ 63 ASNE RI2NNUWIF NI 2 F (0 KSA R aSiykezz2etS RYE LIS N.
¢tKS OKAfRNBY (KSvyaStg@gSa 46SNB | faz2 Ay@d2ft @SR Ay @7
AYyOrarof KA AWRAXAKGPAE Ale 2DSyYy NBadzZ SR TNRY @21
| o NB 3 dzf | NJ LI NIK I 20F GKOK 2RNEB yE AGTSINES
G2 Sy3r3asS Ayod LNBYyAOFHffe (K
@2t dzyGF NB | Oa@A(lE 2F d@IG o1 a
OKAf RNBY | YR SXSi CBNI@BSESdRHINE R NJ
o8 WFEO1l 6,SIENJcX hl{AWAG2Y 0O |
NP dzLl) RKINSSi sy O | OsPAaSa KS
Ay GKS &adzYYSNJ GSN¥Y FyR &2 K.
FNBA&K Ay KA&a YAYRY o0SAy3 | a
AL NIa RIFIexr aSttAayda NIrbPS o078
Figure D - Drawing by Jack (Year 6, Oakington) F 2 NJ G KS adzYYSNJ FI A N& (V)Kﬂﬂvif GI'1
showing (left to right) his role as sports captain, dzy A T2 N RIR® )/leﬂglhﬂlﬁy\ K& T2NJ (iKS$S

selling raffle tickets for school fundraising, and

taking part in nonschool uniform day FFEANI G2Y02tfF ® LYRSERIRGREW L

5{2YS F2dzyR GKS LI yYyiz2YAYS WwWi22 t2d2RQ YR Wi22 ONBSRSR
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GKSANI a0OK22ft gA0K2dzi FalAy3a 2N oe @2tdzyai SSNAy3
AyOf dZRSR KStLAY3I 6AGK FdzyRNI AaAy3d O0RAaOdzaaSR Tdz
SPSyidaz YIylr3aAay3a GKS aQrA DN ¥ENIONENE >0 302 WX\ O C
20KSNJ YSYOSNE 2F GKSANJ aOKz22f O2YYdzyArAideo
C20dzaAy 3 2y (BKkdy &t alf(20@ argueSthat cHilddenS/Ew charity not only as money,
but as being embodied in everyday acts of kindness, fairness, and empathy. | found this to be pervasive
in these schools, especially in terms of the care older pupils had for the younger childrem femals
of the level of awareness and care for pupils with SEN. Majt participants across both schools
highlighted how proud they are of the caring and inclusive ethos of their schools and how this
sociaises the children into being understanding individuals:
¢tKS OKAfRNBYIZ (KS Y2NB @dzZ ySNIo6fS OKAft RNBYI |
YdzZNIidzZNBE GKSY® LGa t2@0Sted owoxX6 L GKAYy(l GKFG G
acceptance of people that are different. We talked about thatlier, we see that a lot. They

justgetit. It's not really tolerance. They have just more ofianderstandingf other people's
needs and things. (Laura)

Whilst the children are explicitly taught these values through collective worship and religious
education (Holmes and Praftdams, 2021), the school staff and students also implicitly teach these
valuesthrough their everyday embodiment of the school ethos (Ibid; Keddie, 2018). The small size and
numbers were seen as particularly important here as every child isetbehoot spend break and

fdzyOK GAYS (G23SGKSNJ 2y (GKS &alYS LXFe@3aNRdzyR 6aSS$S
them regularly to every other member of the school community in a relatively small space. SEN
children are also educated in the same classnaas their noFSEN peers. This closeness meant that
friendships occurred naturllé = gA G K2dzi GKS ySSR F2NJ I F2NXIf Wo
are aware of and volunteer to look out for others, and this benefits both thadthose they care for
(Kalambouka et al, 2007). | identify this as voluntary activity as the children perform this care work
without beingasked. And yet it is often invisible to both adults and children due to its naturalisation

as an everyday practice-keeping with the inclusive and caring ethos of the schools. Nevertheless,

this is a valuable voluntg activity for children to engage in, contributing to their philanthropic
citizenshipBody et al, 20213nd everyday understandings and practices of ¢hieddings, 2012Zhat

benefit themselves and others

Maintaining Boundaries

Whilst the boundaries between work practiceshese schoolare blurry, there are significant efforts

made to maintain them (Lamont and Molnar, 2002), which has significant consequences. For example,
Sophi@ ! LILJX S 32 2 Bpake akout the nOeid khk fedls to keep the boundaries between the

school budget and PTA funds in place to ensure PTA funding is used only for enrichment purposes and

is not subsumed into the general school budget. Although Sophie has started allowiragse
teacherstoput ol I NR WgAaK fAa0aQ F2NJI GKSANI Of  aasSasx {2
and cannot come from the PTA budget. Interestingly, whilst a request for new furniture for the Year

3&4 class was not allowed, new books for the Year 5&6 class wasdiffersg interpretations and

a blurring of boundaries remains in negotiations over what is understood to be a school budget
resourceor enrichment resource. Moreover, these negotiations have become more common in recent

NN=



years as increased funding cuts mean that the school struggle to fund core resources from their budget
and Crystelle feels the increasing need to turn to the PTA fqr. Aidle introduction of wish lists was

a response to this struggle. However, this highlights a fundamental inequality between Applegood
who have a PTA and Oakington who do not, in that resources and capital are already unequally
accessible between the two schools. Crystelle at Applegood has the option of turning to her PTA,
whilst Oakington staff have no such resource to draw upon. Thus,rfgrudits by government which
necessitate schools to find other sources of income exacerbate inequalities between schools with
PTAs and those without. This does not only put extra pressure on(stdécially TAs and other
support staff who are most oftemvolved in PTA activityput it also negatively impacts the children

in these schools who should not have to rely on the availability of voluntary support to receive a good
education.

lalAy3d GKS ljdSaidArAz2y WogKIG O2dzZ R @2dz y2( R2 gAGK?2
reflections and discussion on whaarticipants believedshould and shouldhot be provided by
voluntary activity in education. Whilst there was a distincti@onceptual boundarybetween
fundamentals being paid for by school budget and enrichments being paid for by fundraised income
and delivered through voluntary effort, certain enrichments were conceptualised as fundamental,
especially at Oakington whe there are more deprived families:
CKS Y2ySeé 6S NBOSAGS XANP YIKKSEIE OKRRI &XK2ys Rl
OKAft RNBYZ F2N) aidlYy3a FyR GKAy3a tA1S GKFGd C3
FSGS &aK2dzZ R 6S R2yS NB3IFINRfSdad 2KSHGKSNI GKI G
FSSHKAMI S oA LI NI 06SOFdza$S y2 ¢ KIfli UG KA LR NNSIyS
L dKAYyl1® .dzi SOSNBOKAYy3I SftasSz e2dz {y26X 6S R
2 KSGKSN) 6KS a0K22f NB@S¥FER BRIKY2Y Se TFT2NJ A
YIet SAIK &l g GKS / KNRadyYla CIFANI Fa | ySoSaaadae
LIN2Of SYa RIABOZY¥2YKS aRORINRdzyRA 2F a2YS Tl YAfASa
g2dzft R y20 20KSNBAAS NBEOSA@SYy ANB2Sy GH® ¢ KENHA WdzY
SYNAROKYSyYy(d GKIFIG Aa FdzyRFEYSydalrf (2 0GKS Ay Of dzaA dA
GKAA OGKNRAAK @2fdzyil NB | Osa@AlGes AdG NIA&Sa GKS |
20KSN) 0K 2K % @XKSay i NB | OsAilie R2S8& y20 SEAalG
OKAf RNBY ¢2dzf R YAaad 2dzid ¢KI G @2fdzydF N F Qs @Al e
LJdzo f A O SRdzOlF a2y &a2aiSY 6KSNY SOKBR{ORKAARRSE & DAz R
Furthermore, whilst children knew that a lot of their fundraising went on school trips and other fun

enrichment activities, many also brought up spending on fundamentals such as books, stationery,
fixing the school roof, and even SEN resources:

L I ®KIRE | 602dzi FdzyRNI AdAy3d S R2 FT2N) aOKz22ft
gKEG GKS a0Kz22f 3 RPRS BRIAHER VIIRY CAVIKED Ly R | MHIRE 0
4 K AylissNRaSWRGS (KAE2 RYRY P2NKEPF24KS HAANRI ! 51
384G tA1S &aSyaz2Nk aiddaZiQe L 6+a FYFT SR o6& (KAa&
GKFG aKS y2a0OSR YR @IfdzSR GKA& &dzLJL}2 NI KSNJ :

oht 1{Ay3idz2y / KAf RNByQa ‘bRIDSYRIE dzlJH mm 0 K
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Whilst there was an agreement across these schools that funding for fundamentals like SEN resources
should come from the school budget, staff spending on, and donations of these resources were
pervasive. Sadly, they were also deemed necessary due tossthatll budgets. Whilst key equipment

adzOK |a aSyaz2NE OANDdzAla oSNB LINPJBARSRI wavl ff
aSyaz2zNe G2easx FyR G2ea tAYy1SR (2 GKS OKAfRQa LI
OK A f RNEB yicesiat ShoalJamidwBich stééit emotionally motivated to providat their own

expense

Walking round the local boot fair, | met Liv and Nat. Between them they were holding a range

of items, including dressing up clothes and cuddly tdysF 4 SNJ SEOKI yi3Ay 3 &
O2YYSYyGSRY ae&2dzQ@S R2y STheyJaughed and Aiy il Deéyhady 3 (G K
0SSy t221Ay3 F2N) Wdzy RSNJ 1 KS &SI Q GKSYSR aidzF
class in Septembe@rla and Rosie both ha®ENI thought how sweet it was that Liv and Nat

were spending their own time and money to souiteens for their classroom that would make

Orla and Rosie feel more comfortable at schpbknow they both love mermaidg!

[Oakington Daily Fieldnotes, August 2023]

Whilst examples like this no doubt show SEN children that the
adults in their school care about theni,SEN children think the
things they need to support their inclusion irmainstream
classrooms are alwaysrovided through fundraised incomer
donation, this might socialisehem not to questionor consider
alternative ways they could be provided (e.g. political decisions
and spending priorities\Power and Taylor, 2018As these
children grow up in meducation systentlominated by neoliberal
policies they arebeing given the messaghat citizens should
provide for themselves, and that the welfare state will not always
meet their needs. This can lead to wider questions abthé
inclusivity of the education system. If certain special educational
g needs are not provided for in mainstream education, or are only
...[ B N¥M@EEO to¢ | 1¢ tor| |- accessed through fundraised income or donations, this tisés
¢ 0T IOAYt RUIOs Rgétog W2 GKSNAY3IQ 2F OKAfRNBY ¢K2 ySSR
HuYa 6;“62.* NY e* lF]HKI)iI K})g, schools creating a conceptual and sometimes even a physical
5 e boundary (see Figure 21) between SEN and®BN Constantly
having to rely on voluntary activity to provide f8BEN childrersends a message that governmenedo
not value their educationough to ensure they can access it on a level playing field with their non
SEN peers. Thus, whilst voluntary activity can benefit children, it can simultaneously (and
unconsciously) perpetuate signals of exclusesulting in SEN children feeling that they do not belong
in mainstream settings.

Whilst boundaries can be strict when it comes to fundraised income, they appear to be more flexible

when it comes to giftén-kind (resources). Whereas Sophie prevents fundraised income being spent

2y WO2NBQ 00dzZRISG U0 NI A& 2texdhBrSoiask pardatS foridanatiprS Sfyfor i 2 Sy
example, arts and crafts resources for curriculum activities. The formality of monetary donations
compared with the informality of gifte-kind appears to mediate between different purposes
(academic or enrichmeahwhen it comes to donations so that if donated items are given informally,
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the purpose to which it is put is not so strictly monitored. Arguably, however, if donations are
specifically asked for, this may seem more formal to parents than if they donate unasked. Indeed, if
LI NByda @gSNB G2 FSSt (KSétivead NP RADONWNR yE O 2 FNIDRREBCG
resourcing curriculum activities it is likely to produce negative experiences and unequal outcomes
(Body and Hogg, 2021, pgs:13). Not only would this be an unreliable source and place unethical
pressure on parerst, but there is also the risk that tensions could arise between those parents who
can and do donate and those who cannot and do not. Thus, whilst Sophie fedisatia¢rsmay pre

judge the willingness and capabilities of their parent community (Ibid; Holloway and Rimilstin,

2012; Barnes and Nolan, 2019) and that a lack of asking inevitably leads to a lack of givipaydras)
schools cannot and should not (need to) depend on donations from parents for core activities in a free
and public education system.

Voluntary labour is an interesting category becausephgoseto which it is directed can be flexible

but how it happens can be very controlled. Volunteer readers, for example, are directed to the core
curricular activities of phonics and readipgpgressionIn contrast, for the parents and staff who run

stalls at the school fair, their labour is directed towards the purpose of fundraising for enrichment
activities. Despite the multiple purposes to which voluntary labour is put to use, however, voluntary

labour itself is no longer as free or informal as it used to be in decades past (Bell and Sigsworth, 1987).
There are many more formal rules and boundaries in place now. All volunteers in direct contact with
children must be DBS checked. Not all volunseame willing to go through this formal process which
potentially reduces the number of volunteers the schools could benefit from. Indeed, DBS came up in
YIye AYOGSNBASGa & | O0FNNARSNI G2 @2tdzydF N2 I OlGA DA
of the previous governors, who would come ictolO K22t (2 WFAE (GKAy3I&Q FTNBS
raised around insurance meant that this practice had to stop. Nevertheless, many agreed that
increased formality was positive and necessary to keep everyone safe, even if it makes recruiting and
facilitating voluntary support more difficult. Oakington had found a solution to this problem by having

staff members relatives come into school when the children are not there (evenings, weekends, school
holidays)i 2 LISNF 2NXY Y| Ay ( Syl y QiScussdddy Greg inlthe exrdctta [ A O QA&
beginning of this chapter).

In both interviews and observations, references were made to the need to maintain boundaries
between (certain) parents and the school, amalv participation in voluntary activity by parents can
complicate this relationship-or examplewhen Applegood haveparent volunteers in schoothey
keepthem to defined roles and prescribed physical locations to maintain both spatial and social
boundaries(especially keeping parent volunteers separate from their own children whilst they are
volunteering). The complé&y of managing (and consequences of mismanaging) these boundaries is
clear in the relationship Oakington school have with Lssgarent volunteer, who often fails to
appreciate the boundaries she cannot cross in school. Gemma discussed with me an occasion where
[REDACTEDJad turned up in the middle of the school day wanting to go up to the woodland
classrooms to hang up some bunting that she had made for the Hatchlings woodland nursery. Gemma
had explained that whilst the bunting was lovely and she was very kind in legr stfie could not let

her on the premises alone whilst the children were in school (she is not DBS checked). She said
[REDACTEDdt angry about thisSuch encounters are frustrating for staff who must balance the need

to maintain boundaries and keep chith safe, but at the same time do not wish to discourage
voluntary support and donations and, more crucially, good relationships with their parent community.
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However, the situation witfREDACTEB$calated andpithe end, Oakington had to go to the extent
of blocking[REDACTEDjom the schools Facebook page duenmmunting conflict and damaging
comments being posted

In the staff room, there was a big conversation going on about how §REDACTERS at

GKS | I N¥Sald cSadaAaAglrt G2RFHeX [AQ alFAR &akKS ¢l a
FNRYy(Gd 2F 20KSNJ LI NBydazr aleéeiaya akKS glayQd 32
I FGOKE Ay3aa +a Ad ol a NHzo 0 A at&serdyhdt to DEkBgtoR A Ry Q (i
FYy@Y2NBEX DSYYlF &lFAR a4KS YAIKG ySSREDAZTED]f 201 ¢
had collected all her stuff from the office yet. Gemma $REDACTED&d sent[REDACTED]
[herhusbandp y G2 O2ff SO0 addzZF¥z o0dzi KS&vsRidtReyeQl 1Y 2
gla adAatt addzF¥ 2F KSNE Ay GKSNX a2 akKS al AR
come back to school.

[Oakington Daily Fieldnotes, 29th September 2023]

The decision to bloclREDACTERPmM the Facebook page is an example of a st@jf could police

the boundaries between (difficult) parents and the school in order to prevent damages to the schools
reputation and sabotaging of thepromotional efforts. However, such boundary maintenance also
extended to Livtakingothel RRAGA 2yt @2t dzyidr NBE 62N] 2F RNAGDAY:
outside of school hours and in her own time so as to preyREDACTEPhysicallycoming back to
school and causing further tensions. Thus, the voluntary work of staff is not always aimed directly at
the education or enrichment of the children in school but can also be utilised to manage relationships
with parents.Indeed, the relationship betwedREDACTERBhd O&ington fluctuated throughout the
research between the difficult behaviour discussed above to her being one of the dRttomigest
supporters (see Chapter 6 for further discussion of ti#$)e would often discuss with me in field
conversations how much she loved the school and would engage in voluntary activity to improve the
OKAf RNBY Qao ASEIDINM S/yA0 SKaS Nsuck d@syprovitlinglzihnideniSgNiBsoubces for
Hatchlings(which her youngest daughter attendahd helping to organise the end tdrm leavers
celebration(which her eldest daughter attendedyhis shows that boundaries in these schools are
Wi APSQ 6A0K (0 Kefuly 2ngnage IrelatipnsiyipBherRthey &e breached, especially
when staff are aware of not only the dangers of upsetting parent volunteers, but also the benefits of
their support.

A key aspect of this boundary management in primary educationthét volunteers are often
affectivelycommitted (Ward and Greene, 2018). Volant activitiesn schoolsare often emotionally
motivated, with satisfaction derived from interactions with the children (Williams et al, 2002).
However, even if a volunteer and a staff member have the same motivations for wanting to work in a
school, and are exposed to the same diias, there are different rules which govern their activities.
This can be difficult for both the staff member and the volunteer to navigate and so can lead to conflict
and confusiongspecially when volunteer expectations do not match with the reality of their practice
(Dixon, 2017). Volunteers are not bound éynploymentcontracts and cannot be rewarded or
disciplined in the same way as staff (Ward and Greene, 2018). Instead, volunteers are beanidby
contracts where they are committed to the success of an organisation (in this case, the school) (Ibid).
This is further compounded in schools when volunteers are parents as their affective relationship is

NNZ



linked to their child(ren)whose needswill come before the needs of the school more widéard

YR DNBSySQa ownmy0 SUGKYy23aNILKE F2dzyR GKIFG YIF Yl :
that they would lose their labour and negatively damage the reputation of the organisation and so
volunteerstaff relationships required careful and cphax navigationThe situation witfREDACTED]

above is evidence of thitn the context of the small rural primary school, who feel the guesent

threat of cbsure and are particularly vulnerable to fluctuating pupil numbers, the risk of upsetting
affectively committed volunteers (especially if they are also parents) can be catastrophic to the
reputation and very existence of the scholvldeed, some of the complexity in managing (especially

parent) volunteers was attributed to the schools being small, asval £ f aO0K22t YSIya f ¢
YIEylF3aS @2fdzyil Ne | Osa@Al(e odzi Ff&az2 GKS INBFAGSNI A
LIS2LX S os2NNR BNVYAOER 482 S| OKw2b5 BENISRA GLKNBIFASAWE & K
KFE®S |y AaadsS gA0GK az2vy$S FaLlsSoaG 2F (GKS aoKz22f 2N
aA0S (KSINSS 6 v amh ki & explainyivhykstaff skék to strictly control the activities

of (especially parent) volunteers and shows that ultimately, for parents, their children will always

come before their commitment to the wider needs of the school. Such competing interests majivatin
affectively committedparent volunteers thus require careful ongoing management of live and

unstable boundaries within primary education.

Gender

Another key aspect of maintaining boundaries is the gendered dimension of boundary maintenance.
Even where mothers and fathers are both involved in voluntary activity, their roles are segregated by
gender. Stereotypical gender ideologies of hegemonic mawtu(Connell, 2000) are very much
present in the allocation of voluntary tasks, wittale voluntary participation very much linked to their
WYl 30dzt AySQ SYLX 28YSyidd ¢KAA AyOfdzZRSR F2200l f ¢
[ F SYRSNRB YR IYRES ¢ ¥riaddshiictiod (Stgve, Rob, and Lake contrast, women

were involved more actively and physically in school hours and on school grounds. This included
helping at school events, going into school to donate, hear children read, engage in classroom
activities, orjusttotalk tostaft KA & NBbSOGA 020K (GKS FSYAYyA&dloaz2y 2
O{ 1Sty I yiRn GKI G @2 fAdey t §¥SNAFBR EANRI 4IGK ABY RSNBR
AYGSyaAr@dS Y2UGKSNAY 3 6hQ.ANRISYZY HnawuyMod ®t f 2461 &

b
Fy R

Interestingly, however, boundaries between females and ma
volunteer work was not only conceptuahd socialbut it was also §
temporal and spatiallThe primary school can be seen as a femin
environment due to the predominantly female staff compositic
(Skelton, 2@2). Beyond picking their children up from scho
fathers did not tend to venture onto school premises or into t
school itself. Where men were involved in activities and even
these were outside of school hours did off school premised-or
example, Stev@ i@volvement at Applegood referenced at the sta
of this chapter took place outside of school hours during t
{dzYYSNJ CFANJ i GKS gSS{SYyRO®

fair (see Figure 30)ook place at his home, not at schodlhe
development of the Applegood woodland area by male relatives

S NHzOG A 2y
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staff and pupils took place during the school holid@imilarly, @ hl { Ay 33G2y X [ A0Qa &2
wilO2YS Ay 2dziaARS 2F aOK22f K2dz2NE (G2 LISNF2NY YI A
the start of this chapter, and Figur@ 8hows the temporary early years play area constructed by Luke

using materials from his job as a highways worker. Natlzafather at Oakingtonis involved in

I FGOKEfAy3dazr ¢gKAOK (F1Sa LXIFOS 2y GKS a0Kz22f TFAS
Thus, male voluntary work was made spatially invisible as it is undertaken largely outside of school
premisesand/or hours.

What was also clear, however, was the significant influence of female relatives in initiating, facilitating

and maintaitngd KSANJ YI £ S NBt I GA@2SQa @2t dzy il NB Sy3l 3SySy
into schoolOakington)Joy asked her husband to come with her to form part of the volunteer working

group who developed the woodland space (he used his skills as a carpenter to build the treehouse and

a bench)for Applegood¢ Kdza > Ay (GKS FTSYAYAaSR Sy@ANBYYSyid 27
edJ 2NF GA2y 2F 62YSyQa Ay 02 NlgtiNihdimar gartderg wid findSy Q& ¢
GKSYaSt @Sa AyO2NILRNFGSR Ayid2 GKSANI FSYIFES LI NIy
from view in the maledominated world of professional paid wo(lbid), so male involvement in the

feminised profession of teaching and femaeminated activity of volunteering has been largely

unseen.

ﬁ ‘!é RA&d0dzaaSR |020Ss gKAf &
FgFNB 2F oK2 @2ftdzyiSSNR Ay
Sk, g a FodzyRFEyGte SONBRIGER NI R’
Aa GKFd ¢gKSy (KSe (K2dzakKi 2
| , GKAY 1 AYIBYATREAKGS (KSe 1ySe ¢
: GKIFIG oFa adraoX LI NBydaz 002
hyteé a2YS OKAfRNBY 6K2aS Tl
: G aoK22f RA & Odzi 3CS\RA dakIBt S1 Ay
RSLAOGa Y2RSta YIRS o6& WHay
FigureZ%—Playdpughmode.ls'of‘volunteers‘(both HS I LILJE S R2BPDWzA1AD & NJ& I 6 2 dzi i
female) by Jasmine and Maisie (Year 2, Applegood 4 K2 SFar 83 @szf i 2 G2 f dZ)/GSSNJ
NHzy yAy3 adrtta Fd TFFAME{RYRE bifh §ENI G GO 3120\ A dzy
hI-“[A)/E]GQ)/l’) AY NBalL 2)/é§ 02 IV?AéCv)dZééAQ)/é Fo2dzi K2 g
I

G2Yyoz2ftl ® 2KSy L 1So§2de2yEK5éWﬁ®NEdzaKB @aKARE &Kk
GKAA 2y GKS aLrRax '-FSSff\y“ SRR 00 Q |ya
bSOSNIKSt Saazx AG o4l aof 1 AKS A
FSYIfSa a Ay@2t gSR A)ﬁl@ ' YR TSt
gKIG akKS ¢l a SELIBUS ickildren N

themselves identify the gendered division of volunta

labour in their schools. But what effect might thi

gendered socialisationave on the children?

Sullivan (2004, pg.209) argues that dayday

AYGSNI OlGAazy Aa Gaiydz i dzii SR I
O2yaurldirgse Ay yt UdzNB Figure ;Zl“—Drawing by Loreia (Year5, Oakington2 NYE YOS

gender (by staff and volunteers) that children may see showing a female teaching assistant and female

their dayto-day schooling can shape their ideas of hc Volunteer at the summer fair (and the cake and
perfume this pupil donated)
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ISYRSNJ 4K2dZA R 0SS WR2YySQd ¢KdzaX AT Y2aid @2fdzydSSN
R2 YlI& 0SS OflaaSR Fa WOFNAY3IQ: GKAA NBAYTF2NDOSa A
the domains of women and feeds into gender roleiatisation(Hochschild, 1983)This is akady

evident inthe caring the children dim school Whilst some of the boys in these schools cared for their

younger peers and those with SEN, it was overwhelmingly the girls that did so:

@2dU @S Ifglrea I20 GKS @SN UBST AAMEKIAANKED: ¢
FrLet Sy R2SNIY20KSNRY T ®KIYzNFYR ydzNIdzZNAy 3 GKSY

[ FdzZNF Q& dzaS 2F GKS GSNY WY2G0KSNAYy3IQ NBFtSOGa SEI
and the care they are expected to shidlivid). Incidentally, it was always the girlsart groups who

wanted to come back again to help the younger children (and who helped me tidyiplst Laura

did mention Mark (Year 5) who always helped care for dre=to-one Joey, he was the only one

mentioned. And when | asked Mark about his caring role irigroup, he seemed bewildered and
keentodistyy OS KAYASEF FTNRY (GKS y2iA2y 2F WOFINAYy3IQd { |
the care Caleb (Year 6) showed to the younger pupils, he shrugged and changed the subject. Whilst |

was saddened by these reactions, it did highlight the continuezhgth of gendered stereotypes in a
O2YYdzyAile o6KSNBE WSOSNE2yS OFNBa& FT2NJ SIOK 20KSNIDJ
Whilst Fenstermaker and West (2002, pg.211) argue that the situated conduct in which difference is
accomplished is not prdetermined and that social interactions provide the potential for subversion,
NEaAA&AGlIYyOS FyR a0O2yaOA2dza to lthy Rrevdligy so&al drbofuieA | f 2 L
stereotypes around those involved in voluntary activity are not effectively challenged in these schools

by stafforparent2 KSNB YIS @2fdzyiSSNE I NB Ay@2f 3SR Ay &ao
I NB Yy@Ki2 2Afyd a¢ Kdza>s GKS OKAf RNBY NI NBfe &aSS (GKSY:
aGSNB2GeLISad LYRSSRY AlG | OQldzr t488NBAY FTRNDSEIER SA
FYR AT (KS@&@ FINB AG Aa ftAY{1SR (G2 GKSANI SYLX 2@8YSy
F2NJ SEI YL Suod w2e S@OSy NBFSNNBR (2 KSNI Kdzaol yR |
@2dzy3SaKSaD2WKIIRG IBG 2y 6AGK NHzyyAy3d GKS adGrkftfo ¢
2F OKAf ROl MEB RfFs MKISA yva QKR t TFTFAND ¢6KSY Al A& 0SAYy:S
0KS Y2U0KSNJ YR NBEbSOGSR (KS 3ISYRSNBR | RAAAEA Ry | 2/F
t AYRAF A2y HAMOOUD ¢KS&aS 3ISYRSNBR RAGA&AZ2Y A 6SNB
GKSe aSNIBS (2 LISNLIS(dzr S aitSNB2GeL)Sa | NRPdzyR gK2
GKSaS aoOKz22faod

R
S

My Boundaries

I have been faced with the significance of boundaries throughout my research and have noticed others
seek but struggle to categorise me. This has required me to reflect on my differing positionality within
the schools and with different people.

Crossing Boundaries

Whilst always maintaining my role as a researcher, | easily fell back into work practices | had learnt as
aTAwhilst in my volunteer role for the schools. Indeed, | was seen and treated as a TA by the children
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and most parents even though | had explained my role as a researcher and volunteer. Even after many
research discussions, and an interview with Kim, she stiight of me as a staff member. At
LI SI22RQa hlLISYy 5183 gKAOK 6S 6SNB 020K @2f dzy i S

Kim and | began discussing our roles in school, shégdddf f ¥ @& Ice@MBQ Ya Gy 2FiF= L Q°
a volunteet and she jokedbut you live hered We laughed and she clarifiedjo youchoose

tobe hereZlsaid® S+ K o6dzi LQY Ffa2 R2Ay3 Yeé MNSHSI NOK
saiddyeah, well | think of you as staff

[Applegood Daily Fieldnotes, 1 ®ctober 2022]

CKA& AYUSNIrOGAZ2Yy ¢l & AYyGiSNBaldAy3d o0SOFdzaS Al KA:
0SG6SSYy WwaialTF¥FQ FyR W@2fdzyiSSND |a RSLISYRAy3 2V
time, the more like a staff member you are) and whether ghaose to be there (the freer you are to

choose, the more like a volunteer you are). This suggests that it is normal fo(adtaff levels}o

ALISYR a2 YdzOK 2F GKSANI GAYS Ay aoOKz22t GKS& I NB
boundarie$ but that they have little choice in doing so (the normalisation of blurred boundaries
0SG6SSy aildl¥FFQa LI AR YR dzy LI AR g2NJ0Od LG Ffaz
boundaries are embedded in Applegood, yet attempts are made to taiairboundaries to

O2y OSLJidz- t AaS YR dzyRSNRAUGIYR LIS2LX SQa Y2UAQl GA2Yy

As far as the schoolwere concerned, was legally categorised as a volunteer. However, whilst

spatially my workdok place in school (ana/as therefore visible), itvas never related solely to the

schools purposes, asvsalways observing and regularly netiking and engaging in conversations

for my research. Because the staffekn| wasdoing research through my voluntary role, this may

have made some of the staff at Applegood (where | was less well known) suspicious of my motives for
volunteering and therefore devalue my voluntary work. Indeed, some of the staff who were
completely new 6 me seemed confused by my positionality and how to categorise me. | was a
volunteer, not a TA, yet | was in the classroom alongsideftzend the children relato me as a TA

(I was crossing boundaries). In addition, some staff appeared to assume a lack of experience and
knowledge on my part (of course, in relation to those with decades of experience | am relatively naive).

They were therefore surprised by hownatortable | was in the classroom, and how much | was willing

to get involved with. | often felt like | was being a nuisance if | offered to help with things beyond what
YAIKG Wy2NX¥LEftteQ 065 SELISOuSdR agolunteler was2bfought wSt8 NId Ly
distinguish my work from that of a paiAon multiple occasions at Applegood. For example, when

helping tidy up Star class, Steph said shedia8 NNE = G KA & g &ywasdidtigued OGS NE S
08 (KAa O2YYSyld Fa AG adAaA3SaliSR GKS aoOKz22f YAIKID
GKFYy WYdzyRFySQ NBfS& O05AE2YS HAMTO® LY | RAFTFSNI
often asked if | was okay with this as she krlewasdonly a vdunteeré. Again, this suggests the

differences between paid TA work and voluntary work in that volunteers would not normally be used

for difficult and complex tasks (Johnson et al, 2023) such as supporting SEN children. Thus, in crossing
these boundaries through ynpositionality, 1 had uncovered and was then able to explore and
deconstruct takeffor-A N> Yy G SR WTIF 0daQ Ay ! LILJX SA22RQa @2f dzy (1



Invisibility

2 KSYy L O2yaARSNI KS WAYy@AaAoft S wassearknuehorgazSa (A 2y
a volunteer in Applegood (where | was formally inducted and given a timetable) than in Oakington

where | was seen as anoth&A (and where | had been formally employed previously). Indeed, my

prior relationships and the current circumstances in each school affected heoas used as a

volunteer. At Oakington | had beerméand was wetknown to the staff and the children. As such my

voluntary activity continued as if | was stillTa(boundaries were invisible). Interestingly, however,

Greg (who had not known me asTd) discussed the effect of current pressures on my volunteering

at Oakington in his interview:

Greg:well, | mean, you've only got to look at yourself, because, you know, like actually like
you are you know, that the highest qualified person, one of the highest qualified people
K S N#atlywhat | wouldlike is | would like, but we've got someone off sick, we've got an
advert out that we can't fill. Sall we're using you do igTaylah please can you be TA in
here%

Me: Yeah, it's fine. | love it. [laughs]

Gregg KAOK A& 3ANBI (o | atally@ntagir@ Nd krow, fiNvBddtiose; | = 06 dzii
you know, the position filled, and the other position filled, maybe | could ask you to do
something really interesting. You know, like, because actually, you're so intelligent and so well
gualified. If the classes were atlanned If you could take children out and do phonics
interventions, that would besomuch better. And you'd benorethan capable of doing that.

Me:6 SOFdzaS L GKAYy]l GKIFIGQa 20Q0A2dzate 4 ! LI S3s

Greg:Yeah And you do, you do it to a really high standard. [Yeah, we got trained]. Yeah. But,

but then we can't do that. Because it's just literally li@h, okay. We really needed two

L1JIS2LX S Ay GKSNB>X 0SOlFdzaS w{9b OKAfRQase 320 2y
FYR y26> {lftfteQa y204 0GKSNB® {23 ¢Sttt 6SQff K
there twoé. Butyeals f A { SX odzi (GKSy GKIGUa 2dzad O023SNA
anyway. As opposed to oh, what should berthisshere SoGTraylah, can you do thes&3ou

know, ctarget these children for their reading?BCan you target these children for their

phonics? you know?dCan you do some? This really cool maths intervention programme
GKIFGQa 3INBFG T2 N odwhithRal 9f @hich yoSdbiJikelzguRes dagialkild y RA y |
of doing

There was very much a sense that | was a necessity at Oakington (with staff absence and increased
SEN need) and whilst staff were grateful for me being theeajor staffwvished they could put me to

I RAFFSNBYy(d dzaS (GKIFG 61 & SOSY Y2NB o0SYySTFAOAIE (-
situation highlights that, in the current financial climate for small schools, even when they do have

access to highly qualfd volunteers, they are notlwayslk 6 f S (G2 dzaS GKSY G2
educational agdantage. Due to a lack ataff and high levels of SEN, Oakington do not have the

capacity to train volunteers to deliver academic interventions (as Applegood did), or to allow time in

the curriculum for this to happen. They also need bodies in classrooms first and foremost. However,

whilst | was happy to fulfil whatever role the schools needed at the time to conduct my research and

be useful, there is the danger that other volunteers, if unsatisfied with their role, would fail to be
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NBGOGFAYSR® ¢Kdza> RS&LIAGS S&aL}RdzaSR LR2fAdOé | AYa
education, this ignores the dap-day realities of small rural primaries existence (Bagley and Hillyard,
2014) and fails to consider personal motivationsl aatisfaction of volunteers (Nichols and Ralston,
2012). Considering specific educational contexts like small schools, reveals how policy principles are
not realisable in practice, further exacerbating inequalities between schools of differing levels of
deprivation, and between largarban and smaltural schools.

In keeping with the feeling of more formality at Applegood, whilst most of my voluntary work closely
resembled that of a TA, Crystelle did later ask me if | would be willing to take part in a more formal
voluntary role; listening to the children read inargeted volunteer reading scheme she wanted to

set up. Jane (an external volunteer) and three mums from Comet class and myself each came in on a
different day to hear specific children read. This is a role | continued beyond my data collection phase
at Applegoodto maintain contact with the school, and because | really enjoyed it! | felt the children
opened up much more in @ne-to-one situation outside of the classroom. There were some children
that | had only ever heard a few words from in class who chatted to me for ages when they had the
chance in ane-to-one setting. | loved getting to know them more and discussing their books (and
how the stories and characters relate to real life) with them. The satisfaction | derived persoorally f

this reflects indings in the literature on volunteer reading interventions which emphasise the
relationship building element of volunteering (Williams et al, 2002)

Maintaining Boundaries

Despite the blurring of boundaries, certain staff tried to keep those boundaries between volunteer
and staff member in place. Indeed, there were things | noticed | could not do as a volunteer that |
could as a TA, such as taking the children onto the playground on my own (at Applegood)

Sue asked if | could take kids out for break. | started to take them out of the classroom, but

i K

{dz§ NIy FFGESNIYS aleAayd ayz2 L RARYyQd YSIy 2y

to get kids to come back inside. | apologised profusely [and wasfiadrthat | may have
overstepped my role as a volunteer but also upset that Sue had made such a display in front

2F GKS OKAftRNBYyB8d ¢KS {ARa lalSR gKe L O2dz R\
F YSYOSNI 2F aill FF3 yakiS oia S-S QO 20t K3y (IRASINEES NubB|yACRSa o

adFF¥Fed £A2tSG o0, SN c0O alFARX O2y¥dzaSR>X aa
Gy2s y2 AGa 2dzadG NBIdzZ I GA2yasé

[Applegood Daily Fieldnotes, 2June 2022]

Reflecting on this scenariogbt the impression that Sue did not much like how | could relate to and
engage with some of the children she supported, and this may have influenced her reaction and
behaviour towards me. However, shesalso very vocal in the staff room about her union and the
rights of school staff and so rules may be very important to her. Either way | had to work hard to build
a rapport with Sue and, on reflection, decided to limit my activities much more when askegport

in her clas.Encounters such as this indicate how, within the education profession, although there are
many overlapgcrossing of boundariesh the tasks that paid staff and volunteers doiXon, 2017,
Johnson et al, 2023), this can cause tensions and attempts to redraw professional boundaries (Lamont
and Molnar, 2002, pg.178) hgredominantly) TA&ho wish to differentiate their work (identity, skills,
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and expertise) from that of volunteers through boundamarking and boundarmnaintenance (lbid,
pg.187; Johnson et al, 2023). Moreover, this boundagmntenance differed between the schools
(Ibid), with Applegoodeing much more formal than Oakington, where | was often treated as another
TA (see above)his is further evidence that boundariage live and ongoing constructions, as they
are negotiable within and between contexts.

In response to my unintended transgression of boundaries, thereaMas of identity work | was

required to undertake and careful balances to be struck between my research activities and being

useful to the schoal(to make my research activitieshical andeasier to facilitate)Neverthelesshe

fact that | had to reflect on how to strike these balances, position myself, and maintain boundaries

KFa 0SSy NB@SIftAy3a Ay (GSN¥a 2F K2g RAFTFSNBYy(I Ws:
the school emironment, and the boundaries which they are alloweddo are prevented from

crossing, how and whyNo boundary is stable. Indeeldetween contexts, and over time as positions

and positionality changes, so too do boundarisgheir crossing, maintenance, or negotiati@n

become apparent. This was not just the case for me, but was also something discussed with other
research participats:
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For Sophie, when she changed position from beigg! ' G ! LJJ S322R G2 o6SAy3a |
suddenly had to contend with boundaries she had never considered before, whether that be thinking
about how conceptuallyshe is categorised by the school communitiere physicallyshe is allowed

to be within the school now, osociallywhere she stands in relation to Nancy and Crystelle when,
although they are still her friends and feel they can ask her for help with school matters when needed,
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this is not technically her responsibility any more. Within school, Nancy is the business manager,

I NEadGStfS A& KSN) 42yQa O0KSIFROUGSEHFOKSNE FyR { 2LIKAS
00Saad |1 26SOSNE AU A axpditnte@idaehfiodshids $s€e Qhapdiior 2 T { 2 LJ
further discussion of this) that she is permitted to cross boundaries even though her official role has
changed. Thus, when an individual has-pxresting relationships, experience and skills, boundaries are

much easier to negotiate than they are for others without this privileged positionality.

alAyGdrAyAy3 o2dzyRFNASA gl a |faz2 AYLRNIFIyG G2 O:
OKAf RNBY® | Aald2NAROIfteE {9b OKAfRNBYyQa AyOfdzaAzy
¢lray SRdzOF a2y O0[ S6AEAY HNHOUERYE XHzyIBJ2 NB b o DKRK NRINS 3
As a volunteer | was also used to fulfil this role. However, some of this labour at Applegood was

WAY@GAaAot SQ (2 OS NindtdofiedaZdAILRMNE CHNI! REIYY L3, 31 NV aw 0
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I's this labour was only visible in that specific classroom, it potentially means that issues with Adam

were not being flagged to senior leaders often enough and so the needs and issues he faced and

provision required was not known or understood $gnior staff who could action consistent, paid

provision¢ I Fdzy RI YSY (I € GKIFIG akKz2dzZ R 0SS LINPGARSR o0&

concerns must be remembered here. For caring relations to flourish schools must have the funding to

be fully staffed withthe trained professionals their students require and deserve. Volunteers should

not be discouraged from these roles, but they should not be the sole source of care in-fugtdde,

public education system. There is a tension here, however. If | were hainait this invisible labour

on a dayto-day basis, it could still be months until Adam got the support he needs and, in the

meantime, he would be struggling in tledassroom andlisrupting others. This situation highlights

issues with the invisibility of labour, how emotional tensions are felt by gtaff and unpaid

volunteersalike (Johnson et al, 2023) and how voluntary activity can have a dual positive and negative

consequence, which speaks to the wider debate about not assuming voluntary activity is inherently

positive (Body et al, 2021)hus, considering boundaries in the work of education is vital if we are to

understand their consequences for children, staff and volurgee

Conclusions

In conclusion, conceptualising voluntary activity as a vital part of the total social organisation of labour

in the small rural primary school context, enables exploration and understanding of how labour
crosses boundaries by being undertaken in a varggtgociceconomiemodes, by many different

people, in diverse spaces and for a multitude of purposes to deliver education. Donations of goods is
AYONBFaAAYy3d gAGKAY GKS&aS aokKz22faQ ¢{h] 02 NBRdAzOS
people to getinvolved in voluntary activity. A discussion of the invisibility of voluntary activity, led to
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staff (current and formerpeing identified as thenost civically active individualstimese school§Body

et al, 2023due to the amount of time, talent, money and resources they give beyond their contracted
hours and job descriptions to ensure the best educational experience possible for the chdtaén.

(at all levelsJeel it isnecessaryo do this extra workand provide resource$ut it can lead to teacher
burnout, recruitment and retention issuesnd raises moral and social justice issues arotied
responsibility forand purpose ofeducation provision, and how to ensure fair accddsreover,
cKAf RNBY Qa OdzNNB Waluntads Iagoud Inliheir sghibols 2idk sdti&li§ing them into
gendered stereotypes and acceptance of voluntary activity as the solution to social problems
(including SEN provisianyMaintaining boundaries also emerged as a key theme in&r@K 22 t &
voluntary activity, especially between fundamental resources and enrichments, and with affectively
committed parent volunteers. The context in which these schools operate, however, often make
boundary crossing a necessity, especially considegihgcational purposs around qualification

OKI @Ay3 Sy2dzaK FRdzZ Ga G2 WiSFOKQUX az20AlfAalda
experience) and inclusion (ensuring all children can participate in educational experiences, regardless

of background or SEN).
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Chapter 6: Socispatial Networks and Stigma

Introduction: Sociespatial Networks

¢tKS 20t O2yGSE(l&a Ay 6KAOK (KSasS difforkdisteia SEA &
O2dzyiNBaARS¢ o6.F3ftSeé YR IAff@FNRX HnmnI LHEA®PcoOT
access to different levels and types of voluntary activity (and social capital) and realising the skilled,
supportive communities envisioned lgpvernment policy may not be a realistic option for many in

deprived neighbourhoods. In any case, it is unclear how the voluntary activity schools can attract plays

out in practice in these schools, and what the consequences of this might be for thadeethv

(Kvalsund and Hargreaves, 2009). During tbsearch,l began usingi KS 02 y OS-gpatial2 ¥ Wwa 2
YySGUg2N] aQ 06Ay i S NdoisnNGBitg pdtetl in Sphge)té (ndekstagtidhow voluntary

activity in small rural primaries is facilitated, organised, and hindered. Williams (2011a; 2011b) used
GKAa O2yOSLII 6KSy R@fpfoachisd gkaorethowdzdotrmalYchnymlmtyisel

help varies geographically and socially. Similarly, | use the concept to explore the influence of the
intersectionof social and geographic capital on voluntary activity within and between Applegood and
Oakington This chapter builden the significance of physical/ spatial boundayitee crossing and
maintenance of boundaries anthe invisible labour that underpins educatiatiscussed in the

previous chapterwhich also provides the ceeptual framingfor how sociospatial networks are

configured, how relationships are managed and the consequences of this for individuals involved.

To analyse the significance of sosjatial differences between the two schoeigluntary activity |

turned to Social Network Analysis (SNA). Although deriving from mathematical graph theory, SNA can

be used to qualitatively understand ethnographic network data (Crossley, 2011). A particular strand

of SNA closely aligned with qualitative approache¥igial Network Research (VNR). VNR uses
visualisations (network maps) as both a data collection and presentation tool, and (as with TSOL
frameworks) a meanf structural analysis of social relationships (Lelong et al, 2016). The
FGGNI OGAGSySaa 2F GKAa YSGK2R FNeraS FTNRBY AdGa o
a20AFf aGNHzOGdzZNBa FyR @GA0S OSNHEI ¢ Gk wdoRal LI dc 0
relationships and their attributes via different symbols, lines, and colour (Scott and Stokman, 2015).

This provided a useful way to visualise the positioning, linkages, and character of thesaéd

networks of the schools. Concepts such @ensity (number of connections), intensity (multiple
L2aAdAzya yR (elLlSa 2F O2yySOGAz2yauv yR WoNAR3S
unconnected) individuals and groups) were also relevant for constructing and analysing these network

maps (Donath, 2020). From this, the influence and consequences of networks (on individual members

and their effect on the overall network) could then be explored and compared. Thus, | chose to
construct qualitative network maps to illustrate and groune thxploration and comparison of the
significance of socigpatial networks in small rural primary voluntary activitiis chapter presents

the comparison and analysis of these maps. Beginning with an overview of the schools geographies, |

then present the social network maps and my categorisation of volunteitin them. | then explore

the constellation of voluntary activities that take place within each category, analysing the impact of
sociospatial networkonthese activities. Finally, | explore teegmatising practices that emerge and

reinforce sociespatial differences within and between the schools and discuss the potential direction

FyR O2yaSljdzsSyoSa 2F (KS RS@St2LIVSyid 2F GKS aoOK2?



The Schools Within Their Villages

Before delving into the network maps, it is useful here to highlfgbtlding on the context presented
in Chapters 1 and Zpme key points of similarity and difference between Applegood and Oakington
in terms of their geographigsocialhistoriesand communities.

Applegood Primary is at the centre of its small rural village whose population is concentrated in a small

area and where the main road into the village ends at a country estate. The population size of
Applegood has ranged between 390 and 486 during th®48@d early 1900s and currently is around

OPHP ¢KS WEi2NR 2F (GKS YIy2ND SNBOGSR ! LJILJ S322R t
GKS {LSYyOSNRaz KIFa adzZJ2NISR (KS aokz22f TFAYylyOA
school is suated (and most of the village too). The family also donate use of the woodland area, land

for parking, and its local gardens free of charge to the school. Applegood Primary also has long
standing connections with its community (many of whom attended,\ahdse relatives attended the

school). Local amenities and facilities in the village include the local estate house, gardens and café,
village hall, church, and puBs the village is small, facilities in Applegood are very close to the school.

This makedt easier for the school to access and use these facilities and forge links with the people

within and around them. It also means the school and its children and staff are visible to the local
community on a daily basis as they move between and withinghgmaces. Indeed, the school is
LISNF2NYSR (KNRddzZZK (GKS OKAf RNByQa Sy3alF3aSySyid oAGrE
F2NYSR o0FaSR 2y GKSaS AyiSNIOGA2yad ¢KSaS AYLINS
even its subsequent pupil numars.

Many volunteers (including governors) and some staff live in Applegood vifdgei K SNA y' S SE LJX |
0KS NBfla2yaKALl 60SG6SSy (KS aOKz22fQa 3IS23IN) LKe |
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outskirts of its large, scattered village, with its population dispersed across a larger area (4567 acres)
GKFyYy 1LJJ S322R o6mynp FONBaAUOVP® hl{1Ay3d2yQa L Lz |
800 in the 1800s, 774 911 and is currently about 920. In 1801 there were six principal landowners
(including the lord of the manor for Applegood at the time and the Spencer family who took over the

lordshp at Applegood in 1890), of which the Spencer family supported Oakington Primary (erected in

1820). Whilst the Spencer family still own the land on which Oakington Primary is situated, they do

not exercise as much influence in Oakington as they do in 4ppte(where the titleholding branch

of the family live and where their commercial interests are focused). Oakington Primary also do not

enjoy the historic connections with village residents that Applegood Primary do, with many former

pupils having movedveay, and with no staff or governors living in the village itself. Relationships are

y20i0 KStLISR o0& (KS a0K22fQa LI322NI NBLMzil GAz2y 20! f
which, whilst separate from the school and now closed earned Oakiragtenduring local reputation

Fa | a0K22f F2N Wyl dzZAKGE@Q OKAfRNBYO® hl1Ay3idz2y ¢
The village pub has been closed for many yeBing main road through Oakington passes nowhere

near the school and sofeels likethey aré y 2 f KS @At £ | 3 Ebhsequéntly, thekséhdidh y SO @
its staff, ancchildren are not visible to the local community, making connections difficult to fordeil U &
fA1S (GKS a0OKz22ftQa KSNB® ! yR HHXNE yAFi(deey VoRNE: MBKISANIL yNSR
farm and church are relatively close to the school (and links have been made with them), the village

hall, local sports ground and a local religious community are further away and not easily accessible,
making links difficult to establish and m#ain. Not only does this lack of visibility inhibit voluntary

adivity, but it alsomakes reputatiord dzA f RAYy 3 62 NJ Ay h l-dhdngirg)diffigulta O 4 S =
achieve.

Both Applegood and Oakington, as Church of England schools, have links with their local churches and

I NE LKeaAOFffte Of2asS (2 GKSY® 12SOSNE (KS OKdzNX
GKS @GAffEF3ASa0x YSIYyAYIAT GaNISWBHNET yEROIMNB BRAY B KRASS
there is ndocalchurch representative on the governing body. This means it is down to the local church
members in each village to maintain links with their schools. Applegood have a more consistent
connecton through regular collective worship in the church once a week, facilitated by Maggie, a local

church volunteer. Whilst Oakington use their church for key events, they do not (yet) attend weekly

for worship and do not havasconsistent a link with local church volunteglige Caroline.

Thus, despite a shared history of similar (and then the same) philanthropic landowninggamil
Applegood and Oakington have evolved into quite different villages and have very different
geographies and socieconomic profiles. As a result, the schools within these villages have access to
different sociespatial network configurations; the peopla@ groups they have and can maintain
connections with and their location in space. | now move on to discuss my findings on the significance
of these sociespatid differences.

TheSocid LJ GAFf bSG@g2NlaYy WwWLG Gr1Sa | @GAttrF3aS G2 NI,

Proximity to the schooland the social links of their communities both serve to facilitate or hinder
ORATFSNBYU F2N¥a 2F0 @2ftdzy G NB | OGAGAGE &KNRBIAK
spatial networks. Figure¥and 2B below detail the social network maps of voluntary activity for each
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school. The social connections in these networks include formal connections, informal connections
(friendships), familial connections, and work relationships (colleagukR)ltiple connections can

exist between individuals simultaneously (such as friendships existing alongside formal and work
connections) and individuals can occupy multiple positions within the spatal network (as a
relative, village resident ardr staff member, for exampl&)

TnlWEYel t WAWCGGW qcoWENGANI + WaGel GUWW 6¢ Gt b WEl DWHY GG
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An initial comparison of these network maps shows a smaller network at Oakington than Applegood,
with fewer individuals involved overall. The networks at both schools each have ar@assitfy(the
number of links individuals have), but Applegood have more individuals holding multiple positions and
types of connections in their network (signifying mareenseinvolvement). Oakington have only one
local resident as part of their network, whereas Applegood have many.

| have categorised individuals within the networks as eithddge figures core volunteers or
peripheral/episodic volunteer8Bridge figures are those people who hold multiple positions and have
the largest numbeandtype of connections but also tend to ligeseto the school and havpersonal

and or longstandingconnections andntenseinvolvement. They are key to the flow of information
and organisation of activity within their networks. Core volunteers are those who have personal
and or longstandiig connections and intense involvement but do not necessarily live close by (many
staff, governors and some parents fall into this categdByl)dge figures and core volunteers are the
most civically active individuals in these school communiBesipheral/episodic volunteers are those
with less intense involvement, ahdr who tend to live further away from the school (most of the
parents aml some community members fall into this category). Individuals may change category
throughout their trajectory of involvement with their school, depending on changes to their position
and connections within the socipatial network over time.

The rest of this section will explore the constellation of voluntary activities that take place in these
networks from the point of view of the actors within each category and considering the significance
of geographical and social capitalthe voluntary activity.

Bridge FiguresConnecting Individuals to their Schools

{2LKAS A& I @SNE AYLR NI y-gpatial Ndwiars, SavifgloeedzaNgart ok iy | LILIKE
for many years and holding multiple positions. She used to work as a TA at the school but could not
afford to remain due to the low salary. However,&iy St t S (KS KSI R Hamid OK22€ =
position)with her husbandRo & O2, KR Y& LI &8a& Y2NB GKIy {2LKASQa
means she has the flexibility to devote time to her role as chair oABE (she was allowed to have

the morning off to support open day, for example). Thus, social capital within the school community
FILOATAGIFOSR | NB2NBIFIYyAalLGA2Y 2F GKS ¢{h[ a2 G§KI I
her paid employment ceased. Sophie digesin Applegood, and her husban8teveworks in farming

along with Kate (the governor who also rurem School) and so she has a close connection to the

local area. Sophie is also the parent of a child in Year 1 (her eldest son also attended the school) and

is a key member of the parent Whats App group for the Year 1 and 2 class cohort. This gives her ready
access to parents she can call upon for voluntary support, whether that be domi@s or running

stalls at fairs. Indeed, digital communication is vital in this network (Donath, 2020). As Sophie is not

often around at pickup time to talk to other parents #person, many turn to her online with their

guestions and concerns. Being@ld communicate this way is crucial for a parent cohort who live at

a signiicant distance from the school and from each other (Walker, 2010), and whose differing work
patterns mean they cannot all meet-lIS NB 2y &AYdz (G yS2dzafted {2LKASQA
is not only a bridge figure between the school and its local canity, but also between the school

and many of its parents. Her prominence was cemented throughout the research by the amount of

NOO



people who, when | began to discuss voluntary activity, immediately said it was Sophie | would need
to speak to.

[AGAY3 Ay GKS @Attt 3S KFa airayirTAi OApdlégootbiogsd A OF G A 2
figure) capacity to be involved in voluntary activity for the school. They both regularly meet in school
RAZNAY3 YR 2dzidaARS 2F aOK22f K2dz2NBX Ay SIOK 23GKS
and the school makes the organisatiordasompletion of voluntary work much easier to manage, fit

in around, and combine with their other familial and work responsibilities. Sophie even joked that if

she ever left theASE she would have to leave the village, emphasising the strength of proximity as a

factor in her voluntary activity. Both Nancy and Sophie are also members of the village hall committee

giving them access to and connections with prominent local residemtt @s Val) and the village hall

itself. These links enable them to gain support from and coordinate scomoemunity events with

locals and use of the hall is free or discounted for the school thanks to these links. It also méans tha
GKSe N’ WiKS FIO0S 2F (KS aoK22tQ Ay (GKS GAffl:
through their embodiment of their ASF roles. These various and multiple connections thus embed

Nancy and Sophie in networks where their social and gaaigc capitabre successfully combined in

ways which are extremely advantageous for the school in attracting labour, talent, space, and
resources for its uselheyare alsoin specific sockspatial positions which enable them to ask for

support from other residents #person. Indeed, it is harder for people to turn down requests for

support when they are in such close proximity and frequent contact with those who éskddcan

keep asking!)

Key bridge figures at Oakington are Liv and Nat, two sisters who live in a nearby village (2 miles away),

are both longserving TAs (15 years+), and whose children (7 between them) all attended the school.

Liv and Nat have an historical connection to tbhaol and, crucially, to its parent community, having
ANRGY dzLJ Ay GKS FNBF (GKSyaSt@gSaz Fft2y3aiARS Ylye
children. They utilise the social capital they have within the parent community to gain support for

school events and activities. Indeed, although Oakington do not have a formal PTA, Liv and Nat
OFrf2y3aARS DSYYIO FNB GAGEHE WAYF2N¥IEE Fdzy RNI A &SN
organising and running events outside of their contract&ldzNBE YR 220 RS a ONX LJG
voluntary activity, in particular, is key to the schools marketing work. She makes and distributes
posters and leaflets promoting the school and its woodland nursery, Hatchlings, to attract new pupils

in her own time, anchas cultivated a connection with the parish magazine to promote the school

FAdZNI KSN) gAGKAY GKS @Attt 3Se® LYy FTRRAGAZ2Y (2 GKSAN
are also a key part of their schools social networks through their vatymictivity. Thus, stafEurrent

and former)can also act as bridges between their school and their own families, drawing even more
LIS2LX S Ayid2 @2ftdzydF N FOGA@QAGE (2 (GKS a0Kz22f Qa
@2t dzy i S S NEkBsed fyrtRer beldd& R A &

| also consider children bridge figures here as they are vital mediators between their school and their

own networks of friends and fanyil spreading knowledge and awareness, and gaining support.
Children are invested with emotional capital by their families, and this can be converted into voluntary

I OGAGAGE AT AYyTtdSyOSR STTSOGAQOSte&d o©8eNiaffleEl YLI S
GAO01Sda FYR Al A& GKS OKAfRNBYyQa LISNEA&AGSY(H LI ¢
contribute to school fundraising). However, the children are not actively engaged in these mscess

and practices of fundraising (Body et al, 2021) equally in each school. At Applegood, the children

NON



unquestioningly put the raffle ticket books in
their bags and spend their (relatives) money
without really considering why or where it
goes. In contrast, at Oakington, children
. (especially the eldest) are more actively
engaged in fundraising practices, |sg
raffle tickets on the gate, and setting up
schoolfairs. They also have a greater interest
and understanding of how fundraised income
is spent and communicate this to their
families. They  communicate their
knowledge through their artworkluring this
research Figure 9, for example, was drawn
during the summer term, with Summer Fair fresh in the minds of the pupils. Daisy (X&akiBgton
chose to depict her role selling raffle tickets for this event in response to discussions around what
voluntary activity children in their schoafere involved in.

[ RND0@WOYt | Bt 08 011 0Qe 0§ ¢t RU
| YatorRUH BaaRUNIOI ¢ 0 1Jt0qR

2 KSy SELX 2NAYy3I (GKS YIAYAGNBlI YAy3 27F rdoktlkchdkea S& A y i
know little about the cause they are fundraising for, have little choice but to participate in fundraising
activities and rarely get to decide which causes they support. This encourages passive giving, reduces

any opportunity for critical ingiry, and distances children from social issues and learning

2L NI dzyAGASE O6LOAROD® . 2Re& SO [t O6HAHAT HAHMU |
where they can make decisiorsbout the causes they support and how, engage critically and
meaningfully in charitable giving and with the social problems charities seek to address. Such an

F LILINB F OKZ (KS@& I NRHdzS:E ¢2dzZ R SyO2dzN» 3S (KS RS@Sft !
children with the knowledge to understand, discuss and debate social issues and the means to address

them (lbid). Whilst the children in these schools have little choice in fundraising for their school (the

cause) (one Oakington Yeaquestioneddis it not on the curriculumé) or how this is done, Oakington

have gone some way to giving their children ownership and choice over their sofieaied
fundraisingoutcomes

2dzNJ 6 K2t S a0OK22f GNALD ¢KS& 1yS¢é 6KSNB (KS Y
GKSANI LI NByida GKFEG NrraasSR Al !'yR GKSe 32
af ARSaKz2ga 2yS F2NJ 6KS wlINB . NBSRa /BRINB |y
t 26 S5SNI 2Ay 0 SHAKRS? 2 KRHSSEYOR WA & RIKRIWSYy & G KSNBX
380G G2 R2¢ !'yR (KSY RdNAYy3 62NBREKALE 6S RADARS
tFN] GKFd AARS® !''yR @ YRRR SIAAEDGSd {22 6S KI |
| 26 SOSNE | & KRAPO MHKEASIRRNBY | NBE faz2 g NB (GKIG @3
G261 NRa Y2NB TFdzy RI'YSyidlt OFdzasSa Ay &a0OKz22f 3 &dzOK
Ayo2t @SYSylG Ay @2tdzyGF N | Oag@Aale OlFly oy50RY&S St
d20A1Ff LINRPOfSYa OfdzDRAVAOSRNDI bRENBA KRS RJI | S
OAal Syad C2NJ SEFYLX ST Ay | RA&aOdza&aA2yYy 6Ad
2y TFTdpiRIYaSy 2yS OKAfR l[dzSas2ySRY
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WKe R2y Qi (KS gide2sehGo)nyre yidneyB oz (0 8 KS (G KBEYQNB F S
LINPOolofe& 0SOlFdzaS (KS& R2y Qi KI @S Sy2dAaAK Y2ySq
welle

[Oakington Art Group 1 Observation Notes™"ily 2023]

Thus, she was starting to think about alternatives to fundraising for core education provision
(government funds) but also starting to critically reflect on what competing priorities there might be,
recognising hospitals (health care) as another vitals@grvice, alongside education. If discussions

like this could happen more regularly and be developed beyond the limited confines of a reagarch

gNRB dzLJZs OKAf RNByQa ONRGAOIE dzyRSNBGFIYRAY3 2F K24
(Ibid). This critical engagement is an important skill and learning experience which could be better
RSOPSt 2LISR GKNRdAAK 020K aO0OK?2 2 twer@bettedckmyiviedgdtiandl O A O A
capitalised upon. Oakington are more successful at this currently, than Applegood.

| 26 SOSNE oKAfAlG GKS OKAfRNBY i hl{l{Ay3adazy KIF @S o
aLsSyisx GKSe faz2z KFE®S ARSFa 2% K2¢g TFTdzy RN} A&aAy3d

)\

hNBFSEFNI cZIAfRBRYPABDYB T GKSNB O2dzx R @K OKAf
R2 @2dz YS¢hyNERIBNRIAKWEAKRNBY Qa FTSG0S 6KSNB &iKS OKA
aKS alAR aK$S ¢l yiGSR (2 RO FI DSLI AHlaEly @RSXNB T h A
@2dz O2dzZ R LI Ayl YA VYERKSo @INEzRG RIidzA K R2& Dbz SIRA K6 KJ
GKAOK ¢61a& y2¢6 O20SNBR Ay RABISNBYERGELIS2 dz2 R
LAY SFLILX S wX6 hNIF gla aeff GFTf(Ayfa2 2 orWaA NSd
Fd KSNI GpBav¥bRrSazyYS2yS (12 R2 (KS (&8g22ax 6K3:

ohlt 1{Ay3id2y ! NI DNR &hl2 gSNoSENDhad s

By engaging in discussions of fundraising events like the summer fair, the meaning of her picture
OKIFYy3aSR F2NJ hNIl a4 AKS RNBg | yR O2f 2dz2NER® LYAI(A
was. This was in response to discussions about tiefisi of charity, volunteering, and fundraising.

Then when she discussed her ideas of the children overseeing the summer fair, the fruit signified what

she wanted to face paint. She allocated herself to Jfa)

painting, then began considering the other taskst
would be involved and proceeding to allocate them. N
only did Orla know a lot about the work that went int;
the summer fair, but she also wanted to take on great:
responsibility in organising and leading the event. Th
currently, children are g6 OSLJi dzt t A aSR |
voluntary activities but are not given the responsibility ¢
opportunity to shape how fundraising happens. Furth —
RSOST 2 LY Sy d 2 ¥ I._ . O (Bady RNL_S \Flig(ureSO— Draing y IOlrla (\.(ear 6, Oaindtor
2021)could incorporate some of their ideas, empOWerir yepresenting fruit that is 'good for people’ (like

the children and enhancing their learning experience charity) but also inspiration for theface-painting
the process she would like to do at the Summer Fair

NOZ



Core Volunteefs

Where Applegood and Oakington are very similar is in the voluntary efforts of thei{aiai®nt and

former) who, in both schooland in various positionsre the most civically activgroup (Body et al,

2023¥° This is because they go beyond their job descriptions and contracted hours to provide
voluntary support (time, talent, money, and resources)tf@ir schools (see Chapter, 5hiaking them

core to voluntary activity Whilst this is particularly the case for those who live nearby (as at
Applegood), the factor of proximity can be overcome if staff members aredengng and have

intense connections (as at both schools). The relationships betweeiocoee TAs and th parents
oftheironeto2 y S OKAf RYX F2NJ SEFYLX ST I NB LI NIOAOdzt | NI & ¢
spatial networls of voluntary activity. Laura, for example, lives oppogifglegood Primary, making

it easy for her to walk her or®-one Joey and his little sister, Ginny, back to her home and care for

them after school until their mum, Lucy, can pick them up. She also regularly buys snacks for Joey and
resources for him oudf her own money (a common practiceamongi G F TF Ay 020K &0OK?2:
commitment to her vocation and to Joey motivates her to provide him with consistency of care,

forging a close relationship between her family and his. Both families meetthp school holidays

FYR [ Fdz2Ny Qad RIdzZAKGSNR 2FaGSy oloeaAad F2NI w2Se |y
family (social capital) combined with her proximity to the school (geographic capital), facilitate her
voluntary activity. This relatiatip worked both ways, however. Although she could rarely be there
in-person, Lucy showed her gratitude to Laura and the school by becoming the ASF treasurer, utilising

her cultural capital (accounting skills) to help the school with their fundraisingtgfimdeed, both

Kim and Joy discussed in interviews how their voluntary support for the school came from a feeling of

AN GAGdzRS F2N) gKI G GKS a0K22t KIFIR R®es, StepiNI G KSA T
and Sophie, being involved withagticular areas (the Seedlings woodland nursery and the ASF,
respectively) meant that having formal connections which had turned into friendships drew Kim and

Joy into various voluntary activities:

| think because of her [Sophie] being in the, the committee and | think because we had such

a good bond with her being with my Sadie. | think because we're quite laid back together. She

was just, a nice approactro you fancy, fancy helping oudtPwas like® S+ KH ¢S©f f KSft
(Joy)

{GSLIK YR {2LKASQa a20Alf o6FyR SY20A2yIft0 O2yyScC
which approaching them for support (or them offering support) was made easier. Moreover, this
support dd not just take the form of volunteering time. Joy brings her own family games to school

fairs for fundraising purposes, donates prizes and informally donates the use of her gazebo at events.

¢tKSaS NBflIGA2yaKALA FINB y20 dzyAljdzS (G2 ! LJJX S3I22R
SEN) had been taught by Nat (and Liv) many years ago and they have retained a strong connection
since. This connection motivated Lisa and Nathan to send dltle@r children to Oakington and they

FNB Gg2 2F GKS NBIdzZ I NJ 4dzLILR2NISNE Ay hllAy3dzyQ
before the group folded). This is especially significant as they live at a considerable distance away from

the school bt still make extensive effort to be involved as often as they can, in both special events

%M ff ONARIS UIdzNBa IINB faz O2NB @2f dzy it SSN&
VR WRUHAG2T Ut WEYG6RWWs 6 Yt WWI+GUI RUUARDWEY We WN We ql GG
YOWs Wl WRUqUUt DWHR2RAWWIUNeNUWGWUqs R W6 Wt #6YYawdz oL
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and dayto-day activities. They volunteer their time, donate resources, are both key advocates for the
schoot! and Lisanformally organises and supports events through her informal connections with Liv,
Nat, and other parents. Thus, intense personal connections with the school (such as those of SEN
parents) can motivate parents to become core volunteers. The strength anchtiv of connection

can overcome issues of distance, with a significant number of core volunteers (in both schools) living
outsidethe schooR &  @Huf sfilllmakéhg the time and effort to be there-person, or to donate

talent and resources to show their support. Capitalising upon and investing in these connections which
already exist between specific individuals (initially) for the sake of a somalber of children can thus

lead to extensive and varied voluntary activity which benefits the redt@tthool community too.

ChrYAfte @2tdzyGSSNAYy3I A& Fftaz | (Se

' LJILJX S322R FYR hll1Ay3ad2yQa @2t dzyil

which family members ofcurrent and former)staff are drawn

into voluntary activity for th& school. Indeed, whilst the family

members of school children are often spoken about in the

literature (Body et al, 2017) this research emphasises that the

relatives ofstaff deserve greater consideration as part of these

. networks of voluntary activity. At Oakington, family members

make play equipment, unblock drains, climb onto the roof to

retrieve lost footballs, bake goods for events, donate resources

e . and care for the school guinea pigs during holidays. At Applegood,

[ RNeTp@IBaP0 He N1oq Yt partners of staff have developed the early years outside area and
GGUUNYYT wt I0E2 01 \\qogland space, encouraged their businesses and employers to

support the school financially and attended and supported school events. The beanbag toss game in

Figured gl & YIRS o0& {0S@S: {2LKASQa KdzaolyR K2 &LIS)

to the summer fair sourcing all the materials and makimny3 + YSa KAYaSt Fo / NRads$s

RolD & o0 dzZandad$ha spansotsp of the raffle tickets at the fair, and he bought many himself.

LYyGSNBadAy3Itesr GKSNB gla + GFOAG | OOSLIIyOS 2y

been pulled out of the raffle twice, any further wins would be donated back so that othigtd imave

a chance of winning a prize. This means that he not only donated money to the school, but also the

gains (prizes)his donation provided. This isterestingas although families of staff get involved in

much voluntary activity for the school, they do not want to be seen as benefitting excessively from

this. Relatives of staff are thus a vital group of core volunteers isethehools socispatial networks,

drawn into an extensive range of voluntary activitibeough their personal connections to family in

the school.

The children of staff also form part of this tradition of familial voluntary activity. They help at home
day-to-day with the preparation of learning resources, donate their own toys to the school and even

Nbzy &adlffa |4 FHmNaughiedrs @ atdlatdhs t@id(ant dola AotNdBlaminating

and cutting out for their mum at home), @dDS2 NHS> {2LKASQa St RSald azyo
children of staff who seemed to spend the most money at the fair too (see summer fair extract in

/ KFLIWISNI p0Od ¢Kdzaz (GKSaS FlLYATtASa gSNBYyQlU 2dzad z
Ffa2 R2ylFGAY3 Y2ySed ¢KA&a OSYSyida GKSANI LRaAAGAZY
in multiple ways, through multiple soceconomicmodes. Thus, whilst families of staff have been a

YR 6 Y BRI W D¢ qRUBE @ RIGMA VG BEY YO WRialEI?e DRER®C OT We Ut qc¢ |

NOY



A 2 4 A x

yS3ft SOGSR YR AYRSSR WAY@GA&aAA0ESQ 01 G0G2YS HAMTO
in primary education, their work is extensive and unconsciously expected and so deserves greater
attention in the literature.

Katherine occupies an interesting position as the executive head of the federation. Whilst she can be
considered a bridge figure between the two schools, she lives at a considerable distance from both.
Though the lack of proximity is a challenge for hdre ®vercomes this due to her extensive
commitment (she is most certainly a core volunteer) and strong links with the parents, particularly

those at Oakington where she was head of school before taking on the executive headship (and where
sheincreasinghft] S& 2y GKS NRfS 2F WRS TtheGuindes)aThiOedvy 6 2 NJ
workload necessitates long hours (beyond what she is paid for), and she often comes in at weekends

G2 OFGOK dzLJ 2y 62N] ® YIFIGKSNARAYS | fa2 RAaOdzaaSR Gf
feeding the school guineapigsd buying stickers with her own money. This is prompted by her

NEf dzOGIl yOS (2 dzaS aO0OK22f 0dzRISHG F2N) wavylrft GKAY
LINE2SOG&a YR NBRaz2daNDSad LYRSSRI aOKz2dbiwnmodey TF WTA
was a common and extensive practice alilevels from TAs to the executive head pioth schools.

That staff feel they need to do this speaks not only to their commitment to their vocation (and
cementing their categorisation as core volunteers), but to the limits of government funding for (small)
schools. Indeed, Alice, a class teacher atléggod went so far as to say she thought teachers (not

TAs) got paid enough but that schools themselves needed more funding. It was plugging these gaps

that was costing staff monegnd timeand contributing to retention issues. It is unfair that the public

service of education is being held up by the goodwill and resources of staff in these schools, especially

in a costof-living crisis, when they are struggling to support themselves and then families
(Postlethwaite, 2023). Indeed, Applegood lost fWwhsduring my phase of data collection due to them

being unable to reconcile the cost of travel to the school with their wages. Thus, these schools are not

only struggling to cope with the impact of budget cuts on educatipnavision butalso fae losing

staff (exacerbated by their schools geographiaisa time when they (and their voluntary activity) are

needed most. This emphasises that schools cannot and should not be expected to rely on voluntary
activity.

| have classified the Federati@moverning body as core volunteers due to their strategic importance

G2 GKS &a0K22fQa FTdzyOlA2yAy3ad | 26SOSNE a2YS YSYy
(Frances, a local artist and village resident, is involved in art activities at Applegoodratalighter
isanedJdzLIAf = |1 2ffe&Qa &a2ya OdzNNB Yy irne hooliaindliyeR in! LILX S 3
Applegood @ !y AYGSNBaAdGAYy3a FSIFGdzZNBE 2F ! LILJX S322R | yR
they govern both shools, none of the governors are drawn from the community of Oakingtbey

are all linked to Applegood (many live there). Governors have been largely recruited viafword

Y2dzi KX gAGK GKS AYyTF2NNIE WodzYLAyYy3 leghad2esidelis? LI S Q
(and Applegood parents) on the governing body. Thus, geographic capital is crucial for this particular
aspect of the socigpatial network of voluntary activity. Yet there is a detachment between the
governing body and the school commuedithey serve, in terms of accurate representation, physical
presence of governors within the schools (I saw Brendan, the chair of governors at Applegood more

often than Oakington during my research) and a lack of social connections betweern Ragrson,

2008; 2012) This disconnect is problematic as there is a lack of knowledge amongst the school
community of who their governors are and what they do (many parentsi@utould not even name

the governors in interviews or conversation). Thus, the {targ strategic plans governors seek to

NO®



make are not widely known, making their realisation a difficult task. This is especially ironic when
governors discuss plans for community development.

PeripheralEpisodic Volunteers

Whilst parents form the core of voluntary activity in many schools, this is not always the case for most
parents at Oakington and Applegood. Many of these parents work long hours, many have children
with additional needs, and manyave three or more children to care féespecially at Oakington)
These factors combine to make these parents extremely fpmer. Speaking to parents, many saw
roles like PTA or governance as big commitments which they were daunted by or did not feel morally
right in taking on if they could not dedicate the time. Tuggests parents had a keen awareness (or
assumption) of the realities of formal voluntary involvement and chose to avoid the heavy workload
and associated responsibility (with it fallingTésinstead). In addition, where children in small rural
schools are increasingly being drawn from wider catchment areas (Walker, 2010), parents are
AYONBFaAy3Ite tAGAYT i FdzNIKSNI RAadGlyOSa FTNRBY Gk
to be involved:

G6KS GKAy3a Aa F t2d0G 2F tA1S8S=T + t20 2F 6KIFG 3I2¢
GKIFIG KFLIWISya KSNB whl1Ay3dz2ye ¢S R2ydd 3ShE A
0ST2NBE wX86 ¢gKSy (KSe R2 fA1S FrRSI OKBGDNEXE (10
.dzi @SIFKXI GKFEGU&A |o2dzi AdeibhdaiR2F i KEy a2 & 0Kk @2

When families do not live in the village in which their children go to school, they are less likely to be
involved in events there. Instead, they engage in activities where they live and wherdabedir
community arel have therefore classified these parents as peripliemsodic volunteers due to their

less intense involvement in voluntary activity, and greater physical distance from the schools and their
vilages{ 2 LIKAS Ol ffa (KA& O2K2NI 2 Fpotdbuldspuicirichydt ySg o
least at Applegood). But, whilst Sophie is thankful for the resources received, she said that the lack of
bodies is becoming a real problem for the functioning of the Biuking my research, the ASFsva

made up of only three members: Sophie (the chair), Nancy (the secretary), and Lucy (the treasurer).
Lucyhas two children at Applegoddl | 2 § SOSNE RdzS (G2 KSNJ FFYAf@dQa FA
third job, Lucy hado give up her role on the PTA. Thausedhuge issues for Sophie and Nancy as a

PTA must have a minimum of three members (a chair, a secretary, and a treasurer). To maintain its
charitable status and thus remain a separate entity to the school itself, Sophie and \Naneayilling

to share the increased workload between the two of them, with Crys{gléad of schoolinade a

member in name only to fulfil the legal regeiments for the PTAs constitution. A reconfiguration of

the TSOL of the PTehabled through social networkgas thus necessary in response to a change in
membership and subsequent rebalancing of responsibilities. Whether and hoa&heill be able to

continue to function with such a heavy (unpaid) workload divided between two volunteers remains to

be seen, especially in a castliving crisis.

With both schools having timpoor and geographically dispersed parents, their voluntary activity
NEFfSOGa Yrye 27F (k&2 ING ONIRSNIdimited O&duridii andy AGCKNER(
require[s] little or no lasting obligatioagHeley et al, 2022y9.77). Micrevolunteering encompasses

speed and convenience with tasks usually taking betwe&0 hinutes either iperson or (more

often) online (Ibid). The examples given can be applied to voluntary activity for the small rural primary
schod. For example, campaigning and communication (school promotion by parents, organising

NIMTM



support via WhatsApp), fundraising (parents asking and collecting on behalf of the school) and
practical help (parents baking a cake or sourcing and donating prizes). Howeveryatisrteering

is similar to episodic volunteering, the difference being thtter is defined more by its repetitive
nature (Ibid). The voluntary activity undertaken by parents in these schools falls somewhere between
the two, as whilst most parents engage in more miaobivities, they are often repetitive (School Fairs

are expected every year, with much the same work required each time). Thus, voluntary activity within
these small rural primaries parent communities has a distinatii@ro-episodicnature due to a lack

of geographic (and time) capital.

{ YAGK oHnumMO FNBHdzSa GKIFIG 6S Ydzad | LILINBOAFGS GKI
LI NByida fAGSaz | yR (KK daRsy GASYEAIG 2I1TR ReATH SRS ATy aSHKiiRdz
LI NByidlft Ay@2t @dSYSyiazr ¢S ySSR (2 ao6SgSNI O2yaArRS!
FYR Fa]l o6KI Ui RAMRIWS W2 (i LAGKKBBA RioOKLSoeA REX LJA dMpn O d a @
GKIG 020K a0Kz22t&a FINB YI{Ay3a Su2Nla (2 R2 (KAao®
CKSNBUa fA1S Vi&HWBESS N2 W 2ztY 2 Too KB B 8152 B dZ& K S Y A
aFAROloyHyiREl al 08 YRKAMOKFSAHA | fAgfS o0AG tA1S YS.
OFYS YR UNEBRG I LIINBFOKSR YS | yROILESIXK 2 428 & (i 2 dz&
fALSOIyy2G o0l 1S (2 30d@ERdOI{|ISEID 1A Aty FH |
OLyg2§sS éddKISWR (KSH28SRBYyf REBYRIDEIGCEAFPEK L O
{22 (GKSY @eSIKI GiKORYZ@ Ybdeld sl a0k K 1&SA YR BEIKK y

g2NJa F2NI YSe LG @SIKXZ LUYZ LUY F UN)Y 0StASHE
G2 NIA&aS Y2ySeod [A1S AlG R2Saydd YIFIgSN® 2S5 gA
FftyYz2ad tA1S | OIaBNRHEA{lfRwIzy @2 diNg Rv &l diybear || NS

AA AL A

NBE T NB & KY S Jilikaldii ULad YA fSA 1882 dd (520920 KY HKBWSAS Y i
GKS NI®SLOSYKEE 3ISG LINByda O24%3 HAMS dRAYAA
2F 1y26 e2dzN) AaGNBy3IiKa ofl dzZAKaS6
Whilst smaller acts of voluntary activity may be common for most parents in these schools it does not
mean they are any less valuable to those involvddl€y et al, 2022 Indeed, parents are often
grateful for the limited demands on their time and money but nevertheless being given the
opportunity to be involved (donation drives are particularly relevant hesee Chapter 5), antiAs
and other support staftan reduce their own voluntary workloads by dispersing some tasks across
their parent population. In addition, parents at Oakington spoke about how the PTA which had folded
years before had become a toxic and controlling environment-fighiting and bikeringdlareas and
Mufoz, 2012; PoseMaddox, 2014; Murray et al, 2019; 202utting them off wanting to rdorm it.
The preference is to support events and donate informally (passive voluntary activity). Furthermore,
parents and staff spoke about the excellent job Sophie and Nancy at Applegood and Liv, Nat, and
Gemma at Oakingtodid to organise and deliver events (through their active volumasyk). There
gra | aSyasS GKI G 2idKSNA{thdaughnd: disclskitief thé wle sigmétisiggS G K S
practices play in this below)Thus, timepoor parents engage in passive mi@pisodic voluntary
activity due to their distancérom schoolto balance competing demands on their time and to avoid
tension. But this leave$Asand other support staffo take on the bulk of voluntary work due to a
catch22 situation in which they are successful at organising and delivering events but are also
required (due to less active parental support) to do so. Whilst this can be positive for parents, it can
have anegative inpact on staff potentially leading to burnout

NTTN



Sociea LI GAFf {dA3YlFY WD22Re& ! LILJX S3I22RQ YR Wbl dAKI

2 KAfald FSRSNlIoe2y KIa KIFIR Ll2airAa@dSa F2NJ 6KS aoOK?2
NERdzOsa2y YR &KINBR /t5 o0adzi2d |yR wdzyelyadSgl =
doff OSNEB YdzOK | RAaGl y G ¢BRIIKS HS2R NIWLIK AROH 1t A v IR
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joint excursions between the two schools were planned. It had been common practice that when the
schools federated, they would go on joint trips to reduce costs. However, where Applegood parents
are able and willing to pay for their children to ha2¥S i KAy3 WSEOAGAY3IQ | YR Y
economic and cultural capital), they are often unwilling to compromise for Oakington pupils whose
parents often cannot afford similarly expensive trips. Applegood scho@dalit of the traditional
WCSRYNL WAH2 51 @ hdziQ AY WdzyS HAnHoO OffeefiBral PakNhdli KS T2
gardens. As well as not costing the schools anything to access, the school sports coach was to deliver
fun activities on the day (at no additional cost), and ice creams were purchased by staff (using
fundraised income) at the local superrkat in the afternoon, rather than osite (where the cost
g2dzf R 0S dzyI F¥F2NRIFIo6f S0 (2 FTRR (G2 G(KS OKAfRNByQa
was attributed to it SAy 3 Wy 23 3I22R Sy2dza3KQ FT2NJ Way206eQ LI N
not dissimilar to what their children already had access to (Applegood regularly make use of a local
estate gardens in their vilageD EA & oy 3 LISNDSal2IR RNSAREOK22 fYSIE v
do3dYlosaAyad OfFaadaSR YSIyAy3da oSNB gl OKSR (2 (KAa&
O KSUKSNI I OOdzNI 4GS 2N y200 y20 G2 TR Iy nedlikedal TSRS N.
context of needing to both dtaborate and compete, voluntary activity can become a site of
classificatory struggle (Tyler, 2015) in small rural primary schools with differing levels of deprivation
where families have differing access to multiple forms of capital
(KS aR2@AR2YA O RAGSNSEyTOSYAAR 61%HaE 8BS YK i8EBERBDNBESR Ay K:
Fdzy RN} Ad4Ay3 F2N) SEGSNYIt OFdzasSa KILWSya Ay Sk OK
d4K2¢6 K26 | KAfRNBY Ay bSSR: F2NJ SEIFYnaSS ®&IdzNBAY
Iy RO Applegood staff do not question whether their families can afford £lafeon-uniform day
fundraisetr whereas Oakington staff know many of their families would not be able to. By not putting
a price on the donation, Oakington ensure all their families can take part, no matter what they can
afford to give. Such differential organisation of fundraisingvitats between the two schools further
highlights the impact od K A f Eiffekept Sbdiececonomic backgrounds on the character of voluntary
activity within primary education.
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Children In Need is Friday 17th November. This Thank you to our children and families for bringing in
year, we would like everybody to donate £1 to their loose change for Children in need. Every penny

wear something spotty or yellow - or both if you counts and the charity will be very grateful.
are feeling daring! -

In addition, we will be taking part in the "Bearpee”
challenge, which is a live event on the day. So get
practicing those burpees in preparation.

[ RNoWm¥e tos ¢t RUNqYUna UT | ¢R
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The children have picked up and internalised these sspiadial symbolic and material divisions

between each otherLoreia[Year 5 Oakington distinguished this in the classroom during my last

week of data collection. When she learnt | had also volunteered at Applegood, she said in disgust
®2dz2Q0S 0SSy G2 thesaiRgeeflllgIVRS HBDORNE v I dzBwasiagnazbd: 1 A y 3
but not surprised by this distinction she made as it had come up in previous discussions | had had with

the children (geerally and in the art groups). Indeed, some pupils at Applegood also said they did not
fA1S GKS OKAftRNBY FTNRY hll1Ay3id2y IyR RSAONAROGSR i
these children are recognising symbolic stigmatising practicesstrae to differentiate them from

their peersfrom different socieeconomic backgrounddurther exacerbating inequalities that may

already exist between them. Furthermore, they are not challengedr invited to question these

beliefs,and so stigmatisation is normalised for them. As voluntary activity can be a site where these
stigmatising practices play out, it raises concern that sepétial differences in how voluntary activity

happens and is experienced can exacerbate material symbolic inequalitiesb 2 G 2y f & R2 S
atleaaalOFtf SOARSYOS akK2¢g GKFG GKS aokz22fa FNB RA
R2Sa SOARSY GSRIFNRIYI yiXKE ROEINGER AGIS fF yRF OKAE RNSY Ay
NEbSOGOaayd¥E Al 0StftAYyd IWMRIRAEIRBUBBEFOZODKS R 2
O2YYdzyAaSad ¢KAA LIl e&a 2dzi 6KSy GKS aodOkKz2z2f 0O2vYYd
Ay RSOA&AZ2YA | | RBdapest Avighdvoluitéry attivity & Key dite of difference and,

therefore, of inequality.

Despite inclusive framings of community, stigmatising stereotypes can alsoadétkist the school
communities (alongside those identified that eXistweenthem). Staff, whilst being an invaluable
a2dzNOS 2F adzZlR2 NI G2 FlrLYAftASAE Ay (KS&asS aoOkKz22fa
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hold certain views, and make certain assumptions about pati#faboway and PimlotWilson, 2012,

Smith, 2021), distancing themselves from the parents through the elaboration of micro differences
(Wacquant et al, 2014Pne example occurred in the staff room at Oakington when a cake sale was
being organised. When the question was posed of what price should be charged for the cakes, |
suggested we just ask for donations so that people could give what they could @foedesponse |
NEOSAQPOSR ¢gdzia Gl Kt REIKKS® 2y Sa GKIFIGQft IABS wnll N
I YR K 2 PhR ataf snéntber was making a judgement on how people chose to spend their money,
the implication being parents were in moral deficit if they chose to buy designer clothing rather than
contribute to a charity cake saland that this staff member would never have made that decision)
And so, a certain price would have to be charged to ensure those parents contributedéineinare

(as defined by the staff oagising the event)

CKSaS lFaadzvLiianzya 2F K2g FlLYAfASa wOK22aSQ (G2 o
over who was asked to participate ahdowd [ AP YR bl i G2fR YS Ay GKSA
which parents would help at events and would ask them for support whilst there was no point in

asking othersAssumptions were made about certain parents capacity to be involved and so they were

not asked to participate (beyond donation requests). Thus, research findings that staff expect less of
parentsfroml@ SNJ Ay O02YS ol Ol INRBdzyRa Ay GSN¥Y& 27F &dzLJL}2 N.
and PimlottWilson, 2012; Barnes and Nolan, 2019; Body and Hogg, 2021) is also reflected in this
research in terms of certain parents capacity (but also crucially, thefability) to be involved in

voluntary activity. This has potentially negative implications in terms of making certain parents feel
(further) excluded from the social life and community of the school, but also in reducing the scope of
activity and subsequdrbenefits that could be achieved for the children.

Indeed, for some children in these schools, voluntary activity can be a source of upset when they know
GKSANI FIFYAEfASE OFLyQld 2N g2y Qi FGG§SYyR S@Syida 2NJ C
extracts from fieldnotes at Oakington on the dafythe Christmas Fair (2023) show how prevalent this

concern is fosome ofthe children there:

| chatted to Bonnie [Year 6] about the fair, she was happy as her dad had given her £8 to
spend, she said she was going to use £5 for raffle tickets but save £3, | said that was a good

idea, | asked if her parents were coming and she shrugged and sadllskey QG & dzNB | &
brother, who has SEN and requires a lot of attention] is at home, tisajEkfully one of them

will comé, she gave a small smile and sajdatédzy OS NI I A y f & X

CNBel o, SINI 6 gl & ONBAY3IX L GNASR (G2 OKSSNJ
YdzY RARY QU KI OSAFdzEAKSRNAY K& R KPR 0dz2 LISGUNRE (K
g2y Qi KlskSried hakler and | felt really sorry for her, | thought about giving her

a2YS Y2ySe odzi 1yS¢ GKIG ¢2dZ RyQiG 6S FFEAN 2y

[REDACTED]

In all three cases, the Christmas Fair at Oakington, whilst intended to be a fun enrichment event for

the children (as well as having a vital fundraising purpose), had contributed to anxiety and upset for

these patrticular children either because they did not know if their parents would be there, did not

think they would be able to participate due to lack ohdis, or both(CPAG, 2022)n such a small

school, it is noticeable if children do not take part in events and thus results in their parents being
A0A3AYIFIGAASR a WESGiAYyT GKSANI OKAf RNBY R26yQ 66
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extenuating circumstances of whiglomea G FF YIF & 06S dzyl 61 NB 02NJ WT 2 NEF
why parents do not participate)lid; Mazzoli Smith and Todd, 2019). Whilst the school are mindful

of the timing and frequency of events where they ask for donations and are as inclusive as possible
for those children whose parents are not present, it is nevertheless an awkward social eresitonm

for those unable to donate to be part of, and so one they may choose to @UBIIG, 2022A decision

for which theymay then be stigmatisedMazzoli Smith and Todd, 2019Consequently, events
involving the expectation of some monetary donation can bring negative experiences for children and
families who struggle to take part due to the social stigma attached to those who do not participate.
This is especially so when nfueoluntary work at Oakington is schdetl and so the way in which
parents can besgento be) involved in events on the day is largely limited to (monetary) supporter
who is physically in attendancéeven if they have previously donated resources for the event, if they
do not or cannot participate on the day, their absence is (easily) noted and stigmatised by those who
are present. Thus, socispatial stigmatisation within the school community as played out during
fundraisingcommunity events can havaultiple negative consequences for more deprived families.

| 26 R2Sa milBtAea fa22GAFY LI & 2dzi Ay F@0WAd3yRA (B2 f Hday (
F O AAYIRKNBalGAyt e Ff(iK2dzZaAK GKS 1S@& F20dza 2F o621
Fd WwO2YYdzyAieQs GKAa gFa FNIYSR YR AYGSNLINBGSR
to community often meant the local village residents, thus citashg a spatial category. However,

for Oakington, community often did not mean their local villagers, it meant the families of pupils, thus
amore2 OALf OFGiS3aA2NEB® 2KSYy hl1Ay3dz2y adaGqdtr¥F FyR Tl Y,
residents, it was in reference to a category of people not socially connected to the school but whom

the schoolare working to reO0 A Y AGALF 0SS 0SYSTAOALE O2yy&GéeArzya o
village. These different framings of community led to different interpretations of the purposes of
wOo2YYdzyAlleQ S@Sydad ! ( blingihgthe SotmdRiEy togekh& &i.e. sh8 NB | 0
residents, the pupils, antheir families)to fundraise At Oakington, it was more about the school
supportingtheir families, as evidenced for example by parents being able to sell their own goods at

school events so that they could make money too, andriigagethem in positive school experiences

alongside their children when so many of these parents may not have experienced schooling in a
positive way befortdiillies, 2006; Holloway and Pimidtilson, 2013).0Oakington also have the

additional aim of improving the schools reputation locally and so seek to invite village residents to

events where they can show whhese children are and how the school operates, with the hope of
improving links between them. Thus, currently differing sespatial networks between the two

schools and their geographic communities of village residents mean that voluntary activityingv
WO2YYdzyAlleQ KIF@S RAFFSNBY (O LlzN1J2 aSa d-commivnityad G ! LILI
relationship so that events can focus on fundraising, Oakington must focus-itru{lding a positive
schoolcommunity relationship in the first place foge purposes such as fundraising can be realised

from those other than their pupils and families. Thus, different sgpiatial networks arealso

exacerbating inequalities between these schools in terms of what commfottsed voluntary

activity can achieve.

The Future: Developing the (Social) Networks?
2 KAf 202 MiBKfSdzy i SSNE Ay (KSaBISAOKRL2® & K BN & @&KISIF KIS A N
FILEYAEASEAE | yR (K8 LRELBANyaiza YOI Fil KYSANIMYSS 03 25Fa G KS 02 Y
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This is easier said than done, however, because, as the executive hamdsahools (which, although
having small numbers, nevertheless, require the same level of management as any other primary
school) Katherine lacks the time to focus on community development, even though she sees it as vital
(Bagley and Hillyard, 2019). As sixplained:

AKIBROI dza S o KSy DK SAGHIY &1 22 VifKS YINRIEA K O2dzy OA f
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YFGKSNAYSQa fFy3ddz-3S KSNB | LILASdzZNNE di2R AyKS & GlytatS N
la GKS aevoztirld w@8lanibigsivdth, 01995 Bagleyand dajfyard, 2001; 2014;
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G2 INRBg ola AG t221a tA1S AG A& a 2F {SLIWGSYOSNI
O2yiNRf 20SN OS2 inke@®digR Mheh diskugsthgthe possibldaemation

of the PTA at Oakington, Lorna (a parent) conceptualised a new PTA as a mediator between parents

and the school. She saw its purpose as communication and advocacy rather than fundraising. Not only

does this show differing understandings of the purpose of voluntary activity between parents and

staff, but it also suggests parents would like to have more of a say in how things happen at school,
potentially pushing back against staff contfBhckman, 20208 Kdza = ¢ KAf ad adl d O2y il
Aa aSSy la GKS SraixsSad FyR Y2aid SYOR®ABo&l & GG 2 t2
NBadg Ga Ay GKS ODLNJMSBYSEOFMNRN2 ALBOAUO | NBFa |
I Os FKENE (I KSNBKR&Ge B@BRSYOISS (2 6S Y2NBE Ay@d2f OSRO
a0 NHzOG dzNB O2yoeydzsSa dzy OKIff SYyaSRY GKS ad2Lias F2N
NI yIAYy3I o0SyBUIR /AR HIRIYNIGISR

During discussions about the ongoing struggles both schools have with managing federation activities,

the idea of a federation PTFA was raised as a potential way to mitigate the conflicts arising due to the
sociospatial differences between the schools. whyer, immediately there were complications

around how this would worfairly as Applegood families would (perhaps inevitably) donate more than
Oakington could. This could then exacerbate conflicts that already exist around federation activities

like joint trips. Ultimately,LJr NBy G& | NB @2fdzyil NAfe& 3IAGAy3I RdzS
0 KNPOKEBKNIE RONBY O 06SOldzaS GKS& |INB KILILk G2 3IAGS
| 26 SOSNE AT LI NBylta OFly y2 f2y3SNJ asSS (KS woSyS
GKSe YlIe gAUGKK2fR 2NJ gAGKRNI ¢ NBEKSANIBIHAIRINIADY ¢IK
O2y GSEG LINBOSYyid  Y2NB AyOfdzaAdS FyR SldaAadlotS 7
GKIFIG O2dA R 06S AYLINROGSR A& 3INBFGSNI NBLINBaSyidl a2y
0KS Fdzi dzNBE MO NRSNE Ry RSNE G yRAY3I YR | gSyezy
LI NBy i @I 0FryOASa R2 02YS dzllz G &EB2a 0 NBE @Syt elf It S
GK2aS 6AFS A& It &nhilstGie§Rnavk thiddareni well (thikyiars fHehds Buside

of school) and said he will be a great governor and will care about both schools, he nevertheless
conceded that he will inevitably care more about Applegood, as that is where his family &magSo

as the federation governing board continteebe dominated by those with socipatial connections

to Applegood, Oakington will likely continue to receive less attention, exacerbating already existing
inequalities.

aYlFLGSter K2SOSNE Ay (GKS OdaNNByid O2yiUSEG Ay &
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In conclusion, (and in answer to my research questiooutthe relationship between deprivation and
voluntaryactiviyV A G Aa y20 a2 YdzOK GKS € S@St 2F RSLINAD
voluntary activity, but rather the socispatial differences between the schools and their communities

which constrain and produce the levels and shape the different fofmvelantary activity. Proximity

G2 GKS a0Kz22ft o6FyR (KS adiemésDdh thidAeiiehand forhdicd Ay 0
voluntary activity Relationships can emerge from proximignd can be experienced as more intense,

with a small Jlage like Applegood containing many interconnected individuals and layers of
relationships, whilst the scattered village of Oakington contains many who are unconnected to one
another or to the school. Living closer, also tends to translate into more s#ivgiving, with the

donation of time, talent, moneygndresources common, whereas living further away tended to result

in donation of resources and moneawther thantime. Indeed, living close made access to the school

easier. However, social connection@lustinx and Lammertyn, 20P&lso influence the level of

voluntary activity in all its forms and can overcome the issughgbical distancd the connection is

of significant strength and warmth (as with SEN pareatsl (especially longerving) TAs

Importantly, it is the initiation of support (viasking (Musick and Wilson, 2008nd continued
managemenbf relationships that is key to forging and maintaining beneficial connections. However,

small numbers, heavy workloads and unfavourable geographic positioning of small s@haols
Oakington)can make some networks difficult to access and mainttis finding extendsdgley and

HillyardQa @2NJ] 2y GKS &a20AFf NBflFUGA2YyaKALA GAGKAY |
by bringing the geographical aspect of schools and their villages into the picture too.

The concept of socispatial networks facilitates an understanding of the character of voluntary
activity in small rural primaries, how and why this differs between cont@¥iliams, 2011a; 2011b)

and the implications of this (alsaddressing my research aims of understanding how voluntary activity
happens and how it is experienced by those involvéad)particular, how the intersection of social
demographics and geography constrain and facilitate different levels and forms of voluntary activity.
Furthernore, social network mapé_elong et al, 2016; Donath, 2026an be used as a tool for
understanding and comparing voluntary activity within and between contd¥tslst dhanges to the
network cannot be explored through a static map, using the methodological and conceptual tools of
sociospatial network mapping has shown how social and geographic capital combine to enable and
hinder different voluntary activities. This hasportant implications for school@®f various sizegh
understanding who the variousactors in their socigpatial networks are and where they are
positioned, how they are connected (to the school and each other), the nature and strength of these
O2yySOUA2Yyas YR K2g GKSAS O02yySOilAz2ya Qhey oS YI
can therefore be a useful overview tool, highlighting areas oétwork that are functioning well,
which can be better developed andtzy RS NA K S Yy R2 (i Sy allyié ACKUhyEEScEedF
spatial networks are key to the character of voluntary activity in these schools, the current form they
take may not be desirable for all members of the network. Indeed, some may wish to increase or
reduce their involvement, to be involvedfdirently, or to withdraw completely. Consequently, future
work should focus on identifying and understanding issues associated with voluntary activity as an
important counterbalance to the oftenncritical view of voluntary activity as inherently positive
Consideringhe nature and consequencesdianges to peoples positions in these networks and with
the final section of this chapter lowlg ahead to the schools seeking to develop their social networks

in the future, changes over time were key to the stories of voluntary activity in these sciAgaso,

NTM®



it is to a more temporal, longitudinal perspective that this thesis now turns ifilaéfindingschapter,
bringing together the themes of socfpatial networks, boundaries and stigmatisation developed in
both this and the previous chapter, and considering the significance and consequences of their inter
relationship over timeat mesa(school), micre(individual) and macrgsocietal) levels.
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