
 

Μ 
 

 

±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅ ƛƴ {Ƴŀƭƭ wǳǊŀƭ tǊƛƳŀǊȅ 
{ŎƘƻƻƭǎΥ .ƻǳƴŘŀǊƛŜǎΣ bŜǘǿƻǊƪǎ ŀƴŘ 

¢ǊŀƧŜŎǘƻǊƛŜǎ 
 

 

¢ŀȅƭŀƘ [ŀǿ 

bƻǾŜƳōŜǊ нлнп 

 

 

 

 

 

 

 

²ƻǊŘ /ƻǳƴǘΥ фтΣмто 

 

 

 

 

 

 

 

 

 

 

 

{ŎƘƻƻƭ ƻŦ {ƻŎƛŀƭ tƻƭƛŎȅΣ {ƻŎƛƻƭƻƎȅ ŀƴŘ {ƻŎƛŀƭ wŜǎŜŀǊŎƘ 



 

Ν 
 

!ōǎǘǊŀŎǘ 

±ƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ π ǘƘŜ ǳƴǇŀƛŘ ŀƴŘ ǳƴŎƻŜǊŎŜŘ ƎƛǾƛƴƎ ƻŦ ǝƳŜΣ ǘŀƭŜƴǘΣ ƳƻƴŜȅΣ ŀƴŘ ǊŜǎƻǳǊŎŜǎ π ƛƴ ǇǊƛƳŀǊȅ 

ǎŎƘƻƻƭǎ ƛǎ ƛƴŎǊŜŀǎƛƴƎΦ IƻǿŜǾŜǊΣ ǘƘƛǎ ƛƴŎǊŜŀǎŜ ƛǎ ƴƻǘ ŜǉǳŀƭΣ ǿƛǘƘ ǎŎƘƻƻƭǎ ƛƴ ǿŜŀƭǘƘƛŜǊ ŀǊŜŀǎ ŀǧǊŀŎǝƴƎ 

ŘƻǳōƭŜ ǘƘŜ ŀƳƻǳƴǘ ƻŦ ǾƻƭǳƴǘŜŜǊ ǝƳŜ ŀƴŘ ƳƻƴŜȅ ǘƘŀƴ ǘƘƻǎŜ ƛƴ ƳƻǊŜ ŘŜǇǊƛǾŜŘ ŀǊŜŀǎΦ ±ƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ 

ƛǎ ōŜŎƻƳƛƴƎ ŀ ƴŜŎŜǎǎƛǘȅ ǊŀǘƘŜǊ ǘƘŀƴ ŀ ŎƘƻƛŎŜΣ ǿƛǘƘ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎ ƛƴŎǊŜŀǎƛƴƎƭȅ ǊŜƭƛŀƴǘ ƻƴ ǾƻƭǳƴǘŜŜǊǎ 

ŀƴŘ ŦǳƴŘǊŀƛǎŜŘ ƛƴŎƻƳŜΦ Lƴ ǘƘƛǎ ŎƻƴǘŜȄǘΣ ǎƳŀƭƭ ǎŎƘƻƻƭǎ ŀǊŜ ŜȄǇŜǊƛŜƴŎƛƴƎ ǘƘŜ ƭŀǊƎŜǎǘ ƛƴŎǊŜŀǎŜǎ ƛƴ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀŎǊƻǎǎ ŎƻƳǇǳƭǎƻǊȅ ŜŘǳŎŀǝƻƴΦ ¢ƘŜǎŜ ŀǊŜ ǎŎƘƻƻƭǎ ǿƛǘƘ ŦŜǿŜǊ ǘƘŀƴ млл ǇǳǇƛƭǎΣ ƻƊŜƴ 

ŘŜǎƛƎƴŀǘŜŘ ŀǎ ΨǊǳǊŀƭΩ ōȅ ǘƘŜ 5ŜǇŀǊǘƳŜƴǘ ŦƻǊ 9ŘǳŎŀǝƻƴΦ ²Ƙƛƭǎǘ ŦǊŜǉǳŜƴǘƭȅ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ŀƴŘ ǇǊƻƳƻǘŜŘ 

ŀǎ ǇŀǊǘ ƻŦ ŀ ǊǳǊŀƭ ƛŘȅƭƭ ƛƴ ǇƻƭƛŎȅ ŀƴŘ ǎŎƘƻƻƭ ƳŀǊƪŜǝƴƎΣ 9ƴƎƭŀƴŘ Ƙŀǎ ŀ ƘƛƎƘƭȅ ŘƛũŜǊŜƴǝŀǘŜŘ ŎƻǳƴǘǊȅǎƛŘŜΣ 

ǿƛǘƘ ǎƳŀƭƭ ǎŎƘƻƻƭǎ ŜŘǳŎŀǝƴƎ ŎƘƛƭŘǊŜƴ ŦǊƻƳ ŀ ŘƛǾŜǊǎŜ ǊŀƴƎŜ ƻŦ ōŀŎƪƎǊƻǳƴŘǎ ǿƛǘƘ ŀ ǾŀǊƛŜǘȅ ƻŦ ƴŜŜŘǎΦ 

²Ƙƛƭǎǘ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŜȄǇŜǊƛŜƴŎŜ ŎƘŀƭƭŜƴƎŜǎ ǊŜƭŀǘŜŘ ǘƻ ǘƘŜƛǊ ǎƳŀƭƭ ǎƛȊŜΣ ǳƴŘŜǊπǇǊƛƻǊƛǝǎŀǝƻƴ ŀƴŘ 

ǳƴŘŜǊŦǳƴŘƛƴƎ ŦǊƻƳ ƎƻǾŜǊƴƳŜƴǘΣ ǘƘŜȅ ŀǊŜ ƻƊŜƴ ƛƴŎƭǳǎƛǾŜ ŀƴŘ ŎŀǊƛƴƎ ŜƴǾƛǊƻƴƳŜƴǘǎΣ ǇǊƻǾƛŘƛƴƎ ŀ 

ǾŀƭǳŀōƭŜ ŜŘǳŎŀǝƻƴŀƭ ŜȄǇŜǊƛŜƴŎŜ ŘƛŶŎǳƭǘ ǘƻ ŬƴŘ ƛƴ ƭŀǊƎŜǊ ǳǊōŀƴ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎΦ ±ƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ Ƙŀǎ 

ƘŀŘ ŀƴŘ ŎƻƴǝƴǳŜǎ ǘƻ Ǉƭŀȅ ŀ Ǿƛǘŀƭ ǊƻƭŜ ƛƴ ŜƴǎǳǊƛƴƎ ŜŘǳŎŀǝƻƴ Ŏŀƴ ōŜ ǇǊƻǾƛŘŜŘ ƛƴ ǘƘŜǎŜ ŎƻƴǘŜȄǘǎΦ 

IƻǿŜǾŜǊΣ ƛǘ ƛǎ ƴƻǘ ǿŜƭƭπǊŜŎƻƎƴƛǎŜŘ ƻǊ ǊŜǎŜŀǊŎƘŜŘΦ Lǘ ƛǎ ŎǊƛǝŎŀƭ ǘƻ ōŜǧŜǊ ǳƴŘŜǊǎǘŀƴŘ Ƙƻǿ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ƘŀǇǇŜƴǎ ƛƴ ŘƛũŜǊŜƴǘ ŜŘǳŎŀǝƻƴŀƭ ŎƻƴǘŜȄǘǎ ŀƴŘ ǘƘŜ ƛƳǇŀŎǘ ƛǘ Ƙŀǎ ƻƴ ŜŘǳŎŀǝƻƴ ŘŜƭƛǾŜǊȅ ŀǎ ǿŜƭƭ 

ŀǎ ŦƻǊ ǎǘŀũΣ ǎǘǳŘŜƴǘǎ ŀƴŘ ǘƘŜ ǾƻƭǳƴǘŜŜǊǎ ǘƘŜƳǎŜƭǾŜǎΦ aȅ ǊŜǎŜŀǊŎƘ ŀŘŘǊŜǎǎŜǎ ǘƘƛǎ ƎŀǇ ōȅ ŜȄǇƭƻǊƛƴƎ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŦƻǊ ǘǿƻ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊƛŜǎ ƻŦ ŘƛũŜǊƛƴƎ ƭŜǾŜƭǎ ƻŦ ŘŜǇǊƛǾŀǝƻƴ ƛƴ {ƻǳǘƘŜŀǎǘ 9ƴƎƭŀƴŘΥ 

!ǇǇƭŜƎƻƻŘ όƭŜǎǎ ŘŜǇǊƛǾŜŘύ ŀƴŘ hŀƪƛƴƎǘƻƴ όƳƻǊŜ ŘŜǇǊƛǾŜŘύΦ ¢Ƙƛǎ ǊŜǎŜŀǊŎƘ ǿŀǎ ŎƻƴŘǳŎǘŜŘ ǘƘǊƻǳƎƘ 

ŜǘƘƴƻƎǊŀǇƘȅ όнлнмπнлнпύΣ ǿƛǘƘ ŀ ǊŀƴƎŜ ƻŦ ŘƛũŜǊŜƴǘ ƳŜǘƘƻŘǎ ŜƳǇƭƻȅŜŘ ŘǳǊƛƴƎ Ƴȅ ŜȄǘŜƴŘŜŘ ƛƳƳŜǊǎƛƻƴ 

ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŀǎ ŀ ǾƻƭǳƴǘŜŜǊΣ ǊŜǎŜŀǊŎƘƛƴƎ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŬǊǎǘπƘŀƴŘΦ aȅ ŬƴŘƛƴƎǎ ǊŜǾŜŀƭ ǘƘŜ 

ǎƛƎƴƛŬŎŀƴŎŜ ƻŦ ōƻǳƴŘŀǊƛŜǎ ŀƴŘ ƛƴǾƛǎƛōƭŜ ƭŀōƻǳǊΣ ǎƻŎƛƻπǎǇŀǝŀƭ ƴŜǘǿƻǊƪǎ ŀƴŘ ǎǝƎƳŀΣ ŀƴŘ ǘǊŀƧŜŎǘƻǊƛŜǎ ƻŦ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΦ aȅ Ǉƻǎƛǝƻƴŀƭƛǘȅ ŀƴŘ ǘƘŜ ƳŜǘƘƻŘƻƭƻƎȅ ŀŘƻǇǘŜŘ όƛƴŎƭǳŘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ǾƻƛŎŜǎύ ƛƴ ǘƘƛǎ 

ǊŜǎŜŀǊŎƘ ŎƻƴǘǊƛōǳǘŜǎ ǘƻ ŀ ƘƻƭƛǎǝŎ ŀƴŘ ǘƘƻǊƻǳƎƘ ŀǇǇǊƻŀŎƘ ǘƻ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǘƘŜǎŜ 

ŜƴǾƛǊƻƴƳŜƴǘǎΦ ¢Ƙƛǎ ǊŜǎŜŀǊŎƘ ŀƭǎƻ ŎƻƴǘǊƛōǳǘŜǎ ǘƻ ŎƻƴŎŜǇǘǳŀƭ ŀƴŘ ǘƘŜƻǊŜǝŎŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ōȅ ǿƻǊƪƛƴƎ 

ǿƛǘƘ ǘƘŜ ǘƻǘŀƭ ǎƻŎƛŀƭ ƻǊƎŀƴƛǎŀǝƻƴ ƻŦ ƭŀōƻǳǊ ŦǊŀƳŜǿƻǊƪ ŀƴŘ ōǊƛƴƎƛƴƎ ǇǊŜǾƛƻǳǎƭȅ ǎŜǇŀǊŀǘŜ ŬŜƭŘǎ ƻŦ 

ƭƛǘŜǊŀǘǳǊŜ ƻƴ ŜŘǳŎŀǝƻƴŀƭ ǇǳǊǇƻǎŜΣ ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘΣ ƎŜƴŘŜǊΣ ŎŀǇƛǘŀƭΣ ǎǝƎƳŀΣ ǘƘŜ ǎƻŎƛƻƭƻƎȅ ƻŦ ǿƻǊƪΣ 

ōƻǳƴŘŀǊƛŜǎΣ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀƴŘ ǊǳǊŀƭƛǘȅΣ ƛƴǘƻ ŘƛŀƭƻƎǳŜ ǿƛǘƘ ŜŀŎƘ ƻǘƘŜǊ ƛƴ ǘƘŜ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊȅ 

ŎƻƴǘŜȄǘΦ Lǘ ŀƭǎƻ ŎƻƴǘǊƛōǳǘŜǎ ǘƻ ǎǳōǎǘŀƴǝǾŜ ŀƴŘ ǇƻƭƛŎȅ ŘŜōŀǘŜǎ ŀǊƻǳƴŘ ŜŘǳŎŀǝƻƴ ŀƴŘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ 

ƛƴ ǘƘŜ ŎǳǊǊŜƴǘ ŎƭƛƳŀǘŜΦ  

  



 

Ξ 
 

!ŎƪƴƻǿƭŜŘƎŜƳŜƴǘǎ 

 

¢ƻ Ƴȅ ƛƴŎǊŜŘƛōƭŜ ǎǳǇŜǊǾƛǎƻǊǎ !ƭƛǎƻƴ .ƻŘȅ ŀƴŘ 5ŀǿƴ [ȅƻƴΦ ¢Ƙŀƴƪ ȅƻǳ ŦƻǊ ŀƭǿŀȅǎ ōŜƎƛƴƴƛƴƎ 

ǎǳǇŜǊǾƛǎƛƻƴǎ ǿƛǘƘ ǇǊŀƛǎŜΣ ŦƻǊ ǘƘƻǳƎƘǜǳƭ ŀŘǾƛŎŜ ŀǘ ŜǾŜǊȅ ǎǘŀƎŜΣ ŀƴŘ ŦƻǊ ŀƭǿŀȅǎ ŀǎƪƛƴƎ ΨǎƻΣ ǿƘŀǘΚΩ 

¢ƻ Ƴȅ ŀƳŀȊƛƴƎ ŦŀƳƛƭȅ ŀƴŘ Ŧŀōǳƭƻǳǎ ŦǊƛŜƴŘǎ ǿƘƻ ǎǳǇǇƻǊǘŜŘ ƳŜ ǘƘǊƻǳƎƘƻǳǘ ŜǾŜǊȅ ǎǘŜǇ ƻŦ ǘƘƛǎ ƧƻǳǊƴŜȅ 

ƛƴ ǎƻ Ƴŀƴȅ ǿŀȅǎΦ CƻǊ !ǳƴǝŜ DŜƳ ǿƘƻǎŜ ǎǇƛǊƛǘ ŎƻƴǝƴǳŜǎ ǘƻ ƛƴǎǇƛǊŜ ƳŜΦ !ƴŘ ƛƴ ƳŜƳƻǊȅ ƻŦ Ƴȅ ƭƛǧƭŜ 

5ŀƛǎȅ ŀƴŘ !ǳƴǝŜ IƛƭŀǊȅ ǿƘƻ ŀǊŜ ŀƭǿŀȅǎ ǿƛǘƘ ƳŜΦ 

¢ƻ ǘƘŜ ǎǘŀũΣ ǇŀǊŜƴǘǎκŎŀǊŜǊǎΣ ŎƻƳƳǳƴƛǘȅ ŀƴŘ ǾƻƭǳƴǘŜŜǊǎ ƻŦ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΣ ǘƘŀƴƪ ȅƻǳ ǎƻ 

ƳǳŎƘ ŦƻǊ ŜƳōǊŀŎƛƴƎ ƳŜ ƛƴ ȅƻǳǊ ǎŎƘƻƻƭ ŎƻƳƳǳƴƛǝŜǎΦ L ƘƻǇŜ L ƘŀǾŜ ŘƻƴŜ ȅƻǳ ƧǳǎǝŎŜΦ {ǇŜŎƛŀƭ ǘƘŀƴƪǎ ǘƻ 

ŀƭƭ ǿƘƻ ƛƴǘŜǊǾƛŜǿŜŘ ŦƻǊ Ƴȅ ǊŜǎŜŀǊŎƘΣ L ǿƛǎƘ L ŎƻǳƭŘ ƘŀǾŜ ƛƴŎƭǳŘŜŘ ŀƭƭ ȅƻǳǊ ǿƻǊŘǎΦ 

¢ƻ ǘƘŜ ŎƘƛƭŘǊŜƴ ƻŦ {ǘŀǊǎΣ /ƻƳŜǘǎΣ aƻƻƴǎΣ {ǳƴǎΣ ²ƻƻŘǇŜŎƪŜǊǎΣ hǿƭǎΣ ŀƴŘ WŀȅǎΣ L Ŏŀƴƴƻǘ ǘƘŀƴƪ ȅƻǳ 

ŜƴƻǳƎƘΦ ¸ƻǳǊ ǿƻǊŘǎ ŀƴŘ ȅƻǳǊ ŀǊǘ ŜƴǊƛŎƘŜŘ Ƴȅ ǊŜǎŜŀǊŎƘ ŀƴŘ ǿǊƛǝƴƎ ƛƳƳŜƴǎŜƭȅΦ L ƪƴƻǿ ǘƘŀǘ ȅƻǳ ǿƛƭƭ 

Ǝƻ ƻƴ ǘƻ Řƻ ŀƳŀȊƛƴƎ ǘƘƛƴƎǎ ŀƴŘ ŎƻƴǝƴǳŜ ǘƻ ōŜ ƪƛƴŘ ŀƴŘ ŎŀǊƛƴƎ ǇŜƻǇƭŜ ǘƘŀǘ ǘƘŜ ǿƻǊƭŘ ƛǎ ƭǳŎƪȅ ǘƻ ƘŀǾŜΦ 

  



 

Ο 
 

/ƻƴǘŜƴǘǎ 

 

!ōǎǘǊŀŎǘΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧм 

!ŎƪƴƻǿƭŜŘƎŜƳŜƴǘǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧн 

/ƻƴǘŜƴǘǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦо 

[ƛǎǘ ƻŦ CƛƎǳǊŜǎ ŀƴŘ ¢ŀōƭŜǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΦп 

/ƘŀǇǘŜǊ мΥ LƴǘǊƻŘǳŎǝƻƴǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΧΧΧΧΧΧс 

/ƘŀǇǘŜǊ нΥ /ƻƴǘŜȄǘΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧмс 

/ƘŀǇǘŜǊ оΥ [ƛǘŜǊŀǘǳǊŜ wŜǾƛŜǿΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΧΧну 

оΦмΥ ¢ƘŜ tǳǊǇƻǎŜǎ ƻŦ 9ŘǳŎŀǝƻƴΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦну 

оΦнΥ tŀǊŜƴǘŀƭ LƴǾƻƭǾŜƳŜƴǘ ƛƴ 9ŘǳŎŀǝƻƴΥ LƴŜǉǳŀƭƛǘȅΣ /ŀǇƛǘŀƭ ŀƴŘ {ǝƎƳŀΧΧΧΧΧΧΧΧΧΧΧΧΧоу 

оΦоΥ /ƻƴŎŜǇǘǳŀƭƛǎƛƴƎ ²ƻǊƪΣ .ƻǳƴŘŀǊƛŜǎ ŀƴŘ ±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦпф 

оΦпΥ ±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅ ŦƻǊ {ŎƘƻƻƭǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦрп 

оΦрΥ {Ƴŀƭƭ wǳǊŀƭ tǊƛƳŀǊȅ {ŎƘƻƻƭ ±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅΧΧΦΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦсн 

/ƘŀǇǘŜǊ пΥ aŜǘƘƻŘƻƭƻƎȅΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΦΦΦΧсс 

/ƘŀǇǘŜǊ рΥ .ƻǳƴŘŀǊƛŜǎ ŀƴŘ LƴǾƛǎƛōƭŜ [ŀōƻǳǊΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧфт 

/ƘŀǇǘŜǊ сΥ {ƻŎƛƻπǎǇŀǝŀƭ bŜǘǿƻǊƪǎ ŀƴŘ {ǝƎƳŀΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦмнс 

/ƘŀǇǘŜǊ тΥ ¢ǊŀƧŜŎǘƻǊƛŜǎ ƻŦ ±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧмрм 

/ƘŀǇǘŜǊ уΥ /ƻƴŎƭǳǎƛƻƴǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΦмуп 

.ƛōƭƛƻƎǊŀǇƘȅΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦмфо 

!ǇǇŜƴŘƛŎŜǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦнмф 

!ǇǇŜƴŘƛȄ мΥ wŜǎŜŀǊŎƘ {ŎƘƻƻƭ /ƘŀǊŀŎǘŜǊƛǎǝŎǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦΧΧΧΦнмф 

!ǇǇŜƴŘƛȄ нΥ 5ǊŀƳŀǝǎ tŜǊǎƻƴŀŜΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧннл 

!ǇǇŜƴŘƛȄ оΥ wŜǎŜŀǊŎƘ ¢ƛƳŜƭƛƴŜ ƻŦ YŜȅ aŜǘƘƻŘƻƭƻƎƛŎŀƭ ŀƴŘ 9ǘƘƛŎŀƭ aƛƭŜǎǘƻƴŜǎΧΧΧΧΧΧΧΦнно 

!ǇǇŜƴŘƛȄ пΥ LƴŦƻǊƳŀǝƻƴ {ƘŜŜǘΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦннп 

!ǇǇŜƴŘƛȄ рΥ /ƘƛƭŘ LƴŦƻǊƳŀǝƻƴ {ƘŜŜǘΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧннт 

!ǇǇŜƴŘƛȄ сΥ {ŎƘƻƻƭ /ƻƴǎŜƴǘ CƻǊƳΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦнну 

!ǇǇŜƴŘƛȄ тΥШtŀǊŜƴǘκ/ŀǊŜǊ ŀƴŘ /ƘƛƭŘ /ƻƴǎŜƴǘ CƻǊƳΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΧΧΧΦΧΦннф 

!ǇǇŜƴŘƛȄ уΥ LƴǘŜǊǾƛŜǿ /ƻƴǎŜƴǘ CƻǊƳΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦнол 

!ǇǇŜƴŘƛȄ фΥ /ƘƛƭŘǊŜƴΩǎ !ǊǘǿƻǊƪΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦнон 

!ǇǇŜƴŘƛȄ млΥ .ƛƻƎǊŀǇƘȅ aŀǇǎΧΧΧΧΧΧΦΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦΦнуо 



 

Π 
 

[ƛǎǘ ƻŦ CƛƎǳǊŜǎ ŀƴŘ ¢ŀōƭŜǎ 

 

CƛƎǳǊŜ мΥШ! ǇƛŎǘƻǊƛŀƭ ƛƴǘǊƻŘǳŎǝƻƴ ǘƻ ±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅ ŦƻǊ !ǇǇƭŜƎƻƻŘ /ƻŦ9 tǊƛƳŀǊȅ {ŎƘƻƻƭ ΧΧΧΧΧΧΧф 

CƛƎǳǊŜ нΥШ! ǇƛŎǘƻǊƛŀƭ ƛƴǘǊƻŘǳŎǝƻƴ ǘƻ ±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅ ŦƻǊ hŀƪƛƴƎǘƻƴ /ƻŦ9 tǊƛƳŀǊȅ {ŎƘƻƻƭ ΧΧΧΧΧΧмл 

CƛƎǳǊŜ оΥ aȅ ¢ǊŀƧŜŎǘƻǊȅ ǿƛǘƘ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴ ΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧмм 

CƛƎǳǊŜ пΥ ¢ƛƳŜƭƛƴŜ ŦƻǊ ōƻǘƘ ǎŎƘƻƻƭǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦΧΧΧΧΧΧΧΧΧΧΧΦΧΧΦнс 

¢ŀōƭŜ маШ{ǘǳŘƛŜǎ ŎƻƴŎŜǊƴƛƴƎ ŦƻǊƳǎ ƻŦ tŀǊŜƴǘŀƭ LƴǾƻƭǾŜƳŜƴǘ ƛƴ 9ŘǳŎŀǝƻƴΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦпс 

CƛƎǳǊŜ рΥ aȅ ŎƘƛƭŘπŦǊƛŜƴŘƭȅ LƴŦƻǊƳŀǝƻƴ {ƘŜŜǘǎ ŘƛǎǇƭŀȅŜŘ ƛƴ ŀƴ hŀƪƛƴƎǘƻƴ ŎƭŀǎǎǊƻƻƳΧΧΧΧΧΧΧΧΧΧтр 

¢ŀōƭŜ нΥ 5ŜǎŎǊƛǇǝǾŜ hǾŜǊǾƛŜǿ ƻŦ 9ǘƘƴƻƎǊŀǇƘƛŎ ¢ƻƻƭǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧул 

CƛƎǳǊŜ сΥ !ǇǇƭŜƎƻƻŘΥ ¢ƘŜ IǳōΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΦус 

CƛƎǳǊŜ тΥ hŀƪƛƴƎǘƻƴΥ ²ƻƻŘƭŀƴŘ /ƭŀǎǎǊƻƻƳΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧус 

CƛƎǳǊŜ уΥ hŀƪƛƴƎǘƻƴΥ ¢ƘŜ wŀƛƴōƻǿ wƻƻƳΧΧΧΧΧΦΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧут 

CƛƎǳǊŜ фаШhŀƪƛƴƎǘƻƴ wŜŎŜǇǝƻƴ ŎƘƛƭŘϥǎ ŘǊŀǿƛƴƎ ƻŦ ǘƘŜ ŎƻƭƻǳǊƛƴƎ ǇŜƴǎ ǎƘŜ ǳǎŜŘ ŘǳǊƛƴƎ ƘŜǊ !Ǌǘ DǊƻǳǇ ŀƴŘ 
ǿƘƛŎƘ L ƭŀǘŜǊ ŘƻƴŀǘŜŘ ǘƻ ǘƘŜ ǎŎƘƻƻƭΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΦут 

CƛƎǳǊŜ млаШ¢ƘŜ ŎŀǊŘ L ǊŜŎŜƛǾŜŘ ŦǊƻƳ ǘƘŜ ŎƘƛƭŘǊŜƴ ŀǘ hŀƪƛƴƎǘƻƴ tǊƛƳŀǊȅΣ ǇǊŜǎŜƴǘŜŘ ǘƻ ƳŜ ƛƴ ŀ ŦŀǊŜǿŜƭƭ 
ŀǎǎŜƳōƭȅ ƻƴ Ƴȅ ƭŀǎǘ Řŀȅ ƻŦ Řŀǘŀ ŎƻƭƭŜŎǝƻƴ ƛƴ 5ŜŎŜƳōŜǊ нлноΦΧΧΧΧΧΧΧΦΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧфм 

CƛƎǳǊŜ ммΥ hǳǘǎƛŘŜ ŀǊŜŀ ƻŦ !ǇǇƭŜƎƻƻŘ {ǳƳƳŜǊ CŀƛǊ нлннΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦфф 

CƛƎǳǊŜ мнΥ /ƭŜŀǊƛƴƎ ǳǇ ŀƊŜǊ ǘƘŜ ŦŀƛǊ ǿƛǘƘ {ƻǇƘƛŜϥǎ ŦŀƳƛƭȅΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦΧΧΧΧΧΧΧΧΦфф 

CƛƎǳǊŜ моΥ ¢{h[ ǘȅǇƻƭƻƎȅ ŀŘŀǇǘŜŘ ŦƻǊ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΧΧΧΧΧΧΧΧΧΦΧΧΧΧΧΧΧΧΧΧΧмлм 

CƛƎǳǊŜ мпΥ aƻŘŜƭǎ ōȅ 5ŀƴ ό¸ŜŀǊ пΣ hŀƪƛƴƎǘƻƴύ ǎƘƻǿƛƴƎ ǘƘŜ ƛŎŜ ƭƻƭƭƛŜǎ ŀ ǇŀǊŜƴǘ ōǊƛƴƎǎ ŦƻǊ ǘƘŜ ŎƘƛƭŘǊŜƴ ŀǘ 

{ǇƻǊǘǎ 5ŀȅΣ ŀƴŘ ǘƘŜ /ƻƻǊǎ .ŜŜǊ Ƙƛǎ ŦŀƳƛƭȅ ŘƻƴŀǘŜŘ ŀǎ ŀ ǇǊƛȊŜ ŦƻǊ {ǳƳƳŜǊ CŀƛǊΧΧΧΧΦΦΦΦΦΧΧΦΧΧΧΧΧмлн 

CƛƎǳǊŜ мрΥ aŜ όƭŜƊύ ƻƴ ŀ ŦŀǊƳ ǘǊƛǇ ǿƛǘƘ ¸ŜŀǊ w ŀƴŘ м ŀǘ hŀƪƛƴƎǘƻƴ όŎƻǳƴǘŜŘ ŀǎ ŀ ǎǘŀũ ƳŜƳōŜǊύΦ YŀǘŜΣ ŀ 

ƎƻǾŜǊƴƻǊ ŀƴŘ ƭƻŎŀƭ ŦŀǊƳŜǊ ŀƴŘ ƘŜǊ ŘŀǳƎƘǘŜǊ όǊƛƎƘǘύ ƭŜŀŘ ǘƘŜ Ǿƛǎƛǘ ΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦмло 

CƛƎǳǊŜ мсΥ !ǇǇƭŜƎƻƻŘ ǿƻƻŘƭŀƴŘ ŀǊŜŀ ƳǳŘ ƪƛǘŎƘŜƴΣ ōǳƛƭǘ ōȅ ŀ ǇǊŜŘƻƳƛƴŀƴǘƭȅ ƳŀƭŜ ǾƻƭǳƴǘŜŜǊ ǿƻǊƪŦƻǊŎŜ 

ƻŦ ŘŀŘǎ ŀƴŘ ƘǳǎōŀƴŘǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧΧΧΧмлп 

CƛƎǳǊŜ мтаШaŜŎƘŀƴƛǎƳǎ ƻŦ LƴǾƛǎƛōƛƭƛǘȅ όIŀǧƻƴΣ нлмтΣ ǇƎΦоофύΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦмлс 

CƛƎǳǊŜ муаШ5ǊŀǿƛƴƎ ōȅ [ƛȊȊƛŜ ό¸ŜŀǊ оΣ !ǇǇƭŜƎƻƻŘύ ŘŜǇƛŎǝƴƎ ŀ ǊŀƴƎŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǝŜǎ ǎƘŜ ƛǎ ŀǿŀǊŜ 
ƻŦ ŀǘ ƘŜǊ ǎŎƘƻƻƭΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦΦΦΦΦΧΧΧΧΧΧΧΧΧΧΧΧΦΦммл 

CƛƎǳǊŜ мфаШ!ǊǘǿƻǊƪ ōȅ 9ǾŜ ό¸ŜŀǊ мΣ hŀƪƛƴƎǘƻƴύ ŘŜǇƛŎǝƴƎ ŀ ǊŀƴƎŜ ƻŦ ŦǳƴŘǊŀƛǎƛƴƎ ŀŎǝǾƛǝŜǎ ŀƴŘ ƻǳǘŎƻƳŜǎ 
ǎƘŜ ƛǎ ŀǿŀǊŜ ƻŦ ŀǘ ƘŜǊ ǎŎƘƻƻƭΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧммм 

CƛƎǳǊŜ нлΥШ5ǊŀǿƛƴƎ ōȅ WŀŎƪ ό¸ŜŀǊ сΣ hŀƪƛƴƎǘƻƴύƭ ǎƘƻǿƛƴƎ όƭŜƊ ǘƻ ǊƛƎƘǘύ Ƙƛǎ ǊƻƭŜ ŀǎ ǎǇƻǊǘǎ ŎŀǇǘŀƛƴΣ ǎŜƭƭƛƴƎ 
ǊŀƉŜ ǝŎƪŜǘǎ ŦƻǊ ǎŎƘƻƻƭ ŦǳƴŘǊŀƛǎƛƴƎΣ ŀƴŘ ǘŀƪƛƴƎ ǇŀǊǘ ƛƴ ƴƻƴπǎŎƘƻƻƭ ǳƴƛŦƻǊƳ ŘŀȅΦΧΧΧΧΧΧΧΧΧΦΦΦΦΦΦΦΦΦммм 

CƛƎǳǊŜ нмΥ {9b ŀǊŜŀ ŎǊŜŀǘŜŘ ŦƻǊ hǊƭŀ ŀƴŘ wƻǎƛŜ ǿƛǘƘ ǘƻȅǎ ŀƴŘ ŘǊŜǎǎƛƴƎ ǳǇ ŎƭƻǘƘŜǎ ǎƻǳǊŎŜŘ ŀƴŘ ōƻǳƎƘǘ 

ōȅ [ƛǾ ŀƴŘ bŀǘ ό¢!ǎύ ŀǘ hŀƪƛƴƎǘƻƴΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦммп 



 

Ρ 
 

CƛƎǳǊŜ ннΥШ¢ŜƳǇƻǊŀǊȅ ϥǇƭŀȅ ŀǊŜŀϥ ŎǊŜŀǘŜŘ ōȅ [ƛǾϥǎ ƘǳǎōŀƴŘΣ [ǳƪŜΣ ŀ ƘƛƎƘǿŀȅǎ ǿƻǊƪŜǊ ΧΧΧΧΧΧΧΧΧммт 

CƛƎǳǊŜ ноΥШtƭŀȅŘƻǳƎƘ ƳƻŘŜƭǎ ƻŦ ϥǾƻƭǳƴǘŜŜǊǎϥ όōƻǘƘ ŦŜƳŀƭŜύ ōȅ WŀǎƳƛƴŜ ŀƴŘ aŀƛǎƛŜ ό¸ŜŀǊ нΣ 
!ǇǇƭŜƎƻƻŘύΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦмму 

CƛƎǳǊŜ нпаШ5ǊŀǿƛƴƎ ōȅ [ƻǊŜƛŀ ό¸ŜŀǊ рΣ hŀƪƛƴƎǘƻƴύ ǎƘƻǿƛƴƎ ŀ ŦŜƳŀƭŜ ǘŜŀŎƘƛƴƎ ŀǎǎƛǎǘŀƴǘ ŀƴŘ ŦŜƳŀƭŜ 
ǾƻƭǳƴǘŜŜǊ ŀǘ ǘƘŜ ǎǳƳƳŜǊ ŦŀƛǊ όŀƴŘ ǘƘŜ ŎŀƪŜ ŀƴŘ ǇŜǊŦǳƳŜ ǘƘƛǎ ǇǳǇƛƭ ŘƻƴŀǘŜŘύΧΧΧΧΧΧΧΧΧΧΦΦΦΦΦΦΦΧмму 

CƛƎǳǊŜ нраШ!ŜǊƛŀƭ ŘǊŀǿƛƴƎ ƻŦ όǇŀǊǘ ƻŦύ !ǇǇƭŜƎƻƻŘ ±ƛƭƭŀƎŜΣ ϝ±/ Ґ ±ƛƭƭŀƎŜ Iŀƭƭ /ƻƳƳƛǧŜŜ ƳŜƳōŜǊǎΧΦΧмну 

CƛƎǳǊŜ нсΥШ!ŜǊƛŀƭ ŘǊŀǿƛƴƎ ƻŦ όǇŀǊǘ ƻŦύ hŀƪƛƴƎǘƻƴ ǾƛƭƭŀƎŜ ΧΧΧΧΧΧΧΧΧΧΦΦΦΦΦΧΧΧΧΧΧΧΧΧΧΧΧΧΧмну 

CƛƎǳǊŜ нтΥШ{ƻŎƛŀƭ ƴŜǘǿƻǊƪ ƳŀǇ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀǘ !ǇǇƭŜƎƻƻŘ tǊƛƳŀǊȅΣ нлннΧΦΦΦΦΧΧΧΧΧΧΧΧΧмом 

CƛƎǳǊŜ нуаШ{ƻŎƛŀƭ ƴŜǘǿƻǊƪ ƳŀǇ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀǘ hŀƪƛƴƎǘƻƴ tǊƛƳŀǊȅΣ нлннΦΦΧΧΧΧΧΧΧΧΧΧΧмон 

CƛƎǳǊŜ нфΥШ5ŀƛǎȅΩǎ ό¸ŜŀǊ сΣ hŀƪƛƴƎǘƻƴύ ŀǊǘǿƻǊƪ ŘŜǇƛŎǝƴƎ ƘŜǊ ǊƻƭŜ ƛƴ ǎŜƭƭƛƴƎ ǊŀƉŜ ǝŎƪŜǘǎ ŦƻǊ ǎŎƘƻƻƭ 

ŦǳƴŘǊŀƛǎƛƴƎΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΧмор 

CƛƎǳǊŜ олΥШ5ǊŀǿƛƴƎ ōȅ hǊƭŀ ό¸ŜŀǊ сΣ hŀƪƛƴƎǘƻƴύ ǊŜǇǊŜǎŜƴǝƴƎ ŦǊǳƛǘ ǘƘŀǘ ƛǎ ϥƎƻƻŘ ŦƻǊ ǇŜƻǇƭŜϥ όƭƛƪŜ ŎƘŀǊƛǘȅύ 
ōǳǘ ŀƭǎƻ ƛƴǎǇƛǊŀǝƻƴ ŦƻǊ ǘƘŜ ŦŀŎŜπǇŀƛƴǝƴƎ ǎƘŜ ǿƻǳƭŘ ƭƛƪŜ ǘƻ Řƻ ŀǘ ǘƘŜ {ǳƳƳŜǊ CŀƛǊΧΧΧΧΧΧΧΧΧΦΦΦΦΦмос 

CƛƎǳǊŜ омΥШ.ŜŀƴōŀƎ ǘƻǎǎ ƎŀƳŜ ŀǘ !ǇǇƭŜƎƻƻŘϥǎ {ǳƳƳŜǊ CŀƛǊ нлннΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦмоу 

CƛƎǳǊŜ онΥШIƻǿ !ǇǇƭŜƎƻƻŘ ŦǳƴŘǊŀƛǎŜŘ ŦƻǊ /ƘƛƭŘǊŜƴ ƛƴ bŜŜŘΥ CŀƳƛƭƛŜǎ ŘƻƴŀǘŜ ϻм ǇŜǊ ŎƘƛƭŘ ŀƴŘ ǘŀƪŜ ǇŀǊǘ 
ƛƴ ƴŀǝƻƴŀƭ ƭƛǾŜ ŜǾŜƴǘǎ ŀǎ ŀ ǎŎƘƻƻƭ ΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦмпп 

CƛƎǳǊŜ ооΥШIƻǿ hŀƪƛƴƎǘƻƴ ŦǳƴŘǊŀƛǎŜ ŦƻǊ /ƘƛƭŘǊŜƴ ƛƴ bŜŜŘΥ CŀƳƛƭƛŜǎ ŀǎƪŜŘ ǘƻ ōǊƛƴƎ ǎǇŀǊŜ ŎƘŀƴƎŜΣ ǘƘŜ 
ŎƘƛƭŘǊŜƴ ƘŀǾŜ Ŧǳƴ ǿƻǊƪƛƴƎ ǘƻƎŜǘƘŜǊ ǘƻ  ŀǊǊŀƴƎŜ  ƛƴǘƻ ǘƘŜ ŦŀŎŜ ƻŦ tǳŘǎŜȅ ōŜŀǊ ΧΧΧΧΧΧΧΧΧΦΦΦΦΦΦΦΦΦΦΦΦмпп 

CƛƎǳǊŜ опΥ [ƛŦŜŎƻǳǊǎŜ aŀǇǎ ŦƻǊ ƪŜȅ ƛƴŘƛǾƛŘǳŀƭǎ ŀǘ !ǇǇƭŜƎƻƻŘ όƭŜƊύ ŀƴŘ hŀƪƛƴƎǘƻƴ όǊƛƎƘǘύΦ ¢ƘŜ ŎŀǘŜƎƻǊƛŜǎ 

ƻŦ tǳǇƛƭΣ tŀǊŜƴǘΣ {ǘŀũ ŀƴŘ ±ƻƭǳƴǘŜŜǊ ǊŜŦŜǊ ǘƻ ǘƘŜ ǊŜƭŀǝƻƴǎƘƛǇ ǿƛǘƘ ǘƘŜ ǎŎƘƻƻƭǎΣ ƛΦŜΦ ǇŀǊŜƴǘ ŀǘ ǘƘŜ 

ǎŎƘƻƻƭΦΧΧΧΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΧΧΧΧΧΧΧΦΦмрн 

CƛƎǳǊŜ орΥШ¢ƛƳŜƭƛƴŜ ŦƻǊ ōƻǘƘ ǎŎƘƻƻƭǎ ǿƛǘƘ ƘŜŀŘǘŜŀŎƘŜǊǎ ΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦмрп 

¢ŀōƭŜ оΥШ!ƴŀƭȅǎƛǎ ƻŦ {ŎƘƻƻƭ ¢ǊŀƧŜŎǘƻǊƛŜǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧмрр 

CƛƎǳǊŜ осΥШLƳŀƎŜ ƪŜȅ ŦƻǊ ŘƛũŜǊŜƴǘ ǘȅǇŜǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŘŜǇƛŎǘŜŘ ƻƴ ǘǊŀƧŜŎǘƻǊȅ ƳŀǇǎ ΧΧΧΧΧмрт 

CƛƎǳǊŜ отΥШ[ƛǾϥǎ ¢ǊŀƧŜŎǘƻǊȅ aŀǇ ΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΦΧΦΦмрф 

CƛƎǳǊŜ оуΥ [ƛǾ ǎƻǊǝƴƎ ƻǳǘ ƘŜǊ ŎƭŀǎǎǊƻƻƳ ŘǳǊƛƴƎ ǎŎƘƻƻƭ ƘƻƭƛŘŀȅǎΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧмсл 

CƛƎǳǊŜ офΥ YŀȅƭŜƛƎƘΩǎ ¢ǊŀƧŜŎǘƻǊȅ aŀǇΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦмсо 

CƛƎǳǊŜ плΥ ±ŀƭΩǎ ¢ǊŀƧŜŎǘƻǊȅ aŀǇΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΦΦΦΧΧмст 

CƛƎǳǊŜ пмΥ WƻȅΩǎ ¢ǊŀƧŜŎǘƻǊȅ aŀǇΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧмтм 

CƛƎǳǊŜ пнΥШ5ƛũŜǊŜƴǘ aƻŘŜǎ ƻŦ ±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅ hǊƎŀƴƛǎŀǝƻƴ ΧΧΧΧΧΧΧΧΧΧΧΦΦΦΦΧΧΧΧΧΧΧΧΧмтр 

CƛƎǳǊŜ поΥШ!ǊǘǿƻǊƪ ōȅ aŀŜǾŀ ό¸ŜŀǊ рΣ hŀƪƛƴƎǘƻƴύ ǊŜƅŜŎǝƴƎ ƘŜǊ ƪƴƻǿƭŜŘƎŜ ƻŦ ǎŎƘƻƻƭ ŦǳƴŘǊŀƛǎƛƴƎ ΧΧмул 

CƛƎǳǊŜ ппΥШhŀƪƛƴƎǘƻƴ aƛƴƛ /ŀŘŜǘǎ ƭƛǧŜǊπǇƛŎƪƛƴƎ ƛƴ ǘƘŜ ǾƛƭƭŀƎŜ ΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧмул 

CƛƎǳǊŜ прΥ wŜŎŜǇǝƻƴ Ŏƭŀǎǎ ŀǘ !ǇǇƭŜƎƻƻŘ Ǿƛǎƛǘ ǘƘŜ ƭƻŎŀƭ ƎŀǊŘŜƴǎΣ ƭŜŘ ōȅ tŜǘŜǊ όƭƻŎŀƭ ǊŜǎƛŘŜƴǘΣ ŜȄπǇŀǊŜƴǘΣ 

ƎŀǊŘŜƴŜǊύΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΧΦΧмум  
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Voluntary Activity: Necessity or Choice? 

Voluntary activity ς the unpaid and uncoerced giving of time, talent, money, and resources ς is an 

ƛƴǘŜƎǊŀƭ ǇŀǊǘ ƻŦ ǘƘŜ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭΣ ŀƴŘ ƛǘ ƛǎ ƛƴŎǊŜŀǎƛƴƎΦ .ŜǘǿŜŜƴ нлмс ŀƴŘ нлмуΣ άǘƘŜ ŀƳƻǳƴǘ ǎŎƘƻƻƭǎ 

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 PTA [Parent Teacher Association] ƛƴŎƻƳŜέ ό.ƻŘȅ ŀƴŘ IƻƎƎΣ нлмуΣ pg.7). 

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 (Ibid). There is much to celebrate about 

voluntary activity in primary education. From improving academic attainment, benefiting social and 

emotional well-being, and introducing children to 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, in the context of government funding cuts per pupil of an estimated 9% in real 

terms since 2010 (Drayton et al, 2023), schools are increasingly seeing the use of voluntary activity as 

a necessity rather than a choice, with primary schools becoming increasingly reliant on volunteers and 

fundraised income to provide education (Body and Hogg, 2018; Hickey, 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 areas (Body and Hogg, 2018). Consequently, 

increasing reliance on voluntary activity is potentially exacerbating already existing inequalities 

ōŜǘǿŜŜƴ ǎŎƘƻƻƭǎΣ ǊŀƛǎƛƴƎ άōƻǘƘ ƳƻǊŀƭ ǉǳŜǎǘƛƻƴǎ ŀōƻǳǘ ǿƘƻǎŜ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ŜŘǳŎŀǘƛƻƴ ŦǳƴŘƛƴƎ ƛǎ ŀƴŘ 

ǎƻŎƛŀƭ ƧǳǎǘƛŎŜ ŎƻƴŎŜǊƴǎ ŀōƻǳǘ Ƙƻǿ ǘƻ ŜƴǎǳǊŜ ŀ ƭŜǾŜƭ ǇƭŀȅƛƴƎ ŦƛŜƭŘ ŦƻǊ ŀƭƭ ŎƘƛƭŘǊŜƴέ όLōƛŘΣ pg.22). 

These concerns over inequalities have only increased following the ƛƳǇŀŎǘ ƻŦ ǘƘŜ COVIDπмф pandemic 

ƛƴ ǘƘŜ ŜŀǊƭȅ нлнлǎ and ongoing cost-of-living crisis, of which schools were and continue to be at the 

frontline (Lucas et al, 2023; Timmins, 2021; Rio Poncela 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 context άschools [are] acting as 

crucial anchor institutions in the face of a retreating welfare state and the underfunding of services 

ǘƘŀǘ ǎƘƻǳƭŘ ǇǊƻǾƛŘŜ ŀ ǎǳǇǇƻǊǘƛǾŜ ŜŎƻƭƻƎȅ ŦƻǊ ŦŀƳƛƭƛŜǎΣ ŎƻƳƳǳƴƛǘƛŜǎ ŀƴŘ ŎƘƛƭŘ ŘŜǾŜƭƻǇƳŜƴǘέ όLōƛŘΣ 

pg.1396). Increased responsibilities combined with ongoing staff recruitment and retention issues 

(Ovenden-Hope 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 filling these gaps 

left behind by the retrenched welfare state and associated underfunding of services to ensure that 

ŎƘƛƭŘǊŜƴΩǎ ƴŜŜŘǎ ŀǊŜ ƳŜǘ ŀƴŘ ǘƘŀǘ ǘƘŜȅ ǊŜŎŜƛǾŜ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǘhey deserve. 

In this context, small schools are experiencing the largest increases in voluntary activity (Body et al, 

2017). CƻǊ ǘƘƛǎ ǘƘŜǎƛǎΣ ΨǎƳŀƭƭ ǎŎƘƻƻƭǎΩ are defined as schools with fewer than 100 pupils, who are often 

ŘŜǎƛƎƴŀǘŜŘ ŀǎ ΨǊǳǊŀƭΩ ōȅ ǘƘŜ 5ŜǇŀǊǘƳŜƴǘ for Education. Whilst often conceptualised and promoted as 

part of a rural idyll in policy and school marketing (²ŀƭƪŜǊΣ нлмлΤ /w/Σ нлмлΤ IŀǊƎǊŜŀǾŜǎΣ нллфΤ 

IŀƭŦŀŎǊŜŜΣ нллфō), England has a highly differentiated countryside (.ŀƎƭŜȅ ŀƴŘ IƛƭƭȅŀǊŘΣ нлмпΤ 

aǳǊŘƻŎƘ Ŝǘ ŀƭΣ нлло), with small schools educating children from a diverse range of backgrounds with 

diverse needs (Fargas-Malet and Bagley, 2021). As of 2023, there were only 2,034 small schools left in 

the country (Hill, 2023) ς this had almost halved since my research began. And yet, whilst these schools 
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experience challenges related to their small size, under-prioritisation and underfunding from 

government, they are often inclusive and caring environments, providing a valuable child-centred 

education difficult to find in larger urban primary schools. Voluntary activity has had and continues to 

play a vital role in ensuring this education can be provided in these contexts, sometimes even helping 

to save these schools from closure (Hargreaves, 2017). It is critical for society that we better 

understand how voluntary activity happens in different educational contexts and the impact this can 

have for all those involved if we want to work towards a socially just education system for all. Indeed, 

at the rate of closure of small rural primaries, we risk losing the opportunity to understand how 

voluntary activity contributes to valuable educational experiences in these environments for good, 

and how this could apply to and benefit other educational contexts. This is where my research comes 

in. 

 

Exploring Voluntary Activity 

My thesis explores 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 research was conducted through ethnography 

(2021-2024), with a range of different methods employed during my extended immersion in these 

schools as a volunteer, participating in, watching, listening, asking questions about and άcollecting 

whatever data [was] available to throw light on theέ ǇƘŜƴƻƳŜƴŀ of voluntary activity (Hammersley 

and Atkinson, 1997, pg. 1). tŀȅǘƻƴ ŀƴŘ aƻƻŘȅ όнллуύ ŘŜŬƴŜ ΨǾƻƭǳƴǘŀǊȅ ŀŎǝƻƴΩ όŜƳǇƘŀǎƛǎ ŀŘŘŜŘύ ŀǎ 

ǘƘŜ άǾƻƭǳƴǘŀǊȅ ƎƛǾƛƴƎ ƻŦ ǝƳŜ όƛƴ ǘƘŜ ŦƻǊƳ ƻŦ ǾƻƭǳƴǘŜŜǊƛƴƎύΣ ƳƻƴŜȅ ƻǊ ƛǘŜƳǎ ŦƻǊ ƴƻ ŬƴŀƴŎƛŀƭ ƛƴŎŜƴǝǾŜΣ 

ƻŦ ƻƴŜΩǎ ƻǿƴ ŦǊŜŜ ǿƛƭƭ ŀƴŘ ǘƻ ōŜƴŜŬǘ ǘƘŜ ŜƴǾƛǊƻƴƳŜƴǘ ƻǊ ǎƻƳŜƻƴŜ όƛƴŘƛǾƛŘǳŀƭǎ ƻǊ ƎǊƻǳǇǎύ ƻǘƘŜǊ ǘƘŀƴΣ 

ƻǊ ƛƴ ŀŘŘƛǝƻƴ ǘƻΣ ŎƭƻǎŜ ǊŜƭŀǝǾŜǎέ ό.ƻŘȅ ŀƴŘ IƻƎƎΣ нлнмΣ ǇƎΦнύΦ ²Ƙƛƭǎǘ L ǳǎŜ ǘƘƛǎ ŘŜŬƴƛǝƻƴΣ L ǎǳōǎǝǘǳǘŜ 

ǘƘŜ ǿƻǊŘ ΨŀŎǝƻƴΩ ŦƻǊ ΨŀŎǝǾƛǘȅΩ ǘƻ ǊŜƅŜŎǘ ǘƘŜ ƻƊŜƴ ǳƴŎƻƴǎŎƛƻǳǎ ŀƴŘ ƛƴŦƻǊƳŀƭ ŀŎǘǎ ǘƘŀǘ ǘƻƻƪ ǇƭŀŎŜ ƛƴ 

ǘƘŜǎŜ ǎŎƘƻƻƭǎΣ ƛƴ ŎƻƴǘǊŀǎǘ ǘƻ ŘŜƭƛōŜǊŀǘŜ ŀŎǘǎ ƻŦ ƎƛǾƛƴƎ ǿƘƛŎƘ ǘƘŜ ǿƻǊŘ ΨŀŎǝƻƴΩ ƛƴǾƻƪŜǎΦ L ŀƭǎƻ ǊŜŎƻƎƴƛǎŜ 

ǘƘŀǘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛǎ ƳǳƭǝπǎƛǘŜŘΦ ²Ƙƛƭǎǘ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜ ƻƊŜƴ ǘŀƭƪǎ ŀōƻǳǘ ǾƻƭǳƴǘŀǊȅ ǿƻǊƪ ƛƴ ǎŎƘƻƻƭǎΣ 

ǘƘƛǎ ǿƻǊƪ ŘƻŜǎ ƴƻǘ Ƨǳǎǘ ƘŀǇǇŜƴ ǿƛǘƘƛƴ ǘƘŜ ǎŎƘƻƻƭ ƛǘǎŜƭŦΣ ōǳǘ ŀƭǎƻ ƛƴ ǘƘŜ ƘƻƳŜǎ ƻŦ ǎǘŀũΣ ǎǘǳŘŜƴǘǎΣ ŀƴŘ 

ǘƘŜƛǊ ŦŀƳƛƭƛŜǎΣ ƛƴ ŎƻƳƳǳƴƛǘȅ ōǳƛƭŘƛƴƎǎ ŀƴŘ ǇǳōƭƛŎ ǇƭŀŎŜǎ ŀƴŘΣ ƛƴŎǊŜŀǎƛƴƎƭȅΣ ƻƴƭƛƴŜΦ ¢ƘǳǎΣ L ǘŀƭƪ ŀōƻǳǘ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŦƻǊ ǎŎƘƻƻƭǎ ǘƻ ŜƴŎƻƳǇŀǎǎ ǘƘŜ Ǿŀǎǘ ǊŀƴƎŜ ƻŦ ǎŜǩƴƎǎ ƛƴ ǿƘƛŎƘ ǘƘƛǎ ǿƻǊƪ ǘŀƪŜǎ ǇƭŀŎŜΦ 

¢ƘǊƻǳƎƘƻǳǘ Ƴȅ ǊŜǎŜŀǊŎƘΣ L ŜȄǇƭƻǊŜŘ ǘƘŜ ǾƻƭǳƴǘŀǊȅ ƎƛǾƛƴƎ ƻŦ ǝƳŜΣ ƳƻƴŜȅΣ ŀƴŘ ǊŜǎƻǳǊŎŜǎ ŦƻǊ !ǇǇƭŜƎƻƻŘ 

ŀƴŘ hŀƪƛƴƎǘƻƴΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜŘ ǇŜƻǇƭŜ ƳŀƪƛƴƎ ǘƘƛƴƎǎΣ ŘƻƴŀǝƴƎ ǘƘƛƴƎǎΣ ǾƻƭǳƴǘŜŜǊƛƴƎ ǘƘŜƛǊ ǝƳŜΣ ǎƪƛƭƭǎ ŀƴŘ 

ŜƴŜǊƎȅΣ ŦǳƴŘǊŀƛǎƛƴƎ ŦƻǊ ŀŎǝǾƛǝŜǎΣ ŜǾŜƴǘǎ ƻǊ ƻōƧŜŎǘǎ ǘƘŜ ǎŎƘƻƻƭǎ ǊŜǉǳƛǊŜŘ ƻǊ ǿŀƴǘŜŘΣ ƻǊƎŀƴƛǎƛƴƎ όŀƴŘκƻǊ 

ǎǳǇǇƻǊǝƴƎύ ǾƻƭǳƴǘŀǊȅ ŜǾŜƴǘǎ ŀƴŘ ŀŎǝǾƛǝŜǎΣ ŀƴŘ ƎƛǾƛƴƎ ƳƻƴŜȅ ǘƻ ǘƘŜ ǎŎƘƻƻƭǎΦ  

Building on the literature and addressing gaps in knowledge, my research questions were: 

1. What does voluntary activity look like in small rural primary schools? 

I explored the forms of voluntary activity, recruitment 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 parents/carers and 

community members) (2) school staff (3) children?  



 

Υ 
 

I 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, and opinions on when it should and should not be used and why. 

3. Is there a relationship between level of deprivation and the character of voluntary activity in 

these schools? 

By comparing schools with differing levels of deprivation, I aimed to understand how this might 

influence the practice and experiences of voluntary activity. 

¢ƘŜ ǇƛŎǘƻǊƛŀƭ ƛƴǘǊƻŘǳŎǝƻƴǎ ƛƴ CƛƎǳǊŜǎ м ŀƴŘ н ōŜƭƻǿ ŎŀǇǘǳǊŜ Ƨǳǎǘ ǎƻƳŜ ƻŦ ǘƘŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǝŜǎ ǘŀƪƛƴƎ 

ǇƭŀŎŜ ŦƻǊ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΦ I will now introduce the two school (communities) in more detail. 

 

Introducing the Research Sites: Applegood and Oakington 

Applegood and Oakington are both voluntary-controlled Church of England (CofE) primary schools 

who federated in 2014. Both schools opened in the early 1800s with financial support from their 

villages principal landowning families. Pupil numbers fluctuate within and between academic years 

(as is common with small rural primaries) but both schools usually have around 40-50 pupils. There 

are only a handful of children in each school who live in the villages of the schools. Many pupils come 

from Pitford, a nearby large former mining village. However, 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 lot of in-year movement 

too (children leaving and joining different year groups throughout the academic year). Applegood is a 

small (relatively affluent) rural village, with the school at the centre, whilst Oakington is a large 

scattered rural hamlet, with the school on the outskirts and a more mixed socio-economic profile. 

School-community links are stronger in Applegood, than in Oakington. In 2023/24 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 Gypsy, Roma and Traveller (GRT) backgrounds, whilst Applegood have none. 

Both schools have high numbers of children with special educational needs (SEN). In 2023/24, 3% of 

primary school pupils had an Education and Health Care Plan (EHCP) and 14.1% had SEN support (ONS, 

2024b). In 2023/24, Oakington had 15.4% and Applegood had 16.7% SEN pupils (with EHCPs and/or 

SEN support). Both schools offer Woodland sessions (Forest School) and Farm sessions (Farm School). 

¢ƘŜ ƭŀǘŜǎǘ hŦǎǘŜŘ ƛƴǎǇŜŎǘƛƻƴǎ ƎǊŀŘŜŘ !ǇǇƭŜƎƻƻŘ ŀǎ ΨDƻƻŘΩ όнлмфύ ŀƴŘ hŀƪƛƴƎǘƻƴ ŀǎ ΨwŜǉǳƛǊŜǎ 

LƳǇǊƻǾŜƳŜƴǘΩ όнлннύΦ {ŜŜ !ǇǇŜƴŘƛȄ м ŦƻǊ ŦǳǊǘƘŜǊ ŘŜǘŀƛƭ ƻƴ Ƴȅ ǊŜǎŜŀǊŎƘ ǎŎƘƻƻƭǎΩ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎΦ 

Whilst it is impossible to include every member of these school communities in my research, I have 

constructed a dramatis personae to introduce readers to some of the characters I encountered and 

worked alongside during my research (see Appendix 2).  



 

Φ 
 

 

[ŔŊƨƖĲЮΤЮшЮЮƓŔĦƣŸƖŔċũЮŔŰƣƖŸĬƨĦƣŔŸŰЮƣŸЮéŸũƨŰƣċƖǃЮ ĦƣŔƻŔƣǃЮŉŸƖЮ ƓƓũĲŊŸŸĬЮ9ŸŉEЮÂƖŔůċƖǃЮÉĦőŸŸũ 
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[ŔŊƨƖĲЮΥЮшЮЮƓŔĦƣŸƖŔċũЮŔŰƣƖŸĬƨĦƣŔŸŰЮƣŸЮéŸũƨŰƣċƖǃЮ ĦƣŔƻŔƣǃЮŉŸƖЮ§ċťŔŰŊƣŸŰЮ9ŸŉEЮÂƖŔůċƖǃЮÉĦőŸŸũ 
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aƻǝǾŀǝƻƴǎ 

¢ƘŜ ŎǳǊǊŜƴǘ ŎƻƴǘŜȄǘ ŀƴŘ ǇǊŜǾƛƻǳǎ ǊŜǎŜŀǊŎƘ όǊŜǾƛŜǿŜŘ ƛƴ ƳƻǊŜ ŘŜǘŀƛƭ ƛƴ /ƘŀǇǘŜǊǎ н ŀƴŘ оύ Ƙŀǎ ǎƘƻǿƴ 

ǘƘŜ ƴŜŜŘ ŦƻǊ ŀ ǉǳŀƭƛǘŀǝǾŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ƛƳǇƭƛŎŀǝƻƴǎ ƻŦ ƛƴŎǊŜŀǎŜŘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǎƳŀƭƭ 

ǊǳǊŀƭ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎΦ IƻǿŜǾŜǊΣ L ŀƭǎƻ ƘŀǾŜ ŀ ǇŜǊǎƻƴŀƭ ƳƻǝǾŀǝƻƴ ŦƻǊ ŎƻƴŘǳŎǝƴƎ ǘƘƛǎ ǊŜǎŜŀǊŎƘ ƛƴ ǘƘŜǎŜ 

ǎŎƘƻƻƭǎΦ L ŀǧŜƴŘŜŘ ōƻǘƘ hŀƪƛƴƎǘƻƴ όŀƎŜŘ пπсύ ŀƴŘ !ǇǇƭŜƎƻƻŘ όŀƎŜŘ сπмлύ ŀǎ ŀ ŎƘƛƭŘΦ L ǊŜŎŀƭƭ ǘƘŜ ƳƻǘƘŜǊ 

ǿƘƻ Ǌŀƴ ōǊŜŀƪŦŀǎǘ ŎƭǳōΣ ŎƘƻƛǊ ŀƴŘ ƳǳǎƛŎ ŎƭŀǎǎŜǎΤ ǘƘŜ ŦŀǘƘŜǊ ǿƘƻ ŀƭǿŀȅǎ ŘƛŘ ǘƘŜ ǎƻǳƴŘ ŀƴŘ ƭƛƎƘǝƴƎ ŦƻǊ 

ǎŎƘƻƻƭ ǇƭŀȅǎΣ ŀƴŘ ǘƘŜ ƭƻŎŀƭ ŜƭŘŜǊƭȅ ƭŀŘȅ ǿƘƻ ǿŀƭƪŜŘ ǳǎ ǘƻ ŀƴŘ ŦǊƻƳ ǘƘŜ ǎŎƘƻƻƭ ŀƴŘ ǾƛƭƭŀƎŜ Ƙŀƭƭ ŀƴŘ ǿƻǳƭŘ 

ƭƛǎǘŜƴ ǘƻ ǳǎ ǊŜŀŘΦ L ǊŜƳŜƳōŜǊ ǿǊƛǝƴƎ ƭŜǧŜǊǎ ǘƻ ǘƘŜ ŎƻǳƴŎƛƭ ǘƻ ǎŀǾŜ ƻǳǊ ƭƻŎŀƭ Ǉƻǎǘ ƻŶŎŜΣ ŀƴŘ Ƙƻǿ ǘƘŜ 

ŎƻƳƳǳƴƛǘȅ ǊŀƭƭƛŜŘ ǊƻǳƴŘ ǘƻ ǎŀǾŜ !ǇǇƭŜƎƻƻŘ ŦǊƻƳ ŎƭƻǎǳǊŜΦ L ǾƻƭǳƴǘŜŜǊŜŘ ƛƴ ōƻǘƘ ǎŎƘƻƻƭǎ ŀǎ ŀ ǘŜŜƴŀƎŜǊ 

όƳŀƛƴƭȅ ƘŜƭǇƛƴƎ ǿƛǘƘ ǘƘŜ ǎŎƘƻƻƭΩǎ ƭƛōǊŀǊƛŜǎύΣ ŎƻƴǝƴǳŜŘ ǘƻ ŀǧŜƴŘ !ǇǇƭŜƎƻƻŘΩǎ ǎǳƳƳŜǊ ŦŀƛǊǎ ǳƴǝƭ Ƴȅ 

ǎƛǎǘŜǊ ŬƴƛǎƘŜŘ ǘƘŜǊŜ ƛƴ нлмп ŀƴŘ ŎƻƳǇƭŜǘŜŘ Ƴȅ ǎƛȄǘƘπŦƻǊƳ ǊŜǎŜŀǊŎƘ ǇǊƻƧŜŎǘ ƻƴ tǳǇƛƭ tǊŜƳƛǳƳ ŀǘ 

hŀƪƛƴƎǘƻƴ ƛƴ нлмсΦ Lƴ нлнлΣ L ǿƻǊƪŜŘ ŀǎ ŀ ǘŜŀŎƘƛƴƎ ŀǎǎƛǎǘŀƴǘ ό¢!ύ ŀǘ hŀƪƛƴƎǘƻƴ ŘǳǊƛƴƎ ǘƘŜ /h±L5 

ǇŀƴŘŜƳƛŎ ōŜŦƻǊŜ ōŜƎƛƴƴƛƴƎ Ƴȅ ǊŜǎŜŀǊŎƘ ǿƛǘƘ ǘƘŜ ǎŎƘƻƻƭǎ ƛƴ нлнмΦ L ŀƭǎƻ ƭƛǾŜ ƛƴ hŀƪƛƴƎǘƻƴ ǾƛƭƭŀƎŜΣ ŀ оπ

ƳƛƴǳǘŜ ǿŀƭƪ ŦǊƻƳ ǘƘŜ ǎŎƘƻƻƭΦ ¢ƘŜǊŜ ŀǊŜ ƛƴŘƛǾƛŘǳŀƭǎ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŀƴŘ ŎƻƳƳǳƴƛǝŜǎ ǿƘƻ ƘŀǾŜ ƪƴƻǿƴ 

ƳŜ ǎƛƴŎŜ L ǿŀǎ ŀ ŎƘƛƭŘΣ ŀƴŘ ŀǎ ŀƴ ŀŘǳƭǘ όŎƻƭƭŜŀƎǳŜύΦ L ǊŜƅŜŎǘ ƻƴ ǘƘŜ ƛƳǇŀŎǘ ƻŦ Ƴȅ Ǉƻǎƛǝƻƴŀƭƛǘȅ ǿƛǘƘƛƴ 

ǘƘŜǎŜ ŎƻƳƳǳƴƛǝŜǎ ǘƘǊƻǳƎƘƻǳǘ ǘƘŜ ǘƘŜǎƛǎΦ 

 

 

[ŔŊƨƖĲЮΦЮцЮ~ǃЮƣƖċŢĲĦƣŸƖǃЮƽŔƣőЮ§ċťŔŰŊƣŸŰЮċŰĬЮ ƓƓũĲŊŸŸĬ 
 

I am aware that my childhood memories are very idyllic, and the policy landscape, social context, and 

the schools themselves have changed much since I 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 the challenges these schools face (both day-to-day and long-term 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), I outline the rationale for researching 

these specific schools in further detail, but it is also important to acknowledge my personal motivation 

for the study: I care about these schools, I have unique access to and relationships with them, and I 

wanted to understand how voluntary activity is experienced so that I might be able to benefit these 

schools, and schools like them through my research. 

 

/ƻƴǘǊƛōǳǝƻƴǎ 

Small schools are in a situation where the choice to attend them is being eroded by a policy context 

which purports to promote school diversity and choice, but which in reality, rewards those schools 

with highest pupil numbers ς the antithesis of the nature of a small school (Ovenden-Hope, 2024). 



 

ΝΞ 
 

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 education, vital community spaces, and act 

as centres for innovation and treasuries for their localities (Gristy, 2023). 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 elsewhere (Fargas-

Malet and Bagley, 2021; NAHT, 2023). This is especially the case for pupils with SEN where small 

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

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

this child-centred and inclusive educational experience within their communities (Hargreaves et al, 

2009). Thus, this research is both timely and incredibly important, contributing to numerous 

ǎǳōǎǘŀƴǝǾŜ ŀƴŘ ǇƻƭƛŎȅ ŘŜōŀǘŜǎ ŀǊƻǳƴŘ ŜŘǳŎŀǝƻƴŀƭ ŎƘƻƛŎŜΣ ǾŀƭǳŜΣ ǎǳǎǘŀƛƴŀōƛƭƛǘȅ ŀƴŘ ƛƴŎƭǳǎƛƻƴΣ ŀƴŘ ǘƘŜ 

ǊƻƭŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ Ƙŀǎ ǘƻ Ǉƭŀȅ ƛƴ ǘƘŜ ŎǳǊǊŜƴǘ ŎƭƛƳŀǘŜΦ Indeed, wƘƛƭǎǘ ǘƘƛǎ ǘƘŜǎƛǎ ƛǎ ŀƴ ŜǘƘƴƻƎǊŀǇƘƛŎ 

ŜȄǇƭƻǊŀǝƻƴ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǘǿƻ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎΣ ǘƘŜ ŎƻƴǘǊƛōǳǝƻƴǎ ŜȄǘŜƴŘ ōŜȅƻƴŘ 

ǘƘŜ ƛƳƳŜŘƛŀǘŜ ŜƴǾƛǊƻƴƳŜƴǘǎ ƻŦ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴ ƛƴǘƻ ǘƘŜ ǿƛŘŜǊ ŀŎŀŘŜƳƛŎ ŀƴŘ ǇƻƭƛŎȅ ŎƻƴǘŜȄǘΣ 

ǿƛǘƘ ŀǇǇƭƛŎŀōƛƭƛǘȅ ǘƻ ƻǘƘŜǊ ŜŘǳŎŀǝƻƴ ǎŜǩƴƎǎΦ 

¢Ƙƛǎ ǊŜǎŜŀǊŎƘ ŀƭǎƻ ŎƻƴǘǊƛōǳǘŜǎ ǘƻ ŎƻƴŎŜǇǘǳŀƭ ŀƴŘ ǘƘŜƻǊŜǝŎŀƭ ŘŜǾŜƭƻǇƳŜƴǘ ōȅ ǿƻǊƪƛƴƎ ǿƛǘƘ ǘƘŜ ǘƻǘŀƭ 

ǎƻŎƛŀƭ ƻǊƎŀƴƛǎŀǝƻƴ ƻŦ ƭŀōƻǳǊ ό¢{h[ύ ŦǊŀƳŜǿƻǊƪ ŀƴŘ ōǊƛƴƎƛƴƎ ǇǊŜǾƛƻǳǎƭȅ ǎŜǇŀǊŀǘŜ ŬŜƭŘǎ ƻŦ ƭƛǘŜǊŀǘǳǊŜ ƻƴ 

ŜŘǳŎŀǝƻƴŀƭ ǇǳǊǇƻǎŜΣ ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘΣ ƎŜƴŘŜǊΣ ŎŀǇƛǘŀƭΣ ǎǝƎƳŀΣ ǘƘŜ ǎƻŎƛƻƭƻƎȅ ƻŦ ǿƻǊƪΣ ōƻǳƴŘŀǊƛŜǎΣ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀƴŘ ǊǳǊŀƭƛǘȅΣ ƛƴǘƻ ŘƛŀƭƻƎǳŜ ǿƛǘƘ ŜŀŎƘ ƻǘƘŜǊ ƛƴ ǘƘŜ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊȅ ŎƻƴǘŜȄǘΦ ¢Ƙƛǎ 

Ƙŀǎ ŎƻƴǘǊƛōǳǘŜŘ ǘƻ ŜȄǇŀƴŘƛƴƎ ƻǳǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǿƻǊƪ ƛƴǾƻƭǾŜŘ ƛƴ ŜŘǳŎŀǝƻƴ ŀƴŘ Ƙƻǿ ǘƘƛǎ ΨƎŜǘǎ 

ŘƻƴŜΩΦ ¢ƘŜ ŎƻƴŎŜǇǘ ƻŦ ǎƻŎƛƻπǎǇŀǝŀƭ ƴŜǘǿƻǊƪǎ Ƙŀǎ ŀƭǎƻ ōŜŜƴ ŀǇǇƭƛŜŘ ǘƻ ǘƘƛǎ ŎƻƴǘŜȄǘ ǘƻ ǎƘƻǿ ƘƻǿΣ 

ōŜȅƻƴŘ ƭŜǾŜƭ ƻŦ ŘŜǇǊƛǾŀǝƻƴΣ ōƻǘƘ ƎŜƻƎǊŀǇƘƛŎ ŀƴŘ ǎƻŎƛŀƭ ŎŀǇƛǘŀƭ ŎƻƳōƛƴŜ ǘƻ ƛƴƅǳŜƴŎŜ ƭŜǾŜƭ ŀƴŘ ŦƻǊƳǎ 

ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ŘƛũŜǊŜƴǘ ŜŘǳŎŀǝƻƴŀƭ ŜƴǾƛǊƻƴƳŜƴǘǎΦ ¢ƘŜ ŎƻƴŎŜǇǘ ƻŦ ǎǝƎƳŀ Ƙŀǎ ŀƭǎƻ ōŜŜƴ 

ŀǇǇƭƛŜŘ ǘƻ ǳƴŘŜǊǎǘŀƴŘ Ƙƻǿ ŀƴŘ ǿƘȅ ŘƛũŜǊŜƴŎŜǎ ōŜǘǿŜŜƴ ǎŎƘƻƻƭǎ ƛƴ ŘƛũŜǊŜƴǘ ŎƻƴǘŜȄǘǎ ŀƴŘ ƛƴŘƛǾƛŘǳŀƭǎ 

ǿƛǘƘƛƴ ǘƘŜƳ ŜƴŀōƭŜ ƻǊ ǇǊŜǾŜƴǘ ŎŜǊǘŀƛƴ ƛƴŘƛǾƛŘǳŀƭǎ ƻǊ ƎǊƻǳǇǎ ŦǊƻƳ ōŜƛƴƎ ƛƴǾƻƭǾŜŘ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ 

ŀƴŘ ǘƘŜ ƛƴŜǉǳŀƭƛǝŜǎ ǘƘƛǎ ŜȄŀŎŜǊōŀǘŜǎΦ CƛƴŀƭƭȅΣ ǘƘƛǎ ǘƘŜǎƛǎ Ƙŀǎ ŎƻƴǘǊƛōǳǘŜŘ ǘƻ ƻǳǊ ƭƻƴƎƛǘǳŘƛƴŀƭ ŀƴŘ 

ǘŜƳǇƻǊŀƭ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ŘƛũŜǊŜƴǘ ŜŘǳŎŀǝƻƴŀƭ ŎƻƴǘŜȄǘǎ ǳǎƛƴƎ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ 

ǘǊŀƧŜŎǘƻǊƛŜǎ ǘƻ ŜȄǇƭƻǊŜ Ƙƻǿ ǘƘŜ ƳƛŎǊƻπΣ ƳŜǎƻπ ŀƴŘ ƳŀŎǊƻπƭŜǾŜƭǎ ƻŦ ǘƘŜ ¢{h[ ƛƴƅǳŜƴŎŜ ŜŀŎƘ ƻǘƘŜǊ ŀƴŘ 

ŎƻƳōƛƴŜ ǘƻ ǎƘŀǇŜ ǘƘŜ ŎƘŀǊŀŎǘŜǊ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǎŎƘƻƻƭǎΣ ǘƘŜ ƳŜŀƴƛƴƎ ǘƘƛǎ Ƙŀǎ ŦƻǊ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭǎ 

ƛƴǾƻƭǾŜŘ ŀƴŘ ǎƘŜŘ ƭƛƎƘǘ ƻƴ ǘƘŜ ƭƻƴƎπǘŜǊƳ ǘǊŜƴŘǎ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΦ ¢ƘŜ ŎƻƴŎŜǇǘǳŀƭ ŀƴŘ ǘƘŜƻǊŜǝŎŀƭ 

ǎǘŀƴŎŜ ƻŦ ǘƘƛǎ ǘƘŜǎƛǎ ǿƻǊƪǎ ǿƛǘƘ ƛƴŎƭǳǎƛǾŜ ŘŜŬƴƛǝƻƴǎ ƻŦ ǿƻǊƪΣ ŜƴŀōƭŜǎ ŘƛǾŜǊǎŜ ŜŘǳŎŀǝƻƴŀƭ ǇǳǊǇƻǎŜǎ ǘƻ 

ōŜ ŜȄǇƭƻǊŜŘΣ ŀƴŘ ŎƻƳōƛƴŜǎ ǘƘŜƻǊƛŜǎ ǘƻ ŀŘŘ ƳƻǊŜ ǘƻ ƻǳǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǘƘŀƴ ŎƻǳƭŘ ƘŀǾŜ ōŜŜƴ ŀŎƘƛŜǾŜŘ 

ƘŀŘ ŀ ǎƛƴƎƭŜ ŎƻƴŎŜǇǘǳŀƭ ƻǊ ǘƘŜƻǊŜǝŎŀƭ ŀǇǇǊƻŀŎƘ ōŜŜƴ ǳǎŜŘΦ 

aȅ Ǉƻǎƛǝƻƴŀƭƛǘȅ ŀƴŘ ǘƘŜ ƘƻƭƛǎǝŎ ŜǘƘƴƻƎǊŀǇƘƛŎ ǊŜǎŜŀǊŎƘ ŀǇǇǊƻŀŎƘ ŘŜǾŜƭƻǇŜŘ ǘƘǊƻǳƎƘ ǘƘƛǎ ǘƘŜǎƛǎ Ƙŀǎ 

ŜƴŀōƭŜŘ ŀƴ ƛƴπŘŜǇǘƘ ŀƴŘ ƳŜŀƴƛƴƎŦǳƭ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ƴŀǘǳǊŜ ŀƴŘ ŎƻƴǎŜǉǳŜƴŎŜǎ ƻŦ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎΣ Ƙƻǿ ŀƴŘ ǿƘȅ ƛǘ ŘƛũŜǊǎ ōŜǘǿŜŜƴ ŎƻƴǘŜȄǘǎ ŀƴŘ ǘƘŜ ƭƛǾŜŘ ǊŜŀƭƛǝŜǎ ŦƻǊ ǘƘƻǎŜ 

ƛƴǾƻƭǾŜŘΦ ¢ƘǊƻǳƎƘ ǘƘƛǎ ǊŜǎŜŀǊŎƘ L ƘŀǾŜ ŘŜǾŜƭƻǇŜŘ ŀ ŎƻƳǇŀǊŀǝǾŜ ƎŜƻƎǊŀǇƘȅ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ 

ŎƻƴǎƛŘŜǊƛƴƎ ǘƘŜ ǎƻŎƛŀƭ ŀƴŘ ǊŜƭŀǝƻƴŀƭ ŀǎǇŜŎǘǎ ƻŦ ǾƻƭǳƴǘŜŜǊƛƴƎΣ ŀƴŘ Ƙƻǿ ǘƘƛǎ ŦƻǊƳ ƻŦ ǿƻǊƪ ƛƴǘŜǊŀŎǘǎ ǿƛǘƘΣ 

ŘŜǇŜƴŘǎ ƻƴΣ ŀƴŘ ǎǳǇǇƻǊǘǎ ƻǘƘŜǊ ǿƻǊƪƛƴƎ ǇǊŀŎǝŎŜǎ ƛƴ ǇǊƛƳŀǊȅ ŜŘǳŎŀǝƻƴΦ CǳǊǘƘŜǊƳƻǊŜΣ ƛƴ ǘƘŜƛǊ ǊŜŎŜƴǘ 

ǊŜǾƛŜǿ ƻŦ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜ ƻƴ ǎƳŀƭƭ ǊǳǊŀƭ ǎŎƘƻƻƭǎ ŀŎǊƻǎǎ ǘƘŜ ǿƻǊƭŘΣ CŀǊƎŀǎπaŀƭŜǘ ŀƴŘ .ŀƎƭŜȅ όнлнмύ ŎŀƭƭŜŘ 

ŦƻǊ ŎƘƛƭŘǊŜƴΩǎ ǾƻƛŎŜǎ ǘƻ ōŜ ƛƴŎƭǳŘŜŘ ƛƴ ŦǳǘǳǊŜ ǊŜǎŜŀǊŎƘΦ aȅ ǘƘŜǎƛǎ ŀŘŘǊŜǎǎŜǎ ǘƘƛǎ ƎŀǇ ōȅ ƛƴŎƭǳŘƛƴƎ 

ǊŜǎŜŀǊŎƘ ǿƛǘƘ ŎƘƛƭŘǊŜƴ ŀǎ ŀ ƪŜȅ ŦŜŀǘǳǊŜ ƻŦ Ƴȅ ŜǘƘƴƻƎǊŀǇƘƛŎ ŀǇǇǊƻŀŎƘΦ ¢ƘŜƛǊ ŀǊǘǿƻǊƪ ŀƴŘ ǿƻǊŘǎ ŀǊŜ 

ŘǊŀǿƴ ƻƴ ǘƘǊƻǳƎƘƻǳǘ ǘƘŜ ǘƘŜǎƛǎΣ ōƻǘƘ ǘƻ ŜƴǎǳǊŜ ǘƘŜƛǊ ǾƻƛŎŜǎ ŀǊŜ ƘŜŀǊŘΣ ōǳǘ ŀƭǎƻ ǘƻ ǎƘƻǿ Ƙƻǿ ǘƘŜƛǊ 

ƪƴƻǿƭŜŘƎŜ ŀƴŘ ŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛǎ ǎƘŀǇƛƴƎ ǘƘŜƛǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ŎƛǾƛƭ ǎƻŎƛŜǘȅ ŀƴŘ 

ǘƘŜƛǊ ǊƻƭŜ ǿƛǘƘƛƴ ƛǘΦ 



 

ΝΟ 
 

¢ƘŜǎƛǎ {ǘǊǳŎǘǳǊŜ 

¢Ƙƛǎ ŎƘŀǇǘŜǊ όмύ Ƙŀǎ ǎŜǊǾŜŘ ŀǎ ŀƴ ƛƴǘǊƻŘǳŎǝƻƴ ǘƻ Ƴȅ ǊŜǎŜŀǊŎƘΦ L ǎŜǘ ǘƘŜ ǎŎŜƴŜ ōȅ ŘƛǎŎǳǎǎƛƴƎ ǘƘŜ ŎǳǊǊŜƴǘ 

ƛƴŎǊŜŀǎŜǎ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǇǊƛƳŀǊȅ ŜŘǳŎŀǝƻƴΣ ǘƘŜ ƻƴƎƻƛƴƎ ŜũŜŎǘǎ ƻŦ ǘƘŜ /h±L5πмф ǇŀƴŘŜƳƛŎ 

ŀƴŘ ŎǳǊǊŜƴǘ ŎƻǎǘπƻŦπƭƛǾƛƴƎ ŎǊƛǎƛǎ ƻƴ ǎŎƘƻƻƭǎ ŀƴŘ ǘƘŜ ǇƭŀŎŜ ƻŦ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎ ƛƴ ǘƘƛǎ ŎƻƴǘŜȄǘΦ 

bŜȄǘΣ L ǇǊŜǎŜƴǘŜŘ ǘƘŜ ǊŜǎŜŀǊŎƘ ƳŜǘƘƻŘƻƭƻƎȅΣ ƛƴŎƭǳŘƛƴƎ Ƙƻǿ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛǎ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ 

ǘƘǊƻǳƎƘƻǳǘ ǘƘŜ ǘƘŜǎƛǎ ŀƴŘ Ƴȅ ǊŜǎŜŀǊŎƘ ǉǳŜǎǝƻƴǎΦ L ǘƘŜƴ ƛƴǘǊƻŘǳŎŜŘ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΣ ǘƘŜ 

ǘǿƻ ǎŎƘƻƻƭǎ ƛƴ ǿƘƛŎƘ L ŎƻƴŘǳŎǘŜŘ Ƴȅ ǊŜǎŜŀǊŎƘΣ ŀŎŎƻƳǇŀƴƛŜŘ ōȅ Ǿƛǎǳŀƭ ŘŜǇƛŎǝƻƴǎ ƻŦ ǘƘŜ ǾƛōǊŀƴŎȅ ŀƴŘ 

ŘƛǾŜǊǎƛǘȅ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǝŜǎ L ŜƴŎƻǳƴǘŜǊŜŘ ŀƴŘ ǿƛƭƭ ŜȄǇƭƻǊŜ ǘƘǊƻǳƎƘƻǳǘ ǘƘƛǎ ǘƘŜǎƛǎΦ L ǘƘŜƴ ƳƻǾŜŘ ƻƴ 

ǘƻ ŘŜǘŀƛƭ ǘƘŜ ƳƻǝǾŀǝƻƴǎ όōƻǘƘ ŀŎŀŘŜƳƛŎ ŀƴŘ ǇŜǊǎƻƴŀƭύ ŦƻǊ ŎƻƴŘǳŎǝƴƎ ǘƘŜ ǊŜǎŜŀǊŎƘ ƛƴ ǘƘŜǎŜ ǎŜǩƴƎǎ 

ŀƴŘ ǘƘŜ ǾŀǊƛƻǳǎ ŎƻƴǘǊƛōǳǝƻƴǎ L ƘƻǇŜ ǘƻ ƳŀƪŜΦ 

¢ƘŜ ǊŜǎǘ ƻŦ Ƴȅ ǘƘŜǎƛǎ ƛǎ ǎǘǊǳŎǘǳǊŜŘ ŀǎ ŦƻƭƭƻǿǎΦ /ƘŀǇǘŜǊ н ŘŜǘŀƛƭǎ ƛƴ ƳƻǊŜ ŘŜǇǘƘ ǘƘŜ ǇƻƭƛŎȅ ŎƻƴǘŜȄǘ ƛƴ 

ǿƘƛŎƘ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŜȄƛǎǘΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜǎ ŜȄǇƭƻǊƛƴƎ ƪŜȅ ƴŜƻƭƛōŜǊŀƭ ǇƻƭƛŎȅ ǊŜŦƻǊƳǎ ƳŀŘŜ ōȅ ŘƛũŜǊŜƴǘ 

ƎƻǾŜǊƴƳŜƴǘǎ ƻǾŜǊ ǘƘŜ ƭŀǎǘ рл ȅŜŀǊǎ ǿƘƛŎƘ ƘŀǾŜ ƛƳǇŀŎǘŜŘ ŜŘǳŎŀǝƻƴŀƭ ǇǊŀŎǝŎŜǎΦ L ǘƘŜƴ ƳƻǾŜ ƻƴ ǘƻ 

ŘƛǎŎǳǎǎ ǘƘŜ ŎǳǊǊŜƴǘ Ǉƻǎƛǝƻƴ ƻŦ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎ ƛƴ ǇŀǊǝŎǳƭŀǊ ǿƛǘƘƛƴ ǘƘƛǎ ǿƛŘŜǊ ƴŜƻƭƛōŜǊŀƭ 

ǇƻƭƛŎȅ ŎƻƴǘŜȄǘΣ ƛƴŎƭǳŘƛƴƎ ŀǊƎǳƳŜƴǘǎ ƳŀŘŜ ŦƻǊ ŀƴŘ ŀƎŀƛƴǎǘ ǘƘŜ ŎƭƻǎǳǊŜ ƻŦ ǎƳŀƭƭ ǎŎƘƻƻƭǎΣ ǘƘŜƛǊ ǇǊŀŎǝŎŜǎ 

ƻŦ ŎƻƭƭŀōƻǊŀǝƴƎ ǿƛǘƘ ƻǘƘŜǊ ǎŎƘƻƻƭǎΣ ŀƴŘ ǇǊƻƳƻǝƴƎ ǘƘŜƛǊ ǎƳŀƭƭ ǎƛȊŜ ŀƴŘ ǊǳǊŀƭƛǘȅ όaƻǎŜǊΣ нллпΤ нллрΤ 

IŀƭŦŀŎǊŜŜΣ нллфōύ ǘƻ ŘƛǎǝƴƎǳƛǎƘ ǘƘŜƳǎŜƭǾŜǎ ŀƴŘ ǎǳŎŎŜǎǎŦǳƭƭȅ ŎƻƳǇŜǘŜ ƛƴ ǘƘŜ ŜŘǳŎŀǝƻƴ ƳŀǊƪŜǘΦ CƛƴŀƭƭȅΣ 

L ŜȄǇƭƻǊŜ ǘƘŜ Ǉƻǎƛǝƻƴ ƻŦ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴ ƛƴ ǊŜƭŀǝƻƴ ǘƻ ǘƘƛǎ ǇƻƭƛŎȅ ōŀŎƪƎǊƻǳƴŘ ŀƴŘ ǘƘŜƛǊ ƻǿƴ 

ǳƴƛǉǳŜ ƘƛǎǘƻǊƛŜǎ ŀǎ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎ ƛƴ ŘƛũŜǊŜƴǘ ŎƻƴǘŜȄǘǎΦ 

/ƘŀǇǘŜǊ о ŎǊƛǝŎŀƭƭȅ ŜȄǇƭƻǊŜǎ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜ ŀƴŘ ǇǊŜǎŜƴǘǎ ǘƘŜ ǊŜǎŜŀǊŎƘ ƎŀǇ Ƴȅ ǘƘŜǎƛǎ ŀŘŘǊŜǎǎŜǎΦ Lǘ ƛǎ 

ŀǊƎǳŜŘ ǘƘŀǘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǘƘŜ ǇǳǊǇƻǎŜǎ ƻŦ ŜŘǳŎŀǝƻƴ ƛǎ ŎǊǳŎƛŀƭ ƛŦ ŀƴȅ ŀǎǎŜǎǎƳŜƴǘ ƛǎ ǘƻ ōŜ ƳŀŘŜ ŀōƻǳǘ 

ǘƘŜ ǾŀƭǳŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŦƻǊ ǎŎƘƻƻƭǎΦ tŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘ ƛǎ ŀƭǎƻ ŀ ƪŜȅ ŀǊŜŀΣ ƴƻǘ ƻƴƭȅ ōŜŎŀǳǎŜ 

ǇŀǊŜƴǘǎ ǊƻƭŜ ƛƴ ŜŘǳŎŀǝƻƴ Ƙŀǎ ƛƴŎǊŜŀǎŜŘ ŀƴŘ ŎƘŀƴƎŜŘ ǿƛǘƘ ƴŜƻƭƛōŜǊŀƭ ǊŜŦƻǊƳǎΣ ōǳǘ ŀƭǎƻ ōŜŎŀǳǎŜ ǇŀǊŜƴǘǎ 

ŀǊŜ ƻƊŜƴ ŎƻǊŜ ǾƻƭǳƴǘŜŜǊǎ ŦƻǊ ǎŎƘƻƻƭǎ ŀƴŘ ǎƻ ŘŜōŀǘŜǎ ŀōƻǳǘ ǘƘŜƛǊ ǊƻƭŜ ŀƭǎƻ ƴŜŜŘ ǘƻ ōŜ ŜȄǇƭƻǊŜŘΦ ¢ƘŜ 

ƪŜȅ ŎƻƴŎŜǇǘ ƻŦ ΨǎǝƎƳŀΩ ƛǎ ŀƭǎƻ ŘƛǎŎǳǎǎŜŘ ƛƴ ǊŜƭŀǝƻƴ ǘƻ ǘƘƛǎ ƭƛǘŜǊŀǘǳǊŜΦ ¢ƘŜ ƴŜȄǘ ǎŜŎǝƻƴ ǇǊŜǎŜƴǘǎ ƪŜȅ 

ŎƻƴŎŜǇǘǳŀƭ ŦǊŀƳŜǿƻǊƪǎ ǿƘƛŎƘ ƎǳƛŘŜ ōƻǘƘ Ƴȅ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀƴŘ Ƴȅ ǊŜǎŜŀǊŎƘ 

ǇǊŀŎǝŎŜΦ ±ƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛǎ ǳƴŘŜǊǎǘƻƻŘ ŀǎ ŀ ŦƻǊƳ ƻŦ ǿƻǊƪ ǿƘƛŎƘ ƛƴǘŜǊŀŎǘǎ ǿƛǘƘΣ ŘŜǇŜƴŘǎ ƻƴΣ ŀƴŘ 

ǎǳǇǇƻǊǘǎ ƻǘƘŜǊ ǿƻǊƪƛƴƎ ǇǊŀŎǝŎŜǎ ƛƴ ŜŘǳŎŀǝƻƴΦ ¢ƘǳǎΣ ǘƘŜ ƪŜȅ ŎƻƴŎŜǇǘ ƻŦ ΨōƻǳƴŘŀǊƛŜǎΩ ƛǎ ŘƛǎŎǳǎǎŜŘΦ 

CƻƭƭƻǿƛƴƎ ǘƘƛǎΣ ǊŜǎŜŀǊŎƘ ƻƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛǎ ŎǊƛǝŎŀƭƭȅ ŜȄǇƭƻǊŜŘΦ hŦ ǇŀǊǝŎǳƭŀǊ ǊŜƭŜǾŀƴŎŜ ǘƻ ǘƘƛǎ ǘƘŜǎƛǎ 

ƛǎ Ƙƻǿ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǾŀǊƛŜǎ ǎƻŎƛŀƭƭȅ ŀƴŘ ƎŜƻƎǊŀǇƘƛŎŀƭƭȅ όǎƻŎƛƻπǎǇŀǝŀƭ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎύ ŀƴŘ ƻǾŜǊ 

ǝƳŜ όŀǎ ǇŀǊǘ ƻŦ ŀ ƭƛŦŜπŎƻǳǊǎŜ ƻǊ ǘǊŀƧŜŎǘƻǊȅύΦ L ǘƘŜƴ ŘƛǎŎǳǎǎ ǘƘŜ ǎƻƳŜǿƘŀǘ ƭƛƳƛǘŜŘ όōŜȅƻƴŘ ǇŀǊŜƴǘŀƭ 

ƛƴǾƻƭǾŜƳŜƴǘύ ƭƛǘŜǊŀǘǳǊŜ ƻƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŦƻǊ ǎŎƘƻƻƭǎΣ ōŜŦƻǊŜ ŦƻŎǳǎƛƴƎ ǎǇŜŎƛŬŎŀƭƭȅ ƻƴ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ƛƴ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊƛŜǎΦ ²Ƙƛƭǎǘ ǘƘƛǎ ƭƛǘŜǊŀǘǳǊŜ Ƙŀǎ ŦƻŎǳǎŜŘ ƻƴ ǎŎƘƻƻƭπŎƻƳƳǳƴƛǘȅ ǊŜƭŀǝƻƴǎƘƛǇǎΣ 

ŀ ǉǳŀƭƛǘŀǝǾŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǊƻƭŜΣ ƴŀǘǳǊŜ ŀƴŘ ƛƳǇŀŎǘǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀǊŜ ȅŜǘ ǘƻ ōŜ 

ŀŘŘǊŜǎǎŜŘΦ aȅ ǊŜǎŜŀǊŎƘ Ŭƭƭǎ ǘƘƛǎ ƎŀǇ ōȅ ōǊƛƴƎƛƴƎ ǘƘŜ ǾŀǊƛƻǳǎ ōƻŘƛŜǎ ƻŦ ƭƛǘŜǊŀǘǳǊŜ ǊŜǾƛŜǿŜŘ ƛƴǘƻ ŘƛŀƭƻƎǳŜ 

ǿƛǘƘ ŜŀŎƘ ƻǘƘŜǊΦ 

/ƘŀǇǘŜǊ п ǇǊŜǎŜƴǘǎ Ƴȅ ǊŜǎŜŀǊŎƘ ƳŜǘƘƻŘƻƭƻƎȅΦ L ƻǳǘƭƛƴŜ ǘƘŜ ǊŀǝƻƴŀƭŜ ŦƻǊ Ƴȅ ǉǳŀƭƛǘŀǝǾŜ ŜǘƘƴƻƎǊŀǇƘƛŎ 

ŀǇǇǊƻŀŎƘ ŀƴŘ ŜȄǇƭƻǊŜ ǘƘŜ ŜǘƘƛŎǎ ƻŦ Ƴȅ ǊŜǎŜŀǊŎƘΣ ǿƛǘƘ ŀ ǇŀǊǝŎǳƭŀǊ ŦƻŎǳǎ ƻƴ ǊŜǎŜŀǊŎƘƛƴƎ ǘƘŜ ŦŀƳƛƭƛŀǊΣ 

ǊŜǎŜŀǊŎƘƛƴƎ ƛƴ ǎŎƘƻƻƭǎ ǿƛǘƘ ŎƘƛƭŘǊŜƴΣ ŀƴŘ Ƴȅ ƻǿƴ Ǉƻǎƛǝƻƴŀƭƛǘȅ ŀƴŘ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ǊŜƅŜȄƛǾƛǘȅΦ L ǘƘŜƴ 

ŘŜǘŀƛƭ ǘƘŜ ǇǊƻŎŜǎǎŜǎ ƻŦ ǎŜƭŜŎǝƴƎ ǘƘŜ ǊŜǎŜŀǊŎƘ ǎŎƘƻƻƭǎ ŀƴŘ όǊŜπύŜƴǘŜǊƛƴƎ ǘƘŜ ŬŜƭŘΣ ōŜŦƻǊŜ ŎǊƛǝŎŀƭƭȅ 

ŘƛǎŎǳǎǎƛƴƎ ǘƘŜ ŦŀƳƛƭȅ ƻŦ ƳŜǘƘƻŘǎ L ŘŜǇƭƻȅŜŘ ƛƴ ǘƘƛǎ ŜǘƘƴƻƎǊŀǇƘȅΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜŘ ƻōǎŜǊǾŀǝƻƴǎ ŀƴŘ 

ŬŜƭŘƴƻǘŜǎΣ ŀǳǘƻŜǘƘƴƻƎǊŀǇƘȅΣ ƛƴǘŜǊǾƛŜǿǎΣ ǊŜǎŜŀǊŎƘ ǿƛǘƘ ŎƘƛƭŘǊŜƴ ŀƴŘ ŘƻŎǳƳŜƴǘŀǊȅ ŀƴŀƭȅǎƛǎΦ CƛƴŀƭƭȅΣ L 

ǊŜƅŜŎǘ ƻƴ Ƙƻǿ L ƭŜƊ ǘƘŜ ŬŜƭŘΣ ŘŜǘŀƛƭ ǘƘŜ ŀƴŀƭȅǎƛǎ ǳƴŘŜǊǘŀƪŜƴΣ ŀƴŘ ŘƛǎŎǳǎǎ Ƙƻǿ L ǿǊƻǘŜ ǳǇ ǘƘŜ ǊŜǎŜŀǊŎƘΦ 



 

ΝΠ 
 

/ƘŀǇǘŜǊ р ƛǎ ǘƘŜ ŬǊǎǘ ƻŦ Ƴȅ ǘƘǊŜŜ ŬƴŘƛƴƎǎ ŎƘŀǇǘŜǊǎΦ ¢Ƙƛǎ ŎƘŀǇǘŜǊ ŜȄǇƭƻǊŜǎ Ƴȅ ŬƴŘƛƴƎǎ ǊŜƭŀǘŜŘ ǘƻ ǘƘŜ 

ǎƛƎƴƛŬŎŀƴŎŜ ƻŦ ōƻǳƴŘŀǊƛŜǎ ŀƴŘ ƛƴǾƛǎƛōƭŜ ƭŀōƻǳǊ ƛƴ ǘƘŜǎŜ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊƛŜǎΦ L ǇǊŜǎŜƴǘ ŀƴ ŀŘŀǇǘŜŘ ¢ƻǘŀƭ 

{ƻŎƛŀƭ hǊƎŀƴƛǎŀǝƻƴ ƻŦ [ŀōƻǳǊ ό¢{h[ύ ǘȅǇƻƭƻƎȅ ŦƻǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǘƘŜ ǿƻǊƪ ƻŦ ŜŘǳŎŀǝƻƴ ƛƴ ǘƘŜǎŜ 

ǎŎƘƻƻƭǎΣ ŘƛǎŎǳǎǎƛƴƎ Ƙƻǿ ōƻǳƴŘŀǊƛŜǎ ŀǊŜ ŎǊƻǎǎŜŘΣ ƛƴǾƛǎƛōƭŜΣ ŀƴŘ ƳŀƛƴǘŀƛƴŜŘ ŀƴŘ ǘƘŜ ŎƻƴǎŜǉǳŜƴŎŜǎ ƻŦ 

ǘƘƛǎΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜǎ ŘŜōŀǘŜǎ ŀƴŘ ǘŜƴǎƛƻƴǎ ŀǊƻǳƴŘ ǘƘŜ ǳǎŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŦƻǊ ŦǳƴŘŀƳŜƴǘŀƭǎΣ 

ŎƻƳǇŀǊŜŘ ǘƻ ŜƴǊƛŎƘƳŜƴǘǎΣ ǘƘŜ ƛƴǘŜƴǎŜ ǿƻǊƪƭƻŀŘǎ ƻŦ ǎǘŀũ ǿƘƛŎƘ ŀǊŜ ŜȄŀŎŜǊōŀǘŜŘ ōȅ ǘƘŜƛǊ ƛƴǾƛǎƛōƭŜ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΣ ŀƴŘ ǘƘŜ ƎŜƴŘŜǊŜŘ ǊƻƭŜ ǎƻŎƛŀƭƛǎŀǝƻƴ ŎƘƛƭŘǊŜƴ ǊŜŎŜƛǾŜ ǘƘǊƻǳƎƘ ǘƘŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ 

ǘƘŜȅ ǎŜŜ ŀƴŘ ŜƴƎŀƎŜ ƛƴΦ L ǘƘŜƴ ōǊƛƴƎ ǘƘƛǎ ŘƛǎŎǳǎǎƛƻƴ ǘƻƎŜǘƘŜǊ ǘƘǊƻǳƎƘ ŀ ǊŜƅŜȄƛǾŜ ŀǳǘƻŜǘƘƴƻƎǊŀǇƘƛŎ 

ŀŎŎƻǳƴǘ ƻŦ Ƴȅ ƻǿƴ ŜȄǇŜǊƛŜƴŎŜ ǿƛǘƘ ōƻǳƴŘŀǊƛŜǎ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŀƴŘ Ƙƻǿ ǘƘƛǎ ƛƳǇŀŎǘŜŘ ƳŜ ŀƴŘ Ƴȅ 

ǇŀǊǝŎƛǇŀƴǘǎ όŀƴŘ ǘƘŜ ǊŜƭŀǝƻƴǎƘƛǇǎ ōŜǘǿŜŜƴ ǳǎύΣ ōǳǘ ŀƭǎƻ Ƙƻǿ ƛǘ ŘŜǾŜƭƻǇŜŘ Ƴȅ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǘƘŜǎŜ ǎŜǩƴƎǎΦ  

/ƘŀǇǘŜǊ с ŜȄǇƭƻǊŜǎ ǘƘŜ ǎƛƎƴƛŬŎŀƴŎŜ ƻŦ ǎƻŎƛƻπǎǇŀǝŀƭ ƴŜǘǿƻǊƪǎ όƛƴǘŜǊǇŜǊǎƻƴŀƭ ŎƻƴƴŜŎǝƻƴǎκŎƻƳƳǳƴƛǘȅ 

ǊƻƻǘŜŘ ƛƴ ǎǇŀŎŜύ ǘƻ ǘƘŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŦƻǊ ǘƘŜǎŜ ǎŎƘƻƻƭǎΦ L ŘƛǎŎǳǎǎ ǘƘŜ ƛƳǇŀŎǘ ƻŦ ǘƘŜ ǘǿƻ ǎŎƘƻƻƭǎ 

ŘƛũŜǊƛƴƎ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ǇǊŜǎŜƴǘ ǎƻŎƛŀƭ ƴŜǘǿƻǊƪ ƳŀǇǎ ǘƻ ƎǊƻǳƴŘ ŘƛǎŎǳǎǎƛƻƴǎ ƻŦ ǘƘŜ ƴŀǘǳǊŜ ŀƴŘ ŜȄǘŜƴǘ 

ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ōȅ ōǊƛŘƎŜ ŬƎǳǊŜǎΣ ŎƻǊŜ ǾƻƭǳƴǘŜŜǊǎ ŀƴŘ ǇŜǊƛǇƘŜǊŀƭκŜǇƛǎƻŘƛŎ ǾƻƭǳƴǘŜŜǊǎ ŀƴŘ ǘƘŜƛǊ 

ǾŀǊƛƻǳǎ ƛƳǇŀŎǘǎ ƛƴ ǘƘŜƛǊ ǎŎƘƻƻƭǎΦ .ǊƛŘƎŜ ŬƎǳǊŜǎ ƘƻƭŘ ƳǳƭǝǇƭŜ ǇƻǎƛǝƻƴǎΣ ƴǳƳōŜǊǎ ŀƴŘ ǘȅǇŜǎ ƻŦ 

ŎƻƴƴŜŎǝƻƴǎΣ ƭƛƴƪƛƴƎ Ƴŀƴȅ ƻǘƘŜǊ ƛƴŘƛǾƛŘǳŀƭǎ ǘƻ ǘƘŜƛǊ ǎŎƘƻƻƭǎΣ ƻƊŜƴ ƭƛǾƛƴƎ ƴŜŀǊōȅΣ ƘŀǾƛƴƎ ƭƻƴƎ ǇŜǊǎƻƴŀƭ 

ƘƛǎǘƻǊƛŜǎ ŀƴŘ ƛƴǘŜƴǎŜ ƛƴǾƻƭǾŜƳŜƴǘΦ /ƻǊŜ ǾƻƭǳƴǘŜŜǊǎ ŀǊŜ ŀƭǎƻ ƛƴǘŜƴǎŜƭȅ ƛƴǾƻƭǾŜŘ ōǳǘ Řƻ ƴƻǘ ƴŜŎŜǎǎŀǊƛƭȅ 

ƭƛǾŜ ƴŜŀǊōȅΦ Peripheral/episodic volunteers are less intensely involved and tend to live further away 

from the schools. L ŀƭǎƻ ŘŜǾŜƭƻǇ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ǎƻŎƛƻπǎǇŀǝŀƭ ǎǝƎƳŀ ǘƻ ŜȄǇƭƻǊŜ Ƙƻǿ ŀƴŘ ǿƘȅ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ŘƛũŜǊǎ ōŜǘǿŜŜƴ ōǳǘ ŀƭǎƻ ǿƛǘƘƛƴ ǘƘŜ ǘǿƻ ǎŎƘƻƻƭ ŜƴǾƛǊƻƴƳŜƴǘǎΣ ŀƴŘ ǘƘŜ ŜũŜŎǘǎ ǘƘƛǎ ƘŀǎΦ CƛƴŀƭƭȅΣ 

L ǊŜƅŜŎǘ ƻƴ ǘƘŜ ŦǳǘǳǊŜ ŘŜǾŜƭƻǇƳŜƴǘ όƻǊ ƴƻǘύ ƻŦ ǘƘŜ ǎƻŎƛŀƭ ƴŜǘǿƻǊƪǎ ƛƴ ǘƘŜǎŜ ŘƛũŜǊƛƴƎ ŜŘǳŎŀǝƻƴŀƭ 

ŎƻƴǘŜȄǘǎΣ ƛƴŎƭǳŘƛƴƎ ŘƛũŜǊŜƴǝŀƭ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ΨŎƻƳƳǳƴƛǘȅΩ ŀƴŘ Ƙƻǿ ƛǘ ŎƻǳƭŘ ƻǊ ǎƘƻǳƭŘ ōŜ 

ŎƻƴƴŜŎǘŜŘ ǘƻ ǘƘŜ ǎŎƘƻƻƭǎΦ 

/ƘŀǇǘŜǊ т ŜȄǇƭƻǊŜǎ ǘƘŜ ǘǊŀƧŜŎǘƻǊƛŜǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǳƴŎƻǾŜǊŜŘ ǿƛǘƘƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭ ŎƻƳƳǳƴƛǝŜǎΣ 

ōǊƛƴƎƛƴƎ ǘƘŜ ƪŜȅ ŎƻƴŎŜǇǘ ƻŦ ǘŜƳǇƻǊŀƭƛǘȅ ǘƻ ōŜŀǊ ǳǇƻƴ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ǘƘŜ ƴŀǘǳǊŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ 

ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŀƴŘ Ƙƻǿ ŀƴŘ ǿƘȅ ƛǘ ŎƘŀƴƎŜǎΦ !ƊŜǊ ŀƴŀƭȅǎƛƴƎ ǘƘŜ ǎŎƘƻƻƭǎ ǝƳŜƭƛƴŜǎ όƳŜǎƻπƭŜǾŜƭύΣ L 

ŜȄǇƭƻǊŜ ƛƴπŘŜǇǘƘΣ ŦƻǳǊ ƛƴŘƛǾƛŘǳŀƭǎ όƳƛŎǊƻπƭŜǾŜƭύ ŦǊƻƳ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ǿƘƻ ǊŜǇǊŜǎŜƴǘ ƪŜȅ ŘŜƳƻƎǊŀǇƘƛŎ 

ŎŀǘŜƎƻǊƛŜǎ όŜȄπǇŀǊŜƴǘ ǎǘŀũ ƳŜƳōŜǊΣ ŜȄπǇǳǇƛƭ ǎǘŀũ ƳŜƳōŜǊ ŀƴŘ {9b ǇŀǊŜƴǘΣ ƎǊŀƴŘǇŀǊŜƴǘ ǾƛƭƭŀƎŜ 

ǊŜǎƛŘŜƴǘΣ ŀƴŘ {9b ǇŀǊŜƴǘύ ŀƴŘ ǿƘƻǎŜ ǘǊŀƧŜŎǘƻǊƛŜǎ ǊŜǾŜŀƭ ƪŜȅ ŦŀŎǘƻǊǎ ƛƴƅǳŜƴŎƛƴƎ ǘƘŜ ŎƘŀǊŀŎǘŜǊ ƻŦ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŦƻǊ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ƻǾŜǊ ǝƳŜΦ ¢ƘŜǎŜ ŦŀŎǘƻǊǎ ƛƴŎƭǳŘŜ όƭŜƴƎǘƘ ƻŦύ ŜƳǇƭƻȅƳŜƴǘΣ ǇŀǊŜƴǘŀƭ 

ŜȄǇŜǊƛŜƴŎŜΣ ǘƘŜ ŎƻƳōƛƴŀǝƻƴ ŀƴŘ ŎƻƴŎŜƴǘǊŀǝƻƴ ƻŦ ǇŜǊǎƻƴŀƭ ǊŜƭŀǝƻƴǎƘƛǇǎ ŀƴŘ ǊŜǎǇƻƴǎƛōƛƭƛǝŜǎΣ 

ƭŜŀŘŜǊǎƘƛǇ ǎǘȅƭŜ ƻŦ ǘƘŜ ƘŜŀŘǘŜŀŎƘŜǊΣ ǎŎƘƻƻƭ ŎǳƭǘǳǊŜΣ ƻǊƎŀƴƛǎŀǝƻƴ ŀƴŘ ŎƻƴǘŜȄǘΣ όǎŜƭŦπύƛŘŜƴǝǘȅΣ ŀƴŘ ǇƭŀŎŜ 

όƎŜƻƎǊŀǇƘȅύΣ ǎƘŜŘŘƛƴƎ ƭƛƎƘǘ ƻƴ ƳŀŎǊƻπƭŜǾŜƭ ǘǊŜƴŘǎ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΦ L ǘƘŜƴ ŜȄǇƭƻǊŜ ǘƘŜ 

ŎƻƴǎŜǉǳŜƴŎŜǎ ƻŦ ǎǘŀũπƭŜŘ ŀƴŘ ŎƻπƭŜŘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƻǊƎŀƴƛǎŀǝƻƴ όǿƘƛŎƘ ǊŜǎǳƭǘ ŦǊƻƳ ƛƴǘŜǊŀŎǝƻƴǎ ƻŦ 

ŘƛũŜǊŜƴǘ ǎŎƘƻƻƭ ŀƴŘ ƛƴŘƛǾƛŘǳŀƭ ǘǊŀƧŜŎǘƻǊƛŜǎ ŀǘ ŘƛũŜǊŜƴǘ Ǉƻƛƴǘǎ ƛƴ ǝƳŜύΦ CƛƴŀƭƭȅΣ L ŜȄǇƭƻǊŜ Ƙƻǿ ǘƘŜ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƻŦ ǘƘŜ ŎƘƛƭŘǊŜƴ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ Ƙŀǎ ŎƘŀƴƎŜŘ ƻǾŜǊ ǝƳŜΣ ōƻǘƘ ƛƴ ƛǘǎ ƻǊƛŜƴǘŀǝƻƴ ŀƴŘ 

ŦǊŀƳƛƴƎΣ ŀƴŘ ǘƘŜ ŎƻƴǎŜǉǳŜƴŎŜǎ ƻŦ ǘƘƛǎ ƎƻƛƴƎ ŦƻǊǿŀǊŘΦ 

CƛƴŀƭƭȅΣ /ƘŀǇǘŜǊ у ǇǊŜǎŜƴǘǎ ǘƘŜ ŎƻƴŎƭǳǎƛƻƴǎ ƻŦ Ƴȅ ǊŜǎŜŀǊŎƘΦ L ǊŜǾƛŜǿ Ƴȅ ǊŜǎŜŀǊŎƘ ŀƛƳǎ ōŜŦƻǊŜ ŜȄǇƭƻǊƛƴƎ 

Ƴȅ ŬƴŘƛƴƎǎ ŀƴŘ ǘƘŜƛǊ ƛƳǇƭƛŎŀǝƻƴǎΦ L ǘƘŜƴ ǊŜƅŜŎǘ ƻƴ ǿƘŀǘ ǘƘŜ ŦǳǘǳǊŜ ƳƛƎƘǘ ƘƻƭŘ ŦƻǊ !ǇǇƭŜƎƻƻŘΣ 

hŀƪƛƴƎǘƻƴ ŀƴŘ ƻǘƘŜǊ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊƛŜǎ ƛƴ ǘƘŜ ŎǳǊǊŜƴǘ ŎƻƴǘŜȄǘΦ ¢ƘŜ ŎƻƴǘǊƛōǳǝƻƴǎ ƻŦ Ƴȅ ǘƘŜǎƛǎ ŀǊŜ 

ǘƘŜƴ ŜȄǇƭŀƛƴŜŘΣ ƛƴŎƭǳŘƛƴƎ ŎƻƴŎŜǇǘǳŀƭ ŀƴŘ ǘƘŜƻǊŜǝŎŀƭ ŘŜǾŜƭƻǇƳŜƴǘΣ ǎǇŜŀƪƛƴƎ ǘƻ ǎǳōǎǘŀƴǝǾŜ ŀƴŘ ǇƻƭƛŎȅ 
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ŘŜōŀǘŜǎΣ ŀƴŘ Ƴȅ ƳǳƭǝǇƭŜ ƳŜǘƘƻŘƻƭƻƎƛŎŀƭ ŎƻƴǘǊƛōǳǝƻƴǎΦ L ŜƴŘ ǿƛǘƘ ǎƻƳŜ Ŭƴŀƭ ǊŜƅŜŎǝƻƴǎ ƻƴ ǘƘŜ ǊƻƭŜ 

ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ŜŘǳŎŀǝƻƴ ŎƻƴǎƛŘŜǊƛƴƎ ǘƘŜ ŬƴŘƛƴƎǎ ƻŦ ǘƘƛǎ ǘƘŜǎƛǎΦ 

 

/ƻƴŎƭǳǎƛƻƴ 

aȅ ǘƘŜǎƛǎ ǊŜǎǇƻƴŘǎ ǘƻ /ƻǊōŜǧΩǎ όнлмрύ Ŏŀƭƭ ŦƻǊ ǊǳǊŀƭ ŜŘǳŎŀǝƻƴ ǎŎƘƻƭŀǊǎƘƛǇ ǘƻ ŜƴƎŀƎŜ ƳƻǊŜ ǿƛǘƘ ǘƘŜ 

ŎƻƴŎŜǇǘǳŀƭ ǘƻƻƭǎ ƻŦ ǎƻŎƛƻƭƻƎȅ ŀƴŘ ǿƛǘƘ ŎƻƴǘŜƳǇƻǊŀǊȅ ǎƻŎƛŀƭ ǘƘŜƻǊȅΣ ŀǎ ǿŜƭƭ ŀǎ ŘŜǾŜƭƻǇƛƴƎ ŀ ƳƻǊŜ 

ǎƻǇƘƛǎǝŎŀǘŜŘ ǎŜƴǎŜ ƻŦ ǘƘŜ ƎŜƻƎǊŀǇƘȅ ŀƴŘ ǎƻŎƛƻƭƻƎȅ ƻŦ ǊǳǊŀƭ ŎƻƳƳǳƴƛǝŜǎΦ Lǘ ŀƭǎƻ ǎŜŜƪǎ ǘƻ ǉǳŀƭƛǘŀǝǾŜƭȅ 

ƛƴǾŜǎǝƎŀǘŜ .ƻŘȅ ŀƴŘ ŎƻƭƭŜŀƎǳŜǎΩ ƛŘŜƴǝŬŎŀǝƻƴ ƻŦ ƛƴŎǊŜŀǎŜǎ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǎƳŀƭƭ ǎŎƘƻƻƭǎ ǘƻ 

ōŜǧŜǊ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ƭƛǾŜŘ ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ŎƻƴǎŜǉǳŜƴŎŜǎ ƻŦ ǘƘƛǎ ǘǊŜƴŘ ƛƴ ŘƛũŜǊŜƴǘ ǎŜǩƴƎǎΦ Lƴ ǘƘƛǎ 

ǿŀȅ ƛǘ ŀƭǎƻ ǊŜǎǇƻƴŘǎ ǘƻ YǾŀƭǎǳƴŘ ŀƴŘ IŀǊƎǊŜŀǾŜǎ όнллфύ Ŏŀƭƭ ŦƻǊ ǘƘŜ ŜǾŜǊȅŘŀȅ ƭƻŎŀƭ ǇǊŀŎǝŎŜǎ ŀƴŘ 

ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ǘƘŜ ǇŜƻǇƭŜ ƛƴǾƻƭǾŜŘ ƛƴ ǎƳŀƭƭ ǊǳǊŀƭ ǎŎƘƻƻƭǎ ǘƻ ōŜ ƛƴŎƭǳŘŜŘ ƛƴ ǊŜǎŜŀǊŎƘΦ ¢ƘǳǎΣ ǘƘƛǎ ǘƘŜǎƛǎ 

ōǊƛƴƎǎ ŀ ǊŀƴƎŜ ƻŦ ƭƛǘŜǊŀǘǳǊŜǎ ƛƴǘƻ ŘƛŀƭƻƎǳŜ ǿƛǘƘ ƻƴŜ ŀƴƻǘƘŜǊ ǘƘǊƻǳƎƘ ŀ ƘƻƭƛǎǝŎ ǊŜǎŜŀǊŎƘ ŀǇǇǊƻŀŎƘ 

ŎŜƴǘǊŜŘ ƻƴ ǘǿƻ ŘƛũŜǊŜƴǘ ǎƳŀƭƭ ǊǳǊŀƭ ǎŎƘƻƻƭ ǎŜǩƴƎǎ ǘƻ ōŜǧŜǊ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ƴŀǘǳǊŜ ŀƴŘ ƛƳǇŀŎǘǎ ƻŦ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǘƘŜǎŜ ŜƴǾƛǊƻƴƳŜƴǘǎ ŀƴŘ ōŜȅƻƴŘΦ Lǘ ŀƭǎƻ ǊŜƅŜŎǘǎ ŀ ŘŜŜǇ ŎƻƳƳƛǘƳŜƴǘ ǘƻ ŜǘƘƛŎŀƭ 

ŀƴŘ ǊŜƅŜȄƛǾŜ ǇǊŀŎǝŎŜ ŀƴŘ ǘƘŜ ǊƛƎƘǘǎ ŀƴŘ ŘŜǎƛǊŜǎ ƻŦ ǊŜǎŜŀǊŎƘ ǇŀǊǝŎƛǇŀƴǘǎΣ ƛƴŎƭǳŘƛƴƎ ǘƘŜ ŎƘƛƭŘǊŜƴΦ L ƘƻǇŜ 

ǘƘŜ ǎǘƻǊƛŜǎ ƻŦ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŀƴŘ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭǎ ǿƛǘƘƛƴ ǘƘŜƛǊ ŎƻƳƳǳƴƛǝŜǎ Ŏŀƴ ǎǇŜŀƪ ǘƻ ǘƘŜ ƭƛǾŜŘ 

ŜȄǇŜǊƛŜƴŎŜǎ ŀƴŘ ŘŜǾŜƭƻǇ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ŜŘǳŎŀǝƻƴΦ 
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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 education policy developments, this chapter highlights 

key points in the chronology of this development. The 1870 Elementary (Forster) Education Act made 

education compulsory for children aged 5-12 in England and Wales, provided by voluntary religious 

and secular state ǎŎƘƻƻƭǎΦ 9ŘǳŎŀǘƛƻƴ ǿŀǎ ŀ ŎǊǳŎƛŀƭ ǇƛƭƭŀǊ ƻŦ .ŜǾŜǊƛŘƎŜΩǎ Ǉƻǎǘ-war welfare state with the 

1944 (Butler) Education Act introducing 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 years (in chronological order). I then 

situate small rural primary schools within this context by exploring Ψthe closure debateΩ and showing 

how these schools have been cast as ineffective, inefficient and inferior by neoliberal policy. Finally, I 

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 

hǾŜǊ ǘƘŜ ƭŀǎǘ рл ȅŜŀǊǎΣ ŘŜǎǇƛǘŜ ŎƘŀƴƎŜǎ ƛƴ ƎƻǾŜǊƴƳŜƴǘ ƭŜŀŘŜǊǎƘƛǇΣ ǘƘŜǊŜ ƘŀǾŜ ōŜŜƴ άƳŀƴȅ ŎƻƴǘƛƴǳƛǘƛŜǎΣ 

ƻǾŜǊƭŀǇǎ ŀƴŘ ōƻǊǊƻǿƛƴƎǎέ ό.ŀƭƭΣ нлнмΣ ǇƎΦмтύ ƛƴ UK ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎȅ ŀƴŘ ŀ άŦǳƴŘŀƳŜƴǘŀƭ ǎƘƛŦǘ ƛƴ 

organising principles, from welfare education, based on the principles of public service, to neoliberal 

ŜŘǳŎŀǘƛƻƴΣ ōŀǎŜŘ ƻƴ ǘƘŜ ǇǊƛƴŎƛǇƭŜǎ ƻŦ ƳŀǊƪŜǘ ŜȄŎƘŀƴƎŜ ŀƴŘ ŎƻƳǇŜǘƛǘƛƻƴέ ό.ŀƭƭΣ нлнмΣ ǇƎΦнύΦ ¢Ƙƛǎ ƭŜŘ ǘƻ 

what ²ƻƻŘǎ ŀƴŘ {ƛƳƪƛƴǎ όнлмпύ Ŏŀƭƭ ΨƴŜƻƭƛōŜǊŀƭ ǎǘǊǳŎǘǳǊŀƭ ǊŜŦƻǊƳΩ ǿƘƛŎƘ ŦƻŎǳǎŜs on school autonomy, 

instituǘƛƻƴŀƭ ŘƛǾŜǊǎƛǘȅ ŀƴŘ ŎŜƴǘǊŀƭ ƎƻǾŜǊƴƳŜƴǘ ŎƻƴǘǊƻƭΦ ²Ƙƛƭǎǘ ΨƴŜƻƭƛōŜǊŀƭƛǎƳΩ ƛǎ ŀ ŎƻƴǘŜǎǘŜŘ ǘŜǊƳ ƛǘ Ƙŀǎ 

been aligned with, and defined by, a particular set of political priorities including marketisation, 

(parental) choice, competition, freedom, autonomy, data-ŘǊƛǾŜƴ ǇŜǊŦƻǊƳŀƴŎŜ ƛƴŘƛŎŀǘƻǊǎ ŀƴŘ άŀ ǊŜ-

ǇǳǊǇƻǎƛƴƎ ƻŦ ŜŘǳŎŀǘƛƻƴ ŦƻǊ ƘǳƳŀƴ ŎŀǇƛǘŀƭ ŘŜǾŜƭƻǇƳŜƴǘέ όIŀƭƭ ŀƴŘ tǳƭǎŦƻǊŘΣ нлмфΣ ǇƎΦнпнύΦ LƴŘŜŜŘΣ 

education has become fundamental to both economic and social policies in government rhetoric and 

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

social problems (Holloway and Pimlott-Wilson, 2013, pgs.328-9). 

 

Conservatives (1976-1997) 

Soon after the Conservative government came into power in 1976, the landmark ¢ŀȅƭƻǊ wŜǇƻǊǘΥ Ψ! 

bŜǿ tŀǊǘƴŜǊǎƘƛǇ ŦƻǊ hǳǊ {ŎƘƻƻƭǎΩ όмфттύ was published. As well as a focus on the role of parents in 

ǎǳǇǇƻǊǘƛƴƎ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ǎŎƘƻƻƭǎ (advocated by the earlier Plowden report (1967) and a key feature 

of the education landscape since then which is returned to throughout this thesis), this report had 

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

role that requires governors 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 school communities 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 
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power to appoint governors (Whitehead and Aggleton, 1986). The Act also required governing boards 

to include parent governors, thus seeking to further expand parental participation in education 

beyond their own child(ren) (Bridges, 1994). There is a vast body of literature about governor 

demographics, the nature and effectiveness of different models of governance and practices of 

governing, and the (changing) role of (different types of) governors within the education system 

(Hetherington and Forrester, 2022; James, 2014; Baxter and Wise, 2013; James et al, 2012; James et 

al, 2010; Ranson, 2008).  

!ƴƻǘƘŜǊ ƪŜȅ ŘŜǾŜƭƻǇƳŜƴǘ ƛƴ ǘƘƛǎ ƎƻǾŜǊƴƳŜƴǘ ǿŀǎ ǘƘŜ ǇǳōƭƛŎŀǘƛƻƴ ƻŦ ǘƘŜ ²ŀǊƴƻŎƪ wŜǇƻǊǘΥ Ψ{ǇŜŎƛŀƭ 

9ŘǳŎŀǘƛƻƴŀƭ bŜŜŘǎΩ όмфтуύ which first introduced ǘƘŜ ǘŜǊƳ Ψ{9bΩ into English education policy (Black, 

2019). SEN statements were introduced in 1978 and the Education Act 1981 (implementing many 

ŀǎǇŜŎǘǎ ƻŦ ǘƘŜ ²ŀǊƴƻŎƪ wŜǇƻǊǘύ ǎǘŀǘŜŘ ǘƘŀǘ άŎƘƛƭŘǊŜƴ ǎƘƻǳƭŘ ōŜ ǘŀǳƎƘǘ ƛƴ ƳŀƛƴǎǘǊŜŀƳ ǎŎƘƻƻƭǎ 

ǿƘŜǊŜǾŜǊ ǇƻǎǎƛōƭŜέ όǳƴƭŜǎǎ ǘƘŜ ǇŀǊŜƴǘ ƻŦ ǘƘŜ {9b ŎƘƛƭŘ ŘƛŘ ƴƻǘ ǿŀƴǘ ŀ ƳŀƛƴǎǘǊŜŀm education, or the 

{9b ŎƘƛƭŘΩǎ ƛƴŎƭǳǎƛƻƴ ǿƻǳƭŘ ōŜ ƛncompatible with the education of others) (Ibid; Lindsay et al, 2020). 

The role of Special Educational Needs Co-ordinator was introduced from 1982 and made mandatory 

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

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 (Blatchford et al, 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 (ONS, 2024b). As of 2024, the 

number of pupils in England with SEN is over 1.6 million (Ibid).  

The Education Reform Act (ERA) 1988 was fundamental in the process of neoliberalisation in England. 

LƴǘǊƻŘǳŎŜŘ ōȅ ¢ƘŀǘŎƘŜǊΩǎ /ƻƴǎŜǊǾŀǘƛǾŜ ƎƻǾŜǊƴƳŜƴǘΣ ǘƘŜ 9w! ƛƴŎǊŜŀǎŜŘ ǎŎƘƻƻƭ ŀǳǘƻƴƻƳȅ ǘƘǊƻǳƎƘ ǘƘŜ 

Local Management of Schools (LMS) which allowed schools to opt out of local authority management 

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

ό!ƭŎƻŎƪ ŀƴŘ aŀȅΣ нлмпύΦ Lǘ ŀƭǎƻ ƛƴǘǊƻŘǳŎŜŘ ΨŎƘƻƛŎŜΩ ƛƴ ǘƘŜ ŦƻǊƳ ƻŦ ǇŀǊŜƴǘŀƭ ǇǊŜŦŜǊŜƴŎŜ ƻŦ ǎŎƘƻƻƭ ǿƛǘƘƛƴ 

an open enrolment system, 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 

ōǳŘƎŜǘǎ ōŀǎŜŘ ƻƴ άǘƘŜ ƴǳƳōŜǊΣ ŀƴŘ ŀƎŜǎΣ ƻŦ ǘƘŜ ŎƘƛƭŘǊŜƴ ŀŎǘǳŀƭƭȅ ŀŘƳƛǘǘŜŘ ǘƻ ǘƘŜ ǎŎƘƻƻƭέ ό.ŀǊǘƭŜǘǘΣ 

1993, pg.127). The Office for Standards in Education (Ofsted) was introduced in 1992 to inspect 

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

on their successful performance in league tables and Ofsted inspections (Alcock and May, 2014). 

/ƻƴǎŜǉǳŜƴǘƭȅΣ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ Ƙŀǎ ōŜŜƴ ǘǊŀƴǎŦƻǊƳŜŘ ƛƴǘƻ ŀ Ψǉǳŀǎƛ-ƳŀǊƪŜǘΩ ƎƻǾŜǊƴŜŘ ōȅ ǘƘŜ 

principles of choice for service users (parents and students) and competition between providers 

(schools) (LeGrand and Bartlett, 1993). The processes involved in this transformation are collectively 

ǘŜǊƳŜŘ ΨƳŀǊƪŜǘƛǎŀǘƛƻƴΩΦ  

In theory, the quasi-market in education aims to maximise the efficiency benefits of a private market, 

ǿƘƛƭŜ ǊŜǘŀƛƴƛƴƎ ǘƘŜ Ŝǉǳƛǘȅ ōŜƴŜŦƛǘǎ ƻŦ ŀ ǇǳōƭƛŎ ǎŜǊǾƛŎŜ ŀƴŘ ǳƭǘƛƳŀǘŜƭȅ ōǊƛƴƎƛƴƎ άŀōƻǳǘ ŀƴ ƛƳǇǊƻǾŜƳŜƴǘ 

ƛƴ ǘƘŜ ǉǳŀƭƛǘȅ ƻŦ ŜŘǳŎŀǘƛƻƴ ǇǊƻǾƛǎƛƻƴέ ό.ŀǊǘƭŜǘǘΣ м993, pg.125). It aims to do this through the creation 

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 

educational 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 
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subjects and content to be taught and the expected standards to be achieved by all children in schools 

(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). CǳǊǘƘŜǊƳƻǊŜΣ ²Ŝǎǘ ŀƴŘ .ŀƛƭŜȅ όнлмоύ ŀǊƎǳŜ ǘƘŀǘ ΨŎƘƻƛŎŜǎΩ ŀǊŜ ƻƴƭȅ ΨǇǊŜŦŜǊŜƴŎŜǎΩ ƛƴ ǊŜŀƭƛǘȅΣ ŀƴŘ 

the limits on real choice constitute a serious problem in education markets. Exley (2014, pg.26) further 

highlights Ƙƻǿ άǇŀǊŜƴǘǎ ǿƛǘƘƛƴ ŜŘǳŎŀǘƛƻƴŀƭ ƳŀǊƪŜǘǇƭŀŎŜǎ ŀǊŜ ǳƴŜǉǳŀƭƭȅ ŀōƭŜ ǘƻ ŜȄŜǊŎƛǎŜ ŎƘƻƛŎŜέ ƛƴ ǘƘŜ 

first place, with middle-class parents benefiting over those from disadvantaged backgrounds. Indeed, 

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

 

New Labour (1997-2010) 

9ŘǳŎŀǘƛƻƴ ǿŀǎ ŎŜƴǘǊŀƭ ǘƻ bŜǿ [ŀōƻǳǊΩǎ ŜƭŜŎǘƛƻƴ ŎŀƳǇŀƛƎƴ ŀƴŘ ǘƘǊƻǳƎƘƻǳǘ ǘƘŜƛǊ ǇŜǊƛƻŘ ƛƴ ƻŦŦƛŎŜΦ ¢ƘŜ 

New Labour government consolidated and reinforced many of the education policies introduced by 

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

2013). They launched the Sure Start programme dedicated to supporting families 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 

[ŀōƻǳǊΩǎ Ψ9ǾŜǊȅ /ƘƛƭŘ aŀǘǘŜǊǎΩ policy encouraged schools to become community hubs, providing 

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

the whole child, their families and local communities (Simon, 2013). Whilst it is argued that Extended 

Services were underpinned by a deficit model of parents and communities (Ibid), Diss and Jarvie (2016) 

argue that, with dedicated funding (and a genuine commitment to lifelong care for the whole child 

beyond only academic attainment), extended schools could enrich the lives of parents and children 

through extra-curricular opportunities, consistent food provision, and enabling mothers labour force 

participation. ¢ƘǳǎΣ bŜǿ [ŀōƻǳǊ ǊŜƴŜǿŜŘ ǊŜŎƻƎƴƛǘƛƻƴ ƻŦ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ άǘƘŜ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ōŜǘǿŜŜƴ 

ŎƘƛƭŘǊŜƴΣ ŦŀƳƛƭƛŜǎ ŀƴŘ ǎŎƘƻƻƭǎέ ό!ƭŎƻŎƪ ŀƴŘ aŀȅΣ нлмпΣ ǇƎΦмфоύ ƛƴ ŜŘǳŎŀǘƛƻn. 

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(F)As). Parents can voluntarily 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 Parentkind) formed out of networks of PTAs and by 2006 they represented over 13,000 

individual PTAs across England, Wales, and Northern Ireland (Ibid). Parentkind now have a national 

advice line, regional advisers, provide information, guidance, special bank rates, model constitutions, 

a web-building tool and subscription linked insurance for PTAs, as well as seeking to represent parents 

in media and educational policy. They advocate for increased parental involvement in education and 

undertake research to explore parent participation in PTAs and the work they do in schools.  

.ŀƭƭ όнлнмύ ŎƘŀǊŀŎǘŜǊƛǎŜǎ bŜǿ [ŀōƻǳǊΩǎ ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎƛŜǎ ŀǎ ŦƻŎǳǎƛƴƎ ƻƴ ΨƳŀƴŀƎŜǊƛŀƭƛǎƳΩ ŀƴŘ 

ΨƳƻŘŜǊƴƛǎŀǘƛƻƴΩΦ Lƴ ǊŜƭŀǘƛƻƴ ǘƻ ǘƘŜ ŦƛǊǎǘΣ bŜǿ [ŀōƻǳǊ ƛƴǘǊƻŘǳŎŜŘ bŜǿ tǳōƭƛŎ aŀƴŀƎŜƳŜƴǘ όbtaύ ƻŦ 

schools structured by performance measures and regulation through inspection, deliberately 

weakening the role of local authorities and increasing central and self-governance (Hetherington and 

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

the performativity culture in schools, and sought to diversify secondary schooling, creating even 
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ƎǊŜŀǘŜǊ ΨŎƘƻƛŎŜΩ ŦƻǊ ǇŀǊŜƴǘǎ ŀƴŘ ŎƘƛƭŘǊŜƴ όwŜŀȅΣ нллуύΦ ¢ƘŜƛǊ Ψ/ǳǊǊƛŎǳƭǳƳ нлллΩ ǎƻǳƎƘǘ ǘƻ ƳƻŘŜǊƴƛǎŜ 

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 resources 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 

ŀŎŀŘŜƳƛŜǎ ƛƴ нлллΦ 5ƛǊŜŎǘƭȅ ŦǳƴŘŜŘ ōȅ ŎŜƴǘǊŀƭ ƎƻǾŜǊƴƳŜƴǘΣ ŀŎŀŘŜƳƛŜǎ άŀƭƭƻw sponsors [especially 

ƭƻŎŀƭ ōǳǎƛƴŜǎǎŜǎϐ ǘƻ ǊŜǇƭŀŎŜ ƭƻŎŀƭ DƻǾŜǊƴƳŜƴǘ ŀǳǘƘƻǊƛǘƛŜǎ ƛƴ ǘƘŜ ƳŀƴŀƎŜƳŜƴǘ ƻŦ ǎŎƘƻƻƭǎέ όIŀƭƭ ŀƴŘ 

Pulsford, 2019, pg.243), significantly increasing privatisation in the education system (West and Bailey, 

2013). West and Bailey (2013, pg.138) summarise the academies programme as reflecting a radical 

ŎƘŀƴƎŜ άŦǊƻƳ ŀ ƴŀǘƛƻƴŀƭ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳΣ ƭƻŎŀƭƭȅ ŀŘƳƛƴƛǎǘŜǊŜŘ Ǿƛŀ ŘŜƳƻŎǊŀǘƛŎŀƭƭȅ ŜƭŜŎǘŜŘ ƭƻŎŀƭ 

ŜŘǳŎŀǘƛƻƴ ŀǳǘƘƻǊƛǘƛŜǎΣ ǘƻ ŀ ŎŜƴǘǊŀƭƭȅ ŎƻƴǘǊƻƭƭŜŘ ǎȅǎǘŜƳέ ǿƛǘƘ ƭŜƎŀƭƭȅ ōƛƴŘƛƴƎ ŎƻƴǘǊŀŎǘǎ ŜȄƛǎǘƛƴƎ ōŜǘǿŜŜƴ 

the government and private education providers. 

 

Coalition and Conservatives (2010-2020) 

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

/ƻƴǎŜǊǾŀǘƛǾŜ ƎƻǾŜǊƴƳŜƴǘǎ ŦǊƻƳ нлмл ǎƻǳƎƘǘ ǘƻ Ǝƻ ΨōŀŎƪ ǘƻ ōŀǎƛŎǎΩ ό.ŀƭƭΣ нлнмύ ŀƴŘ ǊŜǎǘƻǊŜ ŀ ƘƛƎƘƭȅ 

academic curriculum, with a focus on 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 autonomy (Ibid) ŀƴŘ ƛƴǘǊƻŘǳŎŜŘ ΨŦǊŜŜ ǎŎƘƻƻƭǎΩΣ ŀ ŦƻǊƳ ƻŦ 

academy which allows any interested party to set up a school on a non-profit basis with government 

funding (Allen and Higham, 2018; Hall and Pulsford, 2019). Higham (2014) identified local civil society 

groups, sponsoring organisations, and existing educational institutions as the most common free 

ǎŎƘƻƻƭ ƛƴƛǘƛŀǘƻǊǎΦ tƻƭƛŎȅ ŀƭƭƻǿŜŘ ΨŦŀƛƭƛƴƎΩ ǎŎƘƻƻƭǎ ǘƻ ǎŜŜƪ ǎǳǇǇƻǊǘ ǘƻ ƛƳǇǊƻǾŜ ǎǘŀƴŘŀǊŘǎ ōȅ ƧƻƛƴƛƴƎ Ƴǳƭǘƛ-

academy trusts (MATs) run by charitable and social enterprise organisations (Ibid; West and Bailey, 

2013). Despite claims that academisation is the solution to underperformance (with failing schools 

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

bƻǘ ƻƴƭȅ Řƻ άǘƘŜȅ ŀǇǇŜŀǊ ǘƻ ŘƛǎǇƭŀȅ ŀ ǎƛƳƛƭŀǊ ŘƛǾŜǊǎƛǘȅ ƻŦ ǇŜǊŦƻǊƳŀƴŎŜ ǘƻ ǘƘŀǘ Ŝvident in the previous 

ƭƻŎŀƭ ŀǳǘƘƻǊƛǘȅ ǎŎƘƻƻƭ ǎȅǎǘŜƳέ ό.ŀƭƭΣ нлнмΣ ǇƎΦнлнύ ōǳǘ ƛǎǎǳŜǎ ƻŦ ǳƴŘŜƳƻŎǊŀǘƛŎ ƛƴǾƻƭǾŜƳŜƴǘΣ ƛƴŎǊŜŀǎŜŘ 

class segregation and stratification and the privileging of private interests undermining education as 

a public good persist (Keddie, 2018). 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 socio-economic inequality.  

In line with a focus on attainment, the Ofsted inspection framework underwent reforms in 2012 (when 

ΨǊŜǉǳƛǊŜǎ ƛƳǇǊƻǾŜƳŜƴǘΩ ǊŜǇƭŀŎŜŘ ΨǎŀǘƛǎŦŀŎǘƻǊȅΩ ratings), 2015 and 2019. Ofsted 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 crisis (Ovenden-Hope, 2024). Ofsted 

and governments 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 not only to educate, but also to be 

social workers and mental health professionals (Webb and Vulliamy, 2002; Ovenden-Hope and Passy, 
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2019Τ ²ŀƭƪŜǊΣ нлноΤШPostlethwaite, 2023). Indeed, schools are now ƻŦǘŜƴ ǘƘŜ ΨŦƻǳǊǘƘ ŜƳŜǊƎŜƴŎȅ 

ǎŜǊǾƛŎŜΩ ǘƻ ǿƘƛŎƘ ŦŀƳƛƭƛŜǎ ƘŀǾŜ ƴƻ ŎƘƻƛŎŜ ōǳǘ ǘƻ ǘǳǊƴ ό!ŘŀƳǎΣ нлмфύΦ  

hŦ ǇŀǊǘƛŎǳƭŀǊ ǊŜƭŜǾŀƴŎŜ ǘƻ ǘƘƛǎ ǘƘŜǎƛǎΩ ŦƻŎǳǎ ƻƴ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ƛƴ ŜŘǳŎŀǘƛƻƴΣ ǘƘŜ /ƻŀƭƛǘƛƻƴ 

ƎƻǾŜǊƴƳŜƴǘΩǎ ŜŘǳŎŀǘƛƻƴ ǇƻƭƛŎƛŜǎ ǿŜǊŜ ǇŀǊǘ ƻŦ ǘƘŜƛǊ ǿƛŘŜǊ Ǝƻŀƭ ƻŦ ŎǊŜŀǘƛƴƎ ǘƘŜ Ψ.ƛƎ {ƻŎƛŜǘȅΩΦ ¢Ƙƛǎ 

involved actively encouraging communities (including the third sector and volunteer citizens) to draw 

ǳǇƻƴ όŀƴŘ ŎǊŜŀǘŜύ ΨǎƻŎƛŀƭ ŎŀǇƛǘŀƭΩ ƛƴ ǘƘŜƛǊ ƭƻŎŀƭ ŀǊŜŀǎ ǘƻ ΨŜƳǇƻǿŜǊΩ ƭƻŎŀƭ ǇŜƻǇƭŜ ǘƻ ΨǘŀƪŜ ŎƻƴǘǊƻƭΩ ƻǾŜǊ 

local public services (Alcock, 2010). 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 participation in local social action 

projects (Bradley, 2012; Dean, 2014). In contrast, however, they also focused on developing character 

education which Jerome and Kisby (2020) criticise for being paternalistic, anti-democratic and anti-

intellectual, as well as individualistic, de-politicised and de-contextualised, suggesting pre-determined 

conclusions to ethical dilemmas and that bad outcomes are the result of poor individual decisions and 

personal characteristics without wider critical reflection. The controversy of character education thus 

ǎƛǘǎ ǳƴŎƻƳŦƻǊǘŀōƭȅ ŀƭƻƴƎǎƛŘŜ ΨƛŘŜŀƭǎΩ ƻŦ ǘƘŜ .ƛƎ {ƻŎƛŜǘȅΦ  

²Ƙƛƭǎǘ ǘƘŜ ǊƘŜǘƻǊƛŎ ƻŦ ǘƘŜ Ψ.ƛƎ {ƻŎƛŜǘȅΩ ŦŜƭƭ ŀǿŀȅ ŦǊƻƳ ǘƘŜ ǇƻƭƛǘƛŎŀƭ ƴŀǊǊŀǘƛǾŜ ǉǳƛǘŜ ǉǳƛŎƪƭȅ ǿƘŜƴ ǘƘŜ 

/ƻŀƭƛǘƛƻƴ ƎƻǾŜǊƴƳŜƴǘ ǘƻƻƪ ǇƻǿŜǊΣ ǘƘŜ /ƻƴǎŜǊǾŀǘƛǾŜ ƎƻǾŜǊƴƳŜƴǘΩǎ /ƛǾƛƭ {ƻŎƛŜǘȅ ǎǘǊŀǘŜƎȅ όIa 

Government, 2018) continued this focus on local voluntary involvement. Despite the positive rhetoric 

ƻŦ ΨŜƳǇƻǿŜǊƳŜƴǘΩΣ ΨƭƻŎŀƭƛǎƳΩΣ ŀƴŘ ΨǘŀƪƛƴƎ ŎƻƴǘǊƻƭΩ ǘƘŜǎŜ ǇƻƭƛŎƛŜǎ ƘŀǾŜ Ǉǳǘ ƛƴŎǊŜŀǎŜŘ ǇǊŜǎǎǳǊŜ ƻƴ 

schools to draw upon the people and resources in their local areas to improve (or sustain) the 

education provided (Body, 2020; 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). Thus, encouragement 

ǘƻ ŘǊŀǿ ƻƴ ƭƻŎŀƭ ΨǎƻŎƛŀƭ ŎŀǇƛǘŀƭΩ ǘƘǊƻǳƎƘ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ǊŜǇǊŜǎŜƴǘǎ ŀǘǘŜƳǇǘǎ ōȅ ƎƻǾŜǊƴƳŜƴǘ ǘƻ ƳŀƪŜ 

individuals and communities compensate for government cuts (Green et al, 2011; Morris, 2011).  

 

COVID-19 (2020-2023) 

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

Coronavirus pandemic beginning in 2020. Policies impacting schools during this period included 

national lockdowns and school closures, continued in-person education for key worker and vulnerable 

children, online and home-schooling, free school meal vouchers, changes to testing and examinations, 

ǎŎƘƻƻƭ ΨōǳōōƭŜǎΩ ǘƻ ǇǊŜǾŜƴǘ ǎǇǊŜŀŘ ƻŦ ǘƘŜ ǾƛǊǳǎΣ and rules around testing and isolation (Timmins, 2021). 

!ǎ ǘƘŜ ǿƻǊƭŘ ŀǘǘŜƳǇǘŜŘ ǘƻ ΨǊŜǘǳǊƴ ǘƻ ƴƻǊƳŀƭΩ ŀŦǘŜǊ ǘƘŜ ƭƛŦǘƛƴƎ ƻŦ /h±L5 ǊŜǎǘǊƛŎǘƛƻƴǎΣ ǎŎƘƻƻƭǎ ƘŀǾŜ 

continued to struggle with behavioural problems, lack of socialisation and poor mental health of 

pupils, ongoing problems with examinations and assessment, managing catch-up learning and poor 

pupil attendance (Ibid). Education experts and school leaders believe ƭƻŎƪŘƻǿƴǎ ΨōǊƻƪŜ ǘƘŜ ǎǇŜƭƭΩ ǘƘŀǘ 

bound schools and parents together, with previously taken-for-granted rules around attendance and 

ōŜƘŀǾƛƻǳǊ ƴƻǿ ŘƛǎǊŜƎŀǊŘŜŘ ōȅ ǇŀǊŜƴǘǎ ό!ŘŀƳǎΣ нлноύΦ ¢ƛƳƳƛƴǎ όнлнмύ ŀǊƎǳŜǎ ǘƘŀǘ άǿƘŜƴ ƛǘ ŎŀƳŜ ǘƻ 

education, U-turn was to follow U-ǘǳǊƴέ όǇƎΦпύΣ ǘƘŀǘ ǘƘŜ ƎƻǾŜǊƴƳŜƴǘ ŀǇǇǊƻŀŎƘ ǿŀǎ ǾŜǊȅ ǘƻǇ-down 

ǿƛǘƘ άŎƻƳƳŀƴŘ ŀƴŘ ŎƻƴǘǊƻƭ ώǘǊǳƳǇƛƴƎϐ ŀƴȅ ŦƻǊƳ ƻŦ ǇŀǊǘƴŜǊǎƘƛǇέ όǇƎΦтύ ŀƴŘ ǘƘŀǘ ǘƘŜ ŎƻƳǇƭŜȄƛǘȅ ƻŦ ǘƘŜ 

school system in the UK, did not help with communication issues (pg.16). Biesta (2020a) argues that 
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ǘƘŜ ŎƻǊƻƴŀǾƛǊǳǎ ΨŎǊƛǎƛǎΩ ǎƘƻǿŜŘ ǘƘŀǘ ǘƘƻǎŜ ǿƛǘƘ ŜŎƻƴƻƳƛŎΣ ǎƻŎƛŀƭΣ ŀƴŘ ŎǳƭǘǳǊŀƭ ŎŀǇƛǘŀƭ ǿŜǊŜ ŀōƭŜ ǘƻ 

navigate the pandemic more easily than those without, thus highlighting real concerns of educational 

inequality that need to be seriously considered and addressed.  

  

Small Rural Primary Schools in Social Policy 

As a result of the numerous neoliberal education policies discussed above, Ball (2021, pg.211) 

ŎƘŀǊŀŎǘŜǊƛǎŜǎ 9ƴƎƭŀƴŘΩǎ ŎǳǊǊŜƴǘ ŜŘǳŎŀǘƛƻƴ ǇǊƻǾƛǎƛƻƴ ŀƴŘ ǇŜǊŦƻǊƳŀƴŎŜ ŀǎ ŀ geographically and socially 

ǳƴŜǾŜƴ ΨǇŀǘŎƘǿƻǊƪΩΦ .ǳǘ ǿƘŜǊŜ ŀǊŜ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎ ǇƻǎƛǘƛƻƴŜŘ ƛƴ ǘƘƛǎ ǇŀǘŎƘǿƻǊƪΚ ¢ƻ 

answer this question, it is important to first understand how small schools are defined. Whilst there 

are many challenges to defining small schools (Phillips, 1997; Hargreaves, 2009), they are generally 

regarded (in policy and academia) as those with fewer than 100 pupils or with 4 or less full-time 

teachers (often including a teaching head) (Galton and Patrick, 1990). In addition, there are four 

important features of small schools which require elucidating. The first is that they almost always 

operate through multi-graded classes, that is multiple year groups educated together in one classroom 

(Rule, 2005; Hargreaves, 2017). Second, small primaries tend to be in rural areas (Ibid). Third, they 

have a long history of catering for children with special educational needs (Infed, 2019a; 2019b). And 

finally, small primaries tend to be church schools (Ball, 2021; Chadwick, 2012; CofE 2014; Cade et al, 

2018). These characteristics are vital when attempting to understand and research small primaries 

because their classroom structures and profiles, rurality and religious characters continue to influence 

the nature and values embedded in these schools and their local communities (CofE, 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 small schools still open in England (Hill, 2023), significantly less than the 11,464 schools there 

ǿŜǊŜ ǿƘŜƴ ƴŜƻƭƛōŜǊŀƭƛǎŀǘƛƻƴ ǇƻƭƛŎƛŜǎ ōŜƎŀƴ ǘƻ ǘŀƪŜ ŜŦŦŜŎǘ ƛƴ ǘƘŜ мфулǎ όhΩ.ǊƛŜƴΣ нлмфύΦ 

 

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 small schools (Ribchester and Edwards, 1999). 

IŀǊǊƛǎƻƴ ŀƴŘ .ǳǎƘŜǊΩǎ όмффрύ ǊŜǾƛŜǿ ƻŦ ǘƘŜǎŜ ŀǊƎǳƳŜƴǘǎ ŎƘŀǊŀŎǘŜǊƛǎŜǎ ǘƘŜ ΨŦƻǊ-ŎƭƻǎǳǊŜΩ ŘŜōŀǘŜ ƛƴ 

ǘŜǊƳǎ ƻŦ ǘƘŜ Ψо /ΩǎΩ ƻŦ ŎƻǎǘΣ ŎǳǊǊƛŎǳƭǳƳΣ ŀƴŘ ŎǳƭǘǳǊŜΦ {Ƴŀƭƭ ǎŎƘƻƻƭǎ ŀǊŜ ǾŜǊȅ ŜȄǇŜƴǎƛǾŜ ǘƻ ǊǳƴΣ ǿƛǘƘ ƘƛƎƘ 

pupil unit and 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 funding overall, despite these schools having 

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

ǘƻ ōŜ ŦƛƴŀƴŎƛŀƭƭȅ ǎǳǇǇƻǊǘŜŘ ǘƘǊƻǳƎƘ ΨǎǇŀǊǎƛǘȅ ŦǳƴŘƛƴƎΩΣ άǾŜǊȅ ŦŜǿ ǎŎƘƻƻƭǎ ŀŎǘǳŀƭƭȅ ǉǳŀƭƛŦȅ ŦƻǊέ ƛǘ όIbid, 

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 financial difficulty. 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 

headteachers having to balance management alongside a significant teaching role (Dunning, 1993). 
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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 Busher, 1995).  

However, the introduction of Standard Assessment Tests (SATs) and Ofsted in the 1990s proved that 

small schools could hold their own, with their pupils performing as well as, if not better than their 

counter-parts 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 

ǎŎƘƻƻƭǎ ǊŀǘŜŘ ƎƻƻŘ ƻǊ ƻǳǘǎǘŀƴŘƛƴƎΣ ŎƻƳǇŀǊŜŘ ǘƻ уф҈ ƴŀǘƛƻƴŀƭƭȅ όhΩ.ǊƛŜƴΣ нлмфΤ IŀƴǎŀǊŘ όI/ 5ŜōŀǘŜύ 

2019, col. 423). Moreover, important qualitative studies exploring the experiences of attending and 

working in small rural primaries highlight the benefits of the low pupil-teacher ratio, familial 

ŀǘƳƻǎǇƘŜǊŜΣ ΨƘŀǇǇƛŜǊΩΣ ŎŀǊƛƴƎ ŀƴŘ ǎǳǇǇƻǊǘƛǾŜ ƭŜŀǊƴƛƴƎ ŜƴǾƛǊƻƴƳŜƴǘǎΣ ǊŜǎǇŜŎǘ ŀƴŘ ƘƛƎƘ ǎǘŀƴŘŀǊŘǎ ƻŦ 

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, 1992). Recent literature has also found that small primaries may have greater 

access (due to surrounding facilities) and ability (due to smaller class sizes) to provide more 

alternative, enriching educational opportunities such as ΨCƻǊŜǎǘ ǎŎƘƻƻƭΩ όPimlott-Wilson and Coates, 

2019), ΨCŀǊƳ ǎŎƘƻƻƭΩ ό{ŀǳƴŘŜǊǎ Ŝǘ ŀƭΣ нлммύΣ ŀƴŘ Ψ.ŜŀŎƘ ǎŎƘƻƻƭΩ όaŀŎƪƛƴǘƻǎƘΣ нлмтύΦ ¢ƘŜ bŀǘƛƻƴŀƭ 

!ǎǎƻŎƛŀǘƛƻƴ ƻŦ {Ƴŀƭƭ {ŎƘƻƻƭǎ όb!{{ύ ƘŀǾŜ ŎǊŜŀǘŜŘ ŀ aŀƴƛŦŜǎǘƻ ŜƳǇƘŀǎƛǎƛƴƎ ǎƳŀƭƭ ǎŎƘƻƻƭǎΩ ǊƻƭŜǎ ŀǎ 

assets, centres for communities, innovation, and treasuries for their localities (Gristy, 2023). As well 

as advocating for the continued existence and fair treatment of small schools, Gristy (2023) draws 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 arguments place small rural schools in a good position in the 

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

ǘƘŜƛǊ άǇǳǇƛƭ Ǌƻƭƭ ƛǎ ƘƛƎƘƭȅ ǾǳƭƴŜǊŀōƭŜ ǘƻ ōƻǘƘ ŦƭǳŎǘǳŀǘƛƻƴǎ ƛƴ ǘƘŜ ōƛǊǘƘ ǊŀǘŜ ŀƴŘ ǘƘŜ ǾŀƎŀǊƛŜǎ ƻŦ ǘƘŜ 

ƳŀǊƪŜǘέ όMoser, 2004), the literature on rural school choice highlights the continued popularity of 

ǎƳŀƭƭ όǊǳǊŀƭ ŀƴŘ ŎƘǳǊŎƘύ ǎŎƘƻƻƭǎΣ ŜǎǇŜŎƛŀƭƭȅ ŀǎ ǘƘŜȅ ǘŜƴŘ ǘƻ ōŜ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ŀǎ ΨǘƘŜ ƘŜŀǊǘ ƻŦ 

ŎƻƳƳǳƴƛǘƛŜǎΩ ǿƛǘƘƛƴ ŀ ΨǊǳǊŀƭ ƛŘȅƭƭΩ όCƭŜŎƪƴƻŜΣ нллоΤ ²ŀƭƪŜǊΣ нлмлΤ ²ŀlker and Clark, 2010; Hemming 

and Roberts, 2018). Parents are attracted by the small school (and often religious) ethos encompassing 

small class sizes, more attention, knowledge of and care for their children due to low pupil-teacher 

ratios, a genuine concern 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 in larger urban 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 and ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎΦ aƻǎŜǊΩǎ 

(2005) interviews and observations in small rural schools found sophisticated marketing strategies 

(encouraging media attention, producing magazines and organising school-community events) to 

entice parents from outside their catchment 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 success (Hargreaves, 2009; 

Ovenden-Hope, 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 
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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 educated in a mainstream setting (Ibid; Fargas-

Malet and Bagley, 2021;ШtǊŜŜŎŜ ŀƴŘ [ŜǎǎƴŜǊ [ƛǑǘƛŀƪƻǾłΣ нлнм). There is a careful balance to be struck 

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

who possesses an EHCP often does not fully cover the support that child will need (NAHT, 2023). 

{ŎƘƻƻƭǎ Ƴǳǎǘ ŎŀǊŜŦǳƭƭȅ ŎƻƴǎƛŘŜǊ ǿƘŜǘƘŜǊ ǘƘŜȅ Ŏŀƴ ƳŜŜǘ ǘƘŜ ŎƘƛƭŘΩǎ ƴŜŜŘǎ ŀƴŘ ŜƴǎǳǊŜ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ƻŦ 

other children is not negatively impacted. Nevertheless, small rural schools are often seen as 

particularly inclusive educational environments and attract families and children with a diverse range 

of needs. 

{ƻΣ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊƛŜǎ ǊŜƳŀƛƴ ŀ ǇƻǇǳƭŀǊ ΨŎƘƻƛŎŜΩΦ IƻǿŜǾŜǊΣ ǘƘƛǎ Ŏŀƴ ōŜ ŀ ŘƛƭŜƳƳŀ ƛŦ ǎŎƘƻƻƭǎΩ 

popularity mean their attractiveness reduces the very feature that made them popular in the first 

place ς their small size (Hemming and Roberts, 2018). Moreover, there is an inherent contradiction in 

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

(Muijs and Rumyantseva, 2014; Jopling, 2019). Whilst small rural schools are keen to emphasise the 

benefits of education in 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). 

/ƻƴǎŜǉǳŜƴǘƭȅΣ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ƘŀǾŜ ŀŘƻǇǘŜŘ άƛƴƴƻǾŀǘƛǾŜ ǊǳǊŀƭ ŎƻǇƛƴƎ ǎǘǊŀǘŜƎƛŜǎέ όwƛbchester and 

9ŘǿŀǊŘǎΣ мфффΣ ǇƎΦслύ ƻǾŜǊ ǘƘŜ ȅŜŀǊǎΦ hƴŜ ƻŦ ǘƘŜǎŜ ƛǎ ΨŎƭǳǎǘŜǊƛƴƎΩ άƛƴ ǿƘƛŎƘ ŀ ƴǳƳōŜǊ ƻŦ ǊǳǊŀƭ ǎŎƘƻƻƭǎ 

co-ƻǇŜǊŀǘŜ ŀƴŘ ǎƘŀǊŜ ǊŜǎƻǳǊŎŜǎ ŀƴŘ ŜȄǇŜǊǘƛǎŜ ώŀƴŘ Ŏƻǎǘǎϐ ƻƴ ŀ ǾƻƭǳƴǘŀǊȅΣ ƛƴŦƻǊƳŀƭ ōŀǎƛǎέ όIŀǊƎǊŜŀǾŜǎ 

et al, 2009, pg.81). In Harrison and BuǎƘŜǊΩǎ όмффрΣ ǇƎΦофоύ ǎǘǳŘȅΣ ŎƭǳǎǘŜǊƛƴƎ ƛƴǾƻƭǾŜŘ άǎƘŀǊƛƴƎ 

ǘŜŀŎƘŜǊǎΣ ŜǉǳƛǇƳŜƴǘΣ ŎǳǊǊƛŎǳƭǳƳ ǇƭŀƴƴƛƴƎΣ Lb{9¢Σ ǎŎƘƻƻƭ ƻǳǘƛƴƎǎ ŀƴŘ ǎǇƻǊǘƛƴƎ ŦƛȄǘǳǊŜǎέΦ IŀǊƎǊŜŀǾŜǎ Ŝǘ 

al (1996) found that clustering in small rural schools improved teacher confidence in their abilities to 

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

(CofE, 2014; Cade et al, 2018), Ribchester and Edwards (1998) did identify disadvantages and concerns 

when developing clusters, such as balancing individual schools needs with cluster needs, achieving 

parity of input and benefit for individual schools, and practical disadvantages within clusters, such as 

increased workloads due to cluster organisation responsibilities.  

! ƳƻǊŜ ŦƻǊƳŀƭ ŀǊǊŀƴƎŜƳŜƴǘ ǎƳŀƭƭ ǊǳǊŀƭ ǎŎƘƻƻƭǎ Ŏŀƴ ŜƴǘŜǊ ŀǊŜ ΨŦŜŘŜǊŀǘƛƻƴǎΩ άƛƴ ǿƘƛŎƘ ǎŜǾŜǊŀƭ ǎŎƘƻƻƭǎ 

ǎƘŀǊŜ ŀ ƘŜŀŘǘŜŀŎƘŜǊ ŀƴŘ ƎƻǾŜǊƴƛƴƎ ōƻŘȅέ όIŀǊƎǊŜŀǾŜǎ Ŝǘ ŀƭΣ нллфΣ ǇƎΦумύΦ ¢ƘƻǊǇŜ ŀƴŘ ²ƛƭƭƛŀƳǎ όнллнύ 

study found that successful federation was built on pre-existing 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) the likelihood of success is reduced (Muijs, 2015a; 2015b). In recent years, governments 

have also been eager to promote academy conversion and the joining of Multi-Academy Trusts (MATs) 

for small schools (Cade et al, 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 (Ovenden-Hope and Passy, 2019; Hill, 2023). 

¢ƘǳǎΣ ǿƘƛƭǎǘ ǘƘŜǎŜ ǾŀǊƛƻǳǎ ŦƻǊƳǎ ƻŦ ŎƻƭƭŀōƻǊŀǘƛƻƴ ƘŀǾŜ ƭƻƴƎ ōŜŜƴ  ǊŜƎŀǊŘŜŘ ŀǎ ΨƎƻƻŘΩ ǎƻƭǳǘƛƻƴǎ ǘƻ ǘƘŜ 

challenges faced by small rural primaries and do indeed bring many benefits acknowledged by the 

schools themselves, they have also been adopted as necessary survival strategies for small schools 

under neoliberalisation. 
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Lƴ мфул ŀ ΨǇǊŜǎǳƳǇǘƛƻƴ ŀƎŀƛƴǎǘ ŎƭƻǎǳǊŜΩ ǇƻƭƛŎȅ ŦƻǊ ǎƳŀƭƭ ǊǳǊŀƭ ǎŎƘƻƻƭǎ ǿŀǎ ƛƴǘǊƻŘǳŎŜŘ όIŀǊƎǊŜŀǾŜǎΣ 

2009) by the government and the closure rate slowed in the 1990s and 2000s (Rule, 2005). 

Nevertheless, over half of the small primaries in England have closed since 1980 (from 11,464 to 5,406 

ōȅ нлмуύ όhΩ.ǊƛŜƴΣ нлмфΣ ǇƎΦмύΦ Lƴ нлмф ǘƘŜ 5Ŧ9 όнлмфΣ ǇƎΦмтύ ǊŜƛǘŜǊŀǘŜŘ ǘƘŜ Ψpresumption against 

closureΩ ƻŦ ǎƳŀƭƭ ǊǳǊŀƭ ǎŎƘƻƻƭǎΣ ǎǘŀǘƛƴƎ άǘƘŀǘ ǘƘŜ ŎŀǎŜ ŦƻǊ ŎƭƻǎǳǊŜ ǎƘƻǳƭŘ ōŜ ǎǘǊƻƴƎ ŀƴŘ ŎƭŜŀǊƭȅ ƛƴ ǘƘŜ 

best interests of eŘǳŎŀǘƛƻƴŀƭ ǇǊƻǾƛǎƛƻƴ ƛƴ ǘƘŜ ŀǊŜŀέΦ ¢ƘƻǎŜ ǇǊƻǇƻǎƛƴƎ closure must consider 

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 

ŘƛǎŀŘǾŀƴǘŀƎŜ ŀƴŘΣ άǘƘŜ ƻǾŜǊŀƭƭ ŀƴŘ ƭƻƴƎ-term impact on the local community of the closure of the 

ǾƛƭƭŀƎŜ ǎŎƘƻƻƭ ŀƴŘ ƻŦ ǘƘŜ ƭƻǎǎ ƻŦ ǘƘŜ ōǳƛƭŘƛƴƎ ŀǎ ŀ ŎƻƳƳǳƴƛǘȅ ŦŀŎƛƭƛǘȅέ όLōƛŘΣ ǇƎǎΦмт-18). Stakeholders 

must be consulted on any proposals. Whilst this statutory 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 

throughout the 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 activity (discussed further in section 3.5 of Chapter 3). 

Lƴ ŀƴȅ ŎŀǎŜΣ ǘƘƛǎ ΨǇǊƻǘŜŎǘƛƻƴΩ Ƙŀǎ ƴƻǘ ōŜŜƴ ŜŦŦŜŎǘƛǾŜ ŦƻǊ Ƴŀƴȅ ǎƳŀƭƭ ǎŎƘƻƻƭǎΣ ǿƛǘƘ ŀǊƻǳƴŘ фΣпол ōŜƛƴƎ 

ŎƭƻǎŜŘ ōŜǘǿŜŜƴ мфул ŀƴŘ нлно όhΩ.ǊƛŜƴΣ нлмфΤ IƛƭƭΣ нлноύΦ ¢Ƙƛǎ ƛǎ ǇŀǊǘƛŎǳƭŀǊƭȅ ŘŀƳŀƎƛƴƎ ŦƻǊ 

geographically isolated communities where these schools may be the only social constant (Ibid; 

Ovenden-Hope and Passy, 2019ύΦ wŜŎŜƴǘ ŎƭŀƛƳǎ ǘƘŀǘ ǎƳŀƭƭ ǎŎƘƻƻƭǎ ŀǊŜ ƭŜǎǎ ƭƛƪŜƭȅ ǘƻ ōŜ ƎǊŀŘŜŘ ŀǎ ΨƎƻƻŘΩ 

ƻǊ ΨƻǳǘǎǘŀƴŘƛƴƎΩ ǘƘŀƴ ǘƘŜ ƴŀǘƛƻƴŀƭ ŀǾŜǊŀƎŜ όHill, 2023) have been challenged by criticisms of the Ofsted 

framework which, it is argued, does not adequately understand the uniqueness or fairly judge the 

education in small schools (Gristy, 2023; Ovenden-Hope and Passy, 2019). Small rural primaries are in 

a unique position to provide truly child-centred education based on caring 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 education, and opportunities to learn from it, if these schools continue to close. 

The popular choice to attend a small school is being restricted by their 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; Fargas-Malet and Bagley, 2021). Not only does this contradict espoused neoliberal 

policy aims, but it is also unjust and could have real and lasting consequences for thousands of 

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

1999; Hargreaves, 2017), but it also continues to be vital to the everyday educational experiences in 

small rural schools (Hargreaves et al, 2009; Bagley and Hillyard, 2014). Thus, 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 timeline at the centre. Both schools opened (with 

the financial support of local philanthropists) in the 1830s. They are both Church of England schools 

and are voluntary controlled. In May 2006, as with many other small rural schools, the closure of 

Applegood was proposed. Following the consultation period, in which the parent, staff and local 
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community rallied round in protest, the school was saved in July 2006. In 2011, a behavioural unit 

opened on Oakington grounds to accommodate growing numbers of SEN pupils, with the hope of 

integrating them into mainstream schooling. In 2014, the two schools federated, now sharing the 

same executive head and governing body. Between 2016 and 2018, both schools experienced a period 

of turbulence, where the executive head (David) left, many governors were replaced, severe financial 

issues plagued the 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 

successful in integrating its pupils into mainstream schooling and with concerns over its finances and 

operations. A new executive ƘŜŀŘ όwƛŎƘŀǊŘύ ǿŀǎ ōǊƻǳƎƘǘ ƛƴ ǘƻ ΨǎŀǾŜΩ ǘƘŜ ǎŎƘƻƻƭǎ ŘǳǊƛƴƎ ǘƘƛǎ ǇŜǊƛƻŘ ŀƴŘ 

managed to improve the 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 former Oakington head of school became the executive 

head of the federation. 5ŜǎǇƛǘŜ ŜƳŜǊƎƛƴƎ ŦǊƻƳ ǘƘŜ ǘǳǊōǳƭŜƴǘ ǝƳŜǎ ŀƴŘ ǘƘŜ ǇŀƴŘŜƳƛŎΣ ƻƴƎƻƛƴƎ 

ŎƘŀƭƭŜƴƎŜǎ ŦŀŎƛƴƎ ǘƘŜǎŜ ǎƳŀƭƭ ǎŎƘƻƻƭǎ όŜǎǇŜŎƛŀƭƭȅ ŀǊƻǳƴŘ ŬƴŀƴŎŜ ŀƴŘ ǇǳǇƛƭ ƴǳƳōŜǊǎύ ƳŜŀƴ ǘƘŀǘ ǘƘŜȅ 

ŀǊŜ ǎǝƭƭ ǎǘǊǳƎƎƭƛƴƎΦ As I approached the end of my research, I was informed that both Applegood and 

Oakington were on the path to academisation. The plan is to form a new Trust with other local small 

rural primaries. I return to this potential future in the conclusion of my thesis, where I reflect on what 

academisation might mean for voluntary activity for these schools in the future and considering my 

research findings. 

 

Conclusion 

This chapter has provided an educational policy context for my thesis, focusing on trends towards 

neoliberalisation in the UK education system since the late 1970s. This has included increasing focus 

ƻƴ ΨŎƘƻƛŎŜΣ ΨŎƻƳǇŜǘƛǘƛƻƴΩ ŀƴŘ ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘΣ ƎƻǾŜǊƴŀƴŎŜΣ {9b ƛƴŎƭǳǎƛƻƴΣ modernisation and 

expanded roles for schools, academisation and free school development, and performativity and 

teacher recruitment and retention issues. The Big Society agenda and Civil Society strategy were also 

discussed in relation to funding cuts and encouragement of social capital (voluntary activity) to 

compensate. The impact of the COVID pandemic was also considered. Next, small rural primary 

ǎŎƘƻƻƭǎ ǿŜǊŜ ŘŜŦƛƴŜŘΣ ŀƴŘ ǎǇŜŎƛŦƛŎ ǇƻƭƛŎƛŜǎ ŜȄǇƭƻǊŜŘ ƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ΨǘƘŜ ŎƭƻǎǳǊŜ ŘŜōŀǘŜΩΣ ƛƴŎƭǳŘƛƴƎ 

cost, culture and curriculum discussions, and trends towards both competition and collaboration 

through clustering and federation. This chapter has also shown where Applegood and Oakington are 

positioned in relation to the wider policy context, the policy context of small rural primaries, and their 

own local histories. In the next chapter I move on to review the relevant literature on educational 

purposes, parental involvement, conceptualisations of 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 education society 

values and, indeed, what the ultimate purpose of education is understood to be. This literature review 

thus begins by exploring definitions of education and debates around its purposes, including 

qualification, socialisation, subjectification, 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 (including co-production), the sociology of 

stigma (as applied to certain groups of parents), and a consideration of those involved in education 

who are not parents. Section 3 explores how the work of education can be conceptualised through 

DƭǳŎƪǎƳŀƴƴΩǎ ŦǊŀƳŜǿƻǊƪ ƻŦ ǘƘŜ ¢ƻǘŀƭ {ƻŎƛŀƭ hǊƎŀƴƛǎŀǘƛƻƴ ƻŦ [ŀōƻǳǊΣ ŀƴŘ Ƙƻǿ ƛǘ Ƙŀǎ ōŜŜƴ ŜȄǘŜƴŘŜŘ ǘƻ 

include both voluntary work and ǘƘŜ ƛƴŦƻǊƳŀƭ ŜŎƻƴƻƳȅΦ L ŘƛǎŎǳǎǎ Ƙƻǿ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨōƻǳƴŘŀǊƛŜǎΩ ƛǎ 

vital to this conceptualisation and how this links back to processes of stigmatisation which perpetuate 

inequalities between social groups. I then move on to review the literature on voluntary activity; how 

it is defined, who is involved, why they engage (or stop), geographies of voluntarism and theories of 

change in volunteering. Section 4 narrows focus by exploring voluntary activity for schools ς who 

engages, the roles and activities undertaken, literature on governors and Parent Teacher Associations 

(PTAs)Σ ŎƘƛƭŘǊŜƴΩǎ ǾƻƭǳƴǘŀǊȅ activity, and explorations of the 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 

critiqued, and connections made across bodies of literature to present the current state of sociological 

knowledge about educational purpose, work, boundaries, capital, stigma and voluntary activity in the 

small rural primary school context. 

 

3.1. The Purposes of Education 

²Ƙŀǘ ƛǎ ǘƘŜ ǇǳǊǇƻǎŜ ƻŦ ŜŘǳŎŀǘƛƻƴΚ ! ǎƛƳǇƭŜ ŀƴǎǿŜǊ ǘƻ ǘƘƛǎ ǉǳŜǎǘƛƻƴ ƳƛƎƘǘ ōŜ άƴƻǘƘƛƴƎ ƭŜǎǎ ǘƘŀƴ 

ƭŜŀǊƴƛƴƎ ǘƻ ƭƛǾŜέ όWŜŦŦǊŜȅǎΣ мфтмΣ ǇƎΦȄƛƛύ ς the purpose of education is to prepare us for life in the society 

of which we are part. But what this means in practice will 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 aims (Biesta, 2015). To explore educational purpose, it is useful to first attempt to define 

ΨŜŘǳŎŀǘƛƻƴΩ itself. This is important not only to guide this discussion, but also because it provides a 

ǎǘŀǊǘƛƴƎ Ǉƻƛƴǘ ŦǊƻƳ ǿƘƛŎƘ ǘƻ ŀǎǎŜǎǎ ǿƘŜǘƘŜǊ ǇǳǊǇƻǎŜǎ ƳƛƎƘǘ ǘǊǳƭȅ ōŜ ŎƻƴǎƛŘŜǊŜŘ ΨŜŘǳŎŀǘƛƻƴŀƭΩΦ Lƴ 

addition, education is often defined in relation to its purpose, but rarely is this purpose articulated, 

justified, or questioned (Biesta, 2020b).  

¢ƘŜ ǿƻǊŘ ΨŜŘǳŎŀǘƛƻƴΩ ŘŜǊƛǾŜǎ ŦǊƻƳ ǘǿƻ ŘƛŦŦŜǊŜƴǘ [ŀǘƛƴ ǿƻǊŘǎΤ ΨŜŘǳŎŜǊŜΩ ƳŜŀƴƛƴƎ ǘƻ ΨƭŜŀŘ ƻǳǘΩ ƻǊ ΨŘǊŀǿ 

ŦƻǊǘƘΩ ŀƴŘ ΨŜŘǳŎŀǊŜΩ ƳŜŀƴƛƴƎ ǘƻ ΨǘǊŀƛƴΩ ƻǊ ΨƳƻǳƭŘΩ ό.ŀǎǎΣ 1997). This suggests education involves a 

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 seeks to maintain the status quo or helps to critique and change reality 

(Giroux, 2010). Or, as Biesta (2020a, pg.10) puts it, education can be about άproductionέ or άpraxisέ. 

It will be argued below that current education systems organised through formal schooling tend to be 
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ƳƻǊŜ ǎǳŎŎŜǎǎŦǳƭ ŀǘ ǘƘŜ ŦƻǊƳŜǊ ǘƘŀƴ ǘƘŜ ƭŀǘǘŜǊΦ Lǘ ƛǎ ǳǎŜŦǳƭ ƘŜǊŜΣ ƘƻǿŜǾŜǊΣ ǘƻ ŘƛǎǘƛƴƎǳƛǎƘ ōŜǘǿŜŜƴ ΨǘƘŜ 

ǎŎƘƻƻƭΩ ŀƴŘ ΨŜŘǳŎŀǘƛƻƴΩΦ ¢ƘŜ ǎŎƘƻƻƭ ƛǎ ōǳǘ ƻƴŜ ǎŜǘǘƛƴƎ ƛƴ ǿƘƛŎƘ ΨŜŘǳŎŀǘƛƻƴΩ ƳƛƎƘǘ ǘŀƪŜ ǇƭŀŎŜΦ .ǳǘ 

ΨŜŘǳŎŀǘƛƻƴΩ ƛǎ ƴƻǘ ŎƻƴŦƛƴŜŘ ǘƻ ǘƘŜ ǘŜƳǇƻǊŀƭ ƻǊ ǇƘȅǎƛŎŀƭ boundaries of the school. This is important to 

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 provides, but 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 

ǎƻǳƎƘǘ ΨǇŜǊŦŜŎǘƛƻƴΩΣ ǘƘŜ [ƛōŜǊŀƭǎ ƻŦ ǘƘŜ 9ƴƭƛƎƘǘŜƴƳŜƴǘ ǎƻǳƎƘǘ ΨƻōƧŜŎǘƛǾŜΩ ƪƴƻǿƭŜŘƎŜ ƭŜŀŘƛƴƎ ǘƻ 

liberation and the creation of a just, democratic society (Biesta, 2020a; Peters, 1973), and industrial 

capitalists sought a conformist workforce. Education can also, however, be pursued for intrinsic (non-

instrumental) purposes, as an end-in-itself. British philosopher Richard Peters (1973), for example, 

defines educatƛƻƴ ŀǎ ǘƘŜ άōǊƻŀŘ ƛƴƛǘƛŀǘƛƻƴ ƛƴǘƻ ƛƴǘǊƛƴǎƛŎŀƭƭȅ ǿƻǊǘƘǿƘƛƭŜ ŦƻǊƳǎ ƻŦ ƪƴƻǿƭŜŘƎŜ ŀƴŘ 

ǳƴŘŜǊǎǘŀƴŘƛƴƎέ ό/ŀǊǊΣ нллоΣ ǇƎΦмфуύΦ !ŎǘƛǾƛǘƛŜǎ ŀƛƳŜŘ ǘƻǿŀǊŘǎ ƎŜǘǘƛƴƎ ŀ Ƨƻō ŀƴŘ ōŜƛƴƎ ǎǳŎŎŜǎǎŦǳƭ ƛƴ ŀ 

career might be considered extrinsically worthwhile, but Peters (1973) argues that such activities 

ǎƘƻǳƭŘ ōŜ ǘŜǊƳŜŘ ΨǘǊŀƛƴƛƴƎΩ ǊŀǘƘŜǊ ǘƘŀƴ ΨŜŘǳŎŀǘƛƻƴΩΦ ¢Ƙƛǎ Ǉƻƛƴǘ ǿƛƭƭ ōŜ ǊŜǘǳǊƴŜŘ ǘƻ ƭŀǘŜǊ ŀǎΣ ŘŜǎǇƛǘŜ 

Peters (1973) argument, extrinsic activities related to training and preparation for work are 

nevertheless considered a fundamental 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 

question because we are all born into a society of values which can help us make judgements about 

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. Indeed, being able to άreason whyέ (Peters, 1973, pg.18), to have an 

άƛƴǉǳƛǊƛƴƎ ŀǘǘƛǘǳŘŜέ όǇƎΦноύ ŀƴŘ ǘƻ ōŜ ǊŜŦƭŜŎǘƛǾŜ ŀōƻǳǘ ƻƴŜǎ ŎƘƻƛŎŜǎ όǇƎΦнмύ ŀǊŜΣ ŦƻǊ tŜǘŜǊǎΣ ŎǊǳŎƛŀƭ 

ŀǎǇŜŎǘǎ ƻŦ ōŜƛƴƎ ΨŜŘǳŎŀǘŜŘΩΦ {ƛƳƛƭŀǊƭȅΣ YǊŀǎƘŜƴ όнлмсύ Ƙŀǎ ŀǊƎǳŜŘ ǘƘŀǘ ŜŘǳŎŀǘƛƻƴ ǎƘƻǳƭŘ ƘŜƭǇ ƛƴŘƛǾƛŘǳŀƭ 

students find out what their talents, 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 and teach the value that one should seek to help others. 

¢ƘǳǎΣ ŜŘǳŎŀǘƛƻƴŀƭ ǇǳǊǇƻǎŜǎ Ŏŀƴ ǊŜŦƭŜŎǘ ōƻǘƘ ǘƘŜ ΨŜŘǳŎŜǊŜΩ ŀƴŘ ǘƘŜ ΨŜŘǳŎŀǊŜΩ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴǎ ƻŦ 

education simultaneously. Education can benefit both the individual, who can find personal fulfilment 

(intrinsic purpose) and contribute to society (extrinsic purpose), through producing educationally 

diverse individuals who can benefit a ǎƻŎƛŜǘȅΩǎ ǿŜƭƭ-being in a variety of ways, whether that be to 

reproduce it or to change it.  

Taking the argument that education is an end-in-itself even further, Osberg and Biesta (2021, pg.64) 

ƘŀǾŜ ŀǊƎǳŜŘ ǘƘŀǘ ŜŘǳŎŀǘƛƻƴ ƛǎ ŀƴ Ŝƴǘƛǘȅ άǘƘŀǘ ŜƳŜǊƎŜǎ ƻƴƭȅ ǿƘŜƴ ǘƘŜ ǎȅƳōƻƭƛŎ ώƪƴƻǿƭŜŘƎŜϐΣ ƛƴŘƛǾƛŘǳŀƭ 

[self-hood] and political [collective living] realms oŦ ƘǳƳŀƴ ƭƛŦŜ ŀǊŜ ŀŎǘƛǾŜƭȅ ŎƻƻǊŘƛƴŀǘŜŘ ŦǊƻƳ ǿƛǘƘƛƴέΦ 

Lƴ ƻǘƘŜǊ ǿƻǊŘǎΣ ŜŘǳŎŀǘƛƻƴΩǎ ǎǘǊǳŎǘǳǊŜ ŀƴŘ ǇǳǊǇƻǎŜǎ ŀǊŜ ƎŜƴŜǊŀǘŜŘ ƛƴǘŜǊƴŀƭƭȅΣ ŀƴŘ ǿŜ Ŏŀƴƴƻǘ όŀƴŘ 

ǎƘƻǳƭŘ ƴƻǘύ ƪƴƻǿ ǿƘŀǘ ǘƘŜ ΨŜƴŘǎΩ ŀǊŜ ōŜŎŀǳǎŜ ŜŘǳŎŀǘƛƻƴ ƛǎ ŀƭǿŀȅǎ ŀƴ άŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ŀƴ ŀǎ ȅŜǘ ǳƴ-

manifest fǳǘǳǊŜέ όLōƛŘΣ ǇƎΦстύΦ ¢ƘǳǎΣ ŜŘǳŎŀǘƛƻƴ ǎƘƻǳƭŘ ōŜ ƻǇŜƴ-ended, and our understandings are 

(and should be) constantly re-worked in the different contexts and with the different people with 

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

contexts, people, and understandings are to be democratically included (Ibid). This approach to 

understanding education has been termed ΨŜŘǳŎŀǘƛƻƴŀƭ ŘŜƳƻŎǊŀŎȅΩ ǿƘƛŎƘ ƛƴǾƻƭǾŜǎ ΨŎŀǊŜ ŦƻǊ ǘƘŜ 

ŦǳǘǳǊŜΩ (Osberg and Biesta, 2021). In ƪŜŜǇƛƴƎ ǿƛǘƘ 5ŜǿŜȅΩǎ όмфмсύ Ǿƛǎƛƻƴ ƻŦ ŘŜƳƻŎǊŀŎȅ ŀǎ 
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άǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ ǘƘŜ ŎƻƴǎǘǊǳŎǘƛƻƴΣ ƳŀƛƴǘŜƴŀƴŎŜ ŀƴŘ ǘǊŀƴǎŦƻǊƳŀǘƛƻƴ ƻŦ ǎƻŎƛŀƭ ŀƴŘ ǇƻƭƛǘƛŎŀƭ ƭƛŦŜέ ό.ƛŜǎǘŀ 

et al, 2009, pg.8), education and its purposes should not be taken-for-granted but actively engaged 

with by all those who have a stake in its consequences (i.e. by 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 

the underlying values of ǘƘƻǎŜ ƛƴǾƻƭǾŜŘΦ ±ŀǊȅƛƴƎ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ŀƴŘ ǾŀƭǳŜǎ ǊŜƭŀǘƛƴƎ ǘƻ ΨŜŘǳŎŀǘƛƻƴΩ 

at different times, in different places and for different people helps explain why education has a 

ǾŀǊƛŜǘȅ ƻŦ ΨŦǳƴŎǘƛƻƴǎΩ όǿƘŀǘ ŜŘǳŎŀǘƛƻƴ ŘƻŜǎύ ŀƴŘ ΨǇǳǊǇƻǎŜǎΩ όǿƘŀǘ ǿŜ ǿƛǎƘ ŜŘǳŎŀǘion to do) (Biesta, 

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 the spirit 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 

tŜǊƘŀǇǎ ǘƘŜ Ƴƻǎǘ ǊŜŎƻƎƴƛǎŜŘ ǇǳǊǇƻǎŜ ƻŦ ŜŘǳŎŀǘƛƻƴ ƛǎ ǿƘŀǘ .ƛŜǎǘŀ όнллфύ ǘŜǊƳǎ ΨǉǳŀƭƛŦƛŎŀǘƛƻƴΩΤ 

education should provide us in some way with the skills, knowledge and understanding necessary to 

be a part of society. Qualification through content (curriculum and 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 (state-ŦǳƴŘŜŘύ ŜŘǳŎŀǘƛƻƴΩǎ ǉǳŀƭƛŦƛŎŀǘƛƻƴ ŦǳƴŎǘƛƻƴ ƛǎ ƻŦǘŜƴ ǘƻ 

reproduce the workforce and contribute to economic growth and development (Ibid; DfE and Gibb, 

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

ƛƴ ƭŀǘŜǊ ƭƛŦŜ ό.ŀǎǎΣ мффтύΣ ǎǘǊƛƪƛƴƎ ŀƴ ŀǇǇǊƻǇǊƛŀǘŜ ōŀƭŀƴŎŜ ōŜǘǿŜŜƴ ŘƛŦŦŜǊŜƴǘ ΨǉǳŀƭƛŦƛŎŀǘƛƻƴǎΩ ƛƴ ǘƘŜ 

secondary curriculum and beyond is complex, and can be controversial. The National Curriculum in 

England, for example, focuses on traditional academic subjects and preparation for further (university) 

education, marginalising more vocational and practical subjects and alternative routes after 

compulsory schooling (White, 2006). Valorising an elitist interpretation of Peters (1973) distinction 

ōŜǘǿŜŜƴ ΨŜŘǳŎŀǘƛƻƴΩ όŀŎŀŘŜƳƛŎύ ŀƴŘ ΨǘǊŀƛƴƛƴƎΩ όǾƻŎŀǘƛƻƴŀƭύ ƛǎ ŎƻƴǘŜƴǘƛƻǳǎ ŦƻǊ ǎŜǾŜǊŀl reasons. Firstly, 

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 

άǘƘŜȅ Řƻ ǇƻƻǊƭȅ ƛƴ ǘƘŜ ǊŜǉǳƛǊŜŘ ŎƻǳǊǎŜǎΣ ŀƴŘ ǘƘŜȅ ŀǊŜ ŘŜǇǊƛǾŜŘ ƻŦ ŎƻǳǊǎŜǎ ƛƴ ǿƘƛŎƘ ǘƘŜȅ ƳƛƎƘǘ Řƻ ǿŜƭƭέ 

(Noddings, 2008, pg.35). In addition, statistics show that most school-leavers 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 academic qualification as the main purpose of 

education as it does not benefit many students, lacks a democratic dimension (Biesta, 2009), and does 

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

in a postmodern, fast-paced, ever-changing world, it is difficult to predict what children should be 

qualified for. Nevertheless, reducing their options to a restricted academic curriculum does a 

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 the UK ς as discussed in Chapter 2, US, 

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, Biesta (2015) identifies a trend 

ǘƻǿŀǊŘǎ ǿƘŀǘ ƘŜ Ŏŀƭƭǎ ΨƭŜŀǊƴƛŦƛŎŀǘƛƻƴΩ ǿƘŜǊŜōȅ ǘƘŜ ƭŀƴƎǳŀƎŜ ƻŦ ΨƭŜŀǊƴƛƴƎΩ Ƙŀǎ ŎƻƳŜ ǘƻ ŘƻƳƛƴŀǘŜ ŜǾŜǊȅ 
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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 

ǘƘƛǎ ΨƭŜŀǊƴƛƴƎΩ ōȅ ƳŜŀǎǳǊƛƴƎ ΨƻǳǘŎƻƳŜǎΩΣ .ƛŜǎǘŀ όнллфύ ŀǊƎǳes, is that we no longer measure what we 

value in education, but rather value what we measure (i.e. ΨŜŦŦŜŎǘƛǾŜΩ ŜŘǳŎŀǘƛƻƴ ŀǎ ŘŜŦƛƴŜŘ ōȅ ǎǘǳŘŜƴǘ 

attainment scores on standardised tests in a small number of curriculum areas). Instead of trying to 

ΨǇŜǊŦŜŎǘΩ όlead out, draw 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 energƛŜǎ ƻƴ ǎŜŜƪƛƴƎ ǘƻ ΨǇŜǊŦŜŎǘΩ ǘƘŜ 

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 stress for young people (Biesta, 2015; Pimlott-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, inclusivity, fairness, and appreciation of diverse strengths that 

should underpin education in pluralistic, democratic societies (Noddings, 2008; Dewey, 1916) and 

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 would want our education to inspire (Biesta, 2009).  

 

Socialisation 

However much current education policy is focused on qualification, education also has another 

ŦǳƴŘŀƳŜƴǘŀƭ ǇǳǊǇƻǎŜΣ ǘƘŀǘ ƻŦ ΨǎƻŎƛŀƭƛǎŀǘƛƻƴΩΦ ά¢ƘǊƻǳƎƘ ŜŘǳŎŀǘƛƻƴΣ ǿŜ ōŜŎƻƳŜ ƳŜƳōŜǊǎ ƻŦΣ ŀƴŘ ǇŀǊǘ 

ƻŦ ǇŀǊǘƛŎǳƭŀǊ ǎƻŎƛŀƭΣ ŎǳƭǘǳǊŀƭ ŀƴŘ ǇƻƭƛǘƛŎŀƭ ΨƻǊŘŜǊǎΩέΣ ǿŜ ƭŜŀǊƴ the values of society and we learn how to 

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 and memories and learn how to get along with and care for one another. Our schooling 

ŀƭǎƻ ǘŜŀŎƘŜǎ ǳǎ ƛƳǇƻǊǘŀƴǘ ƭŜǎǎƻƴǎ άŀōƻǳǘ ŎƻƳƳǳƴƛǘȅ ƻǊƎŀƴƛǎŀǘƛƻƴΣ ǘƘŜ ŘƛǎǘǊƛōǳǘƛƻƴ ƻŦ ǇƻǿŜǊ ŀƴŘ 

ǊŜǎƻǳǊŎŜǎΣ ǊƛƎƘǘǎΣ ǊŜǎǇƻƴǎƛōƛƭƛǘƛŜǎΣ ŀƴŘ ƻŦ ŎƻǳǊǎŜΣ ƛƴƧǳǎǘƛŎŜέ ό²ŜǎǘƘŜƛƳŜǊΣ нлм7, pg.15). This all 

contributes to our sense of citizenship, the values we hold and our conceptions of how we want to 

ƭŜŀŘ ƻǳǊ ƭƛǾŜǎ ŀƴŘ ƳŀƪŜ ŀ ŘƛŦŦŜǊŜƴŎŜ ƛƴ ǘƘŜ ǿƻǊƭŘΦ IƻǿŜǾŜǊΣ ǿƘƛƭǎǘ ǎŎƘƻƻƭǎ ŀǊŜ άŀ ǇƻǘŜƴǘƛŀƭƭȅ ǇƻǿŜǊŦǳƭ 

tool to shape our society for the bŜǘǘŜǊέ όLōƛŘύΣ ǎƻŎƛƻƭƻƎƛǎǘǎ ƘŀǾŜ ǎƘƻǿƴ Ƙƻǿ ƛƳǇƭƛŎƛǘ ǎƻŎƛŀƭƛǎŀǘƛƻƴ ƛƴ 

schools can have negative effects on our freedoms and outcomes. For example, Bowles and Gintis 

όмфтсύ ŀǊƎǳŜ ǘƘŀǘ ǎŎƘƻƻƭǎ ǎƻŎƛŀƭƛǎŜ ŎƘƛƭŘǊŜƴ ǘƘǊƻǳƎƘ ǘƘŜ ΨƘƛŘŘŜƴ ŎǳǊǊƛŎǳƭǳƳΩ ǘƻ ōŜ ƻōŜŘƛŜƴǘ, hard 

ǿƻǊƪŜǊǎ ƛƴ ǘƘŜ ŎŀǇƛǘŀƭƛǎǘ ǎȅǎǘŜƳΦ ¢ƘǊƻǳƎƘ ǘƘŜ ΨƳȅǘƘ ƻŦ ƳŜǊƛǘƻŎǊŀŎȅΩ ŎƘƛƭŘǊŜƴ ŀǊŜ ǘŀǳƎƘǘ ǘƘŀǘ ƛŦ ǘƘŜȅ 

work hard and conform to the rules of the school and workplace, this will determine their future 

position in life (and they are therefore responsible ŦƻǊ ǿƘŜǊŜ ǘƘŜȅ ŜƴŘ ǳǇύΦ ²ƛƭƭƛǎΩ όмфттύ ǎŜƳƛƴŀƭ 

ŜǘƘƴƻƎǊŀǇƘȅ Ψ[ŜŀǊƴƛƴƎ ǘƻ [ŀōƻǳǊΩ ŀƭǎƻ ǎƘƻǿŜŘ Ƙƻǿ ǿƻǊƪƛƴƎ-Ŏƭŀǎǎ ΨƭŀŘǎΩΩ ŎƻǳƴǘŜǊ-school culture 

ǊŜǎǳƭǘŜŘ ƛƴ ǘƘŜƛǊ ΨǎŜƭŦ-ŘŀƳƴŀǘƛƻƴΩ ōȅ ŜƴǎǳǊƛƴƎ ǘƘŜȅ ŜƴǘŜǊŜŘ ƭƻǿ-wage, subordinate labour jobs. Despite 

resisting the teachings of the school, working-class 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 (Bourdieu and Passeron, 1977), it is 

ǳƴǎǳǊǇǊƛǎƛƴƎ ǘƘŀǘ LƭƭƛŎƘ όмфтмύ ŎŀƭƭŜŘ ŦƻǊ ǎƻŎƛŜǘȅ ǘƻ ōŜ ΨŘŜǎŎƘƻƻƭŜŘΩ όŦƻǊƳŀƭ ǎŎƘƻƻƭƛƴƎ ŀōƻƭƛǎƘŜŘύΣ 

though he did not suggest an alternative. Whilst reproducing social inequality is not an explicit purpose 
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of education (indeed, as will be discussed below, quite the opposite is true) it is nevertheless a 

consequence of the organisation, structure, and content of many current 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; 2009; Holden, 2003). Kisby (2007; 2009) 

ŀǊƎǳŜǎ ǘƘŀǘ ǘƘŜ ǳƴŘŜǊƭȅƛƴƎ ǊŀǘƛƻƴŀƭŜ ƻŦ ΨŎƛǘƛȊŜƴǎƘƛǇ ŜŘǳŎŀǘƛƻƴΩ ǿŀǎ ǘƻ ŎƻǳƴǘŜǊ ǘƘŜ ŘŜŎƭƛƴŜ ƛƴ ǎƻŎƛŀƭ 

capital (networks of relationships within communities, levels of social trust and political engagement) 

Britain was supposedly experiencing (Ibid; 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, 1999; Kisby, 2007). In comparison 

to the passive socialisation of students discussed above, the focus of citizenship education is very 

much about promoting άactive citizenshipέ ς of learning by doing (Ibid, pgs.84-5). Thus, as well as 

being equipped with the facts 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 positive attitudes 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 actively improve 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 it is given is less than that for literacy and numeracy, indicating its lower prioritisation by 

ƎƻǾŜǊƴƳŜƴǘ όIƻƭŘŜƴΣ нллоύΦ Lǘ ŀƭǎƻ ǊŜƭƛŜǎ ƻƴ ŀƴ ŜȄŎƭǳǎƛǾŜ ŀƴŘ ƛƴǎǘǊǳƳŜƴǘŀƭ ŘŜŦƛƴƛǘƛƻƴ ƻŦ ΨŎƛǘƛȊŜƴǎƘƛǇΩ 

because it assumes young people are not yet citizens and so are dependent on a simple means-end 

ǇǊƻŎŜǎǎ ƻŦ ŜŘǳŎŀǘƛƻƴ ǘƻ ōŜŎƻƳŜ ΨƎƻƻŘ ŎƛǘƛȊŜƴǎΩ ό.ƛŜǎǘŀ Ŝǘ ŀƭΣ нллфύΦ aƻǊŜƻǾŜǊΣ ǘƘŜǊŜ ƛǎ ŀ ǇǊŜ-defined 

ƴƻǘƛƻƴ ƻŦ ǿƘŀǘ ŀ ΨƎƻƻŘ ŎƛǘƛȊŜƴΩ ƛǎΣ ǊŀǘƘŜǊ ǘƘŀƴ ŜƴŎƻǳǊŀƎƛƴƎ ǎǘǳŘŜƴǘǎ ǘƻ ǊŜŀƭƛǎŜ ŦƻǊ ǘƘŜƳǎŜƭǾŜǎ ǇƻƭƛǘƛŎŀƭ 

ways of being and doing (Biesta, 2009). Citizenship education is thus more likely to reproduce the 

ǎǘŀǘǳǎ ǉǳƻΣ ǊŀǘƘŜǊ ǘƘŀƴ ƳŀƪŜ ǇǊƻƎǊŜǎǎ ǘƻǿŀǊŘǎ ǎƻŎƛŀƭ ŎƘŀƴƎŜΦ Lƴ ŀŘŘƛǘƛƻƴΣ Ƨǳǎǘ ŀǎ ƴŜƻƭƛōŜǊŀƭƛǎƳΩǎ ŦƻŎǳǎ 

on qualification made students responsible for their own educationŀƭ ΨǎǳŎŎŜǎǎΩ όƴŀǊǊƻǿƭȅ ŘŜŦƛƴŜŘύΣ ǎƻ 

ǘƻƻ ŘƻŜǎ ƛǘǎ ŎƻƴŎŜǇǘƛƻƴ ƻŦ ΨŎƛǘƛȊŜƴǎƘƛǇΩ ǎŜŜƪ ǘƻ ƳŀƪŜ ŎƛǘƛȊŜƴǎ ǊŜǎǇƻƴǎƛōƭŜ άŦƻǊ ǘƘŜƛǊ ƻǿƴ ƛƴŘƛǾƛŘǳŀƭ 

ƘŜŀƭǘƘΣ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǿŜƭŦŀǊŜ ƴŜŜŘǎ ǎƻ ŀǎ ƴƻǘ ǘƻ ōŜŎƻƳŜ ŀ ōǳǊŘŜƴ ǘƻ ǘƘŜ ŎƻƳƳǳƴƛǘȅέ όYƛǎōȅΣ нллфΣ 

pg.57). Not only does this 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) responsible (involuntarily) 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 

ŀƴŘ ƭŜŀǊƴ ōŀǎŜŘ ƻƴ άŀ ǿƛŘŜ ŀƴŘ ŘƛǾŜǊƎŜƴǘ ǊŀƴƎŜ ƻŦ ŜȄǇŜǊƛŜƴŎŜǎΧ ώŀƴŘϐ ǘƘǊƻǳƎƘ ǘƘŜƛǊ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛƴ 

ǘƘŜ ǊŀƴƎŜ ƻŦ ŘƛŦŦŜǊŜƴǘ ǇǊŀŎǘƛŎŜǎΣ ώŎƻƳƳǳƴƛǘƛŜǎ ŀƴŘ ǊŜƭŀǘƛƻƴǎƘƛǇǎϐ ǘƘŀǘ ƳŀƪŜ ǳǇ ǘƘŜƛǊ ƭƛǾŜǎέ όLōƛŘΣ ǇƎǎΦт-

8). Through their ethnographic work, Biesta et al (2009) found that of particular relevance to young 

peopƭŜΩǎ ŎƛǘƛȊŜƴǎƘƛǇ ŜŘǳŎŀǘƛƻƴ ŀǊŜ ǘƘŜ ŎƻƴǘŜȄǘǎ ƻŦ ǘƘŜƛǊ ŦŀƳƛƭȅΣ ǘƘŜƛǊ ǇŜŜǊǎΣ ƭŜƛǎǳǊŜ ŀŎǘƛǾƛǘƛŜǎΣ ǇŀƛŘ ŀƴŘ 

unpaid work, the media and formal education/ training. The extent to which young people can 
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experience being a citizen in these contexts is of vital importance to their (self-)conceptions of 

citizenship (Ibid). For example, for some young people the family provides relationships of respect and 

trust and a safe environment to discuss political and moral 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 sense of self-worth some 

young people may struggle to find elsewhere. Thus, when democratic values are experienced and have 

ǊŜƭŜǾŀƴŎŜ ǘƻ ȅƻǳƴƎ ǇŜƻǇƭŜΩǎ ƭƛǾŜǎΣ ǘƘŜ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ŦƻǊ ŎƛǘƛȊŜƴǎƘƛǇ ƭŜŀǊƴƛƴƎ ƛƴŎǊŜŀǎŜ ŀƴŘ ƛƴŦƭǳŜƴŎŜ 

their attitudes, dispositions, and self-understandings as citizens (Ibid). Schools tend to be regarded as 

undemocratic environments, minimising the potential for citizenship learning, and politics does not 

afford young people the control or influence they can find in other contexts, minimising the likelihood 

of their engagement (Ibid). These findings show the importance of relationships in education, 

especially in mediating the impact education can have in different contexts (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; DfE and Gibb, 2015; 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 the reproduction 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 favours middle-class 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 working-class culture is seen as 

inferior and so is punished with 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 working-class is reproduced through their lack of 

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

ŎǳƭǘǳǊŀƭ ŎŀǇƛǘŀƭ ŀǎ άǿƛŘŜƭȅ ǎƘŀǊŜŘΣ ƭŜƎƛǘƛƳŀǘŜ ŎǳƭǘǳǊŜ ƳŀŘŜ ǳǇ ƻŦ ƘƛƎƘ-status cultural signals (attitudes, 

preferences, behaviours, and goodsύ ǳǎŜŘ ƛƴ ŘƛǊŜŎǘ ƻǊ ƛƴŘƛǊŜŎǘ ǎƻŎƛŀƭ ŀƴŘ ŎǳƭǘǳǊŀƭ ŜȄŎƭǳǎƛƻƴέΦ ¢ƘŜȅ 

argue that further research on the role of cultural capital in social reproduction should analyse 

άŎƻƴŦƭƛŎǘǎ ŀǊƻǳƴŘ ǎȅƳōƻƭƛŎ ōƻǳƴŘŀǊƛŜǎΧ ǘƘŜ ǿŜƛƎƘǘ ƻŦ ǾŀǊƛƻǳǎ ƛǘŜƳǎ ƛƴ ǘƘŜ ƭŜƎƛǘƛƳŀǘŜ ŎǳƭǘǳǊŜΧ ǘƘŜ 

day-to-day process and micro-level interactions where individuals activate their cultural capital to gain 

ŀŎŎŜǎǎ ǘƻ ǎƻŎƛŀƭ ǎŜǘǘƛƴƎǎ ƻǊ ŀǘǘŀƛƴ ŘŜǎƛǊŜŘ ǎƻŎƛŀƭ ǊŜǎǳƭǘǎέ ŀƴŘ ǇǊŀŎǘƛŎŜǎ ƻŦ ŘƛǊŜŎǘ ŀƴŘ ƛƴŘƛǊŜŎǘ ƛƴŎƭǳǎƛƻƴ 

(Ibid, pgs.164-5)1. 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 been introduced (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) and race (Gillborn, 1997; Vincent 

 
1 ¢Ƙƛǎ ƛǎ ŀƴ ŀǊŜŀ ƻŦ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜ ǿƘƛŎƘ Ƴȅ ǘƘŜǎƛǎ ŀŘŘǊŜǎǎŜǎΣ ŜǎǇŜŎƛŀƭƭȅ ƛƴ /ƘŀǇǘŜǊ сΦ 
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et al, 2013; Bhopal, 2018), as well as how these intersect to compound disadvantage within the 

education system (Braun et al, 2011; Vincent et al, 2012; Vincent and Maxwell, 2016; Vincent, 2017). 

A further key area of inequality which has received comparatively less attention, however, is that of 

students with special educational needs (SEN), compared to their non-SEN peers. This group differs 

from those above in that the focus for SEN children has been equal inclusion rather than equality of 

outcomeΦ .ǳǘ ΨƛƴŎƭǳǎƛƻƴΩ Ŏŀƴ ōŜ ƛƴǘŜǊǇǊŜǘŜŘ ŀǎ ƳŜǊŜ ΨǇǊŜǎŜƴŎŜΩ ƻŦ {9b ŎƘƛƭŘǊŜƴ ƛƴ ƳŀƛƴǎǘǊŜŀƳ ǎŎƘƻƻƭǎ 

or better outcomes for SEN students compared to their non-SEN peers (Kalambouka et al, 2007). In 

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

ό.ƭŀŎƪΣ нлмфύ ŀƴŘ YŀƭŀƳōƻǳƪŀ Ŝǘ ŀƭΩǎ όнллтΣ ǇƎΦосрύ ǎȅǎǘŜƳŀǘƛŎ ǊŜǾƛŜǿ ŦƻǳƴŘ ǘƘŀǘ ǘƘŜǊŜ ǿŀǎ άƴƻ 

adverse effects on pupils without SEN of including pupils with special nŜŜŘǎ ƛƴ ƳŀƛƴǎǘǊŜŀƳ ǎŎƘƻƻƭǎέ 

ǿƛǘƘ ум҈ ƻŦ ǎǘǳŘƛŜǎ ǊŜǇƻǊǘƛƴƎ ǇƻǎƛǘƛǾŜ ƻǊ ƴŜǳǘǊŀƭ ŜŦŦŜŎǘǎ ƻŦ ΨƛƴŎƭǳǎƛƻƴΩ ό{9b ǇǊŜǎŜƴŎŜύΦ IƻǿŜǾŜǊΣ 

improving outcomes of SEN children is difficult to achieve when it is measured in terms of academic 

attainment rather than social outcomes (Ibid). 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 assistant workforce since 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 the dominant practice of using one-to-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 separated from 

the rest of the class through having their own workstation or working outside the classroom, subtly 

ǎŜǇŀǊŀǘŜŘ ŦǊƻƳ ǘƘŜ ǉǳŀƭƛŦƛŜŘ ǘŜŀŎƘŜǊ ŀƴŘ ǇŜŜǊǎ ōȅ ǘƘŜƛǊ ¢!Σ ΨǎǘŜǊŜƻ-ǘŜŀŎƘƛƴƎΩ ό¢! ǊŜǇŜŀǘǎ ƛƴǇǳǘ ƻŦ ǘƘŜ 

teacher), a focus on unengaging task completion or work 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 

Blatchford, 2015; Sharples et al, 2016). There is mixed evidence that TA support improves soft 

outcomes like motivation, confidence and self-esteem for SEN children, and evidence that this support 

helps ease teacher stress and workload and reduces classroom disruption (Ibid). However, in terms of 

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

In any case, Biesta (2020b) ŀǊƎǳŜǎ ǘƘŀǘ ΨŜǉǳŀƭƛǘȅΩ ƛǎ ŀ ŎƻƳǇƭƛŎŀǘŜŘ ǇǳǊǇƻǎŜ ŦƻǊ ŜŘǳŎŀǘƛƻƴ ǘƻ ŀŎƘƛŜǾŜΦ Lƴ 

ǘƘŜ ŦƛǊǎǘ ƛƴǎǘŀƴŎŜΣ ΨŜǉǳŀƭƛǘȅ ƻŦ ƻǇǇƻǊǘǳƴƛǘȅΩ ƛǎ ƘŀǊŘƭȅ ŜǾŜǊ ƭƛƪŜƭȅ ǘƻ ǘǊŀƴǎƭŀǘŜ ƛƴǘƻ ΨŜǉǳŀƭƛǘȅ ƻŦ ƻǳǘŎƻƳŜǎΩ 

ŘǳŜ ǘƻ ǎǘǊǳŎǘǳǊŀƭ ŦŀŎǘƻǊǎ ōŜȅƻƴŘ ǎŎƘƻƻƭǎΩΣ ǘŜŀŎƘŜǊǎΩΣ ŀƴŘ ƛƴŘƛǾƛŘǳŀƭ ǎǘǳŘŜƴǘǎΩ ŎƻƴǘǊƻƭ ό.ƛŜǎǘŀΣ нллф) 

όǘƘƻǳƎƘΣ ŀǎ ǿŜ ƘŀǾŜ ǎŜŜƴΣ ǎŎƘƻƻƭǎ Ŏŀƴ ŀƴŘ Řƻ ǿƛŘŜƴ ǘƘŜǎŜ ƎŀǇǎύΦ aƻǊŜƻǾŜǊΣ ŀƭǘƘƻǳƎƘ ΨŜǉǳŀƭƛǘȅ ƻŦ 

ƻǇǇƻǊǘǳƴƛǘȅΩ ƛǎ ŀƴ ŀŎŎŜǇǘŜŘ ǊƘŜǘƻǊƛŎΣ ǎƻŎƛŜǘȅ ŎƻǳƭŘ ƴƻǘ ǎǳǎǘŀƛƴ ΨŜǉǳŀƭƛǘȅ ƻŦ ƻǳǘŎƻƳŜǎΩ ό.ƛŜǎǘŀΣ нлнлa). 

If all children were equally successful in the same areas, how could they possibly be channelled into 

the diversity of roles ǘƘŀǘ ŜȄƛǎǘ ŀƴŘ ŀǊŜ ƴŜŎŜǎǎŀǊȅ ŦƻǊ ǎƻŎƛŜǘȅ ǘƻ ŦǳƴŎǘƛƻƴΚ LŦ ŀƭƭ ǎǘǳŘŜƴǘǎΩ ŜŘǳŎŀǘƛƻƴ 

provided them with equal amounts of cultural, social, and financial capital, that capital will have lost 

ƛǘǎ ǇƻǿŜǊ ǘƻ ǎŜǊǾŜ ǎƻŎƛŜǘȅΩǎ ƴŜŜŘ ŀƴŘ ŘŜǎƛǊŜ ŦƻǊ ΨŘƛǎǘƛƴŎǘƛƻƴΩ ό.ƻǳǊŘieu, 1984; Biesta, 2020a). Whilst 

there are debates to be had about why some professions and roles are valued (socially and monetarily) 

ƳƻǊŜ ǘƘŀƴ ƻǘƘŜǊǎΣ ŀ ΨǇŜǊŦŜŎǘΩ ŜŘǳŎŀǘƛƻƴ ǎȅǎǘŜƳ όƻƴŜ ǘƘŀǘ ǊŜǇǊƻŘǳŎŜǎ ǎƻŎƛŜǘȅύ ŘŜǇŜƴŘǎ ƻƴ ƛǘ ƴƻǘ 

working perfectly for everyone (Ibid). Thus, qualification, socialisation and (in)equality as functions or 

consequences of current education systems serve the wider purpose of reproducing society (and its 

inequalities), rather than contributing to social change (or to inclusive education).  
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But does it always have to work like this? Paulo Freire, perhaps one of the most influential thinkers in 

ǘƘŜ ŦƛŜƭŘ ƻŦ ŜŘǳŎŀǘƛƻƴΣ ǘƘƛƴƪǎ ƴƻǘΦ IŜ ŀǊƎǳŜǎ ǘƘŀǘ ƘǳƳŀƴǎ ƘŀǾŜ ŀƴ άƻƴǘƻƭƻƎƛŎŀƭ ŀƴŘ ƘƛǎǘƻǊƛŎŀƭ ǾƻŎŀǘƛƻƴ 

ǘƻ ōŜ ƳƻǊŜ Ŧǳƭƭȅ ƘǳƳŀƴέ όƘǳƳŀƴƛǎŀǘƛƻƴύ όCǊŜƛǊŜΣ 2000 [1970], pgs.40-1). Because we are aware of our 

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 

education ǎƘƻǳƭŘ ōŜ ǘƻ ŜǉǳƛǇ ǎǘǳŘŜƴǘǎ ǿƛǘƘ ǘƘŜ άƪƴƻǿƭŜŘƎŜΣ ǎƪƛƭƭǎΣ ŀƴŘ ǎƻŎƛŀƭ ǊŜƭŀǘƛƻƴǎ ǘƘŀǘ ŜƴŀōƭŜ 

[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 democraŎȅέ όDƛǊƻǳȄΣ нлмлΣ ǇƎΦтмсύΦ ¢Ƙƛǎ 

ǿŀǎ ǘƻ ōŜ ŀŎƘƛŜǾŜŘ ǘƘǊƻǳƎƘ ŀ ΨŎǊƛǘƛŎŀƭ ǇŜŘŀƎƻƎȅΩ ǿƘƛŎƘ presents the diversity and complexity of 

history, encourages critical thinking, healthy scepticism and open debate, and advances human 

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

мфтлΤ мффпύΦ ¦ƭǘƛƳŀǘŜƭȅΣ CǊŜƛǊŜ ǎŜŜǎ ŜŘǳŎŀǘƛƻƴ ŀǎ ŀ ǿŀȅ ǘƻ ΨŦǊŜŜ ǘƘŜ ƻǇǇǊŜǎǎŜŘΩ ŀƴŘ ƎƛǾŜ ǘƘŜƳ ŀ ǾƻƛŎŜΦ 

However, he argues that current education systems of formal schooling, which he describes as 

ΨōŀƴƪƛƴƎ ŜŘǳŎŀǘƛƻƴΩ ƛƴǾƻƭǾƛƴƎ ΨŀŎǘǎ ƻŦ ŘŜǇƻǎƛǘƛƴƎΩ όǎǘǳŘŜƴǘǎ ǊŜŎŜƛǾŜΣ ŦƛƭŜΣ ǎǘƻǊŜ ŀƴŘ ǊŜǇŜŀǘ ƛƴŦƻǊƳŀǘƛƻƴύΣ 

is detrimental to students achieving ΨconscientisationΩ ς άǘƘŜ ǇǊƻŎŜǎǎ ōȅ ǿƘƛŎƘ ƘǳƳŀƴǎ ōŜŎƻƳŜ ƳƻǊŜ 

ŀǿŀǊŜ ƻŦ ǘƘŜ ǎƻǳǊŎŜǎ ƻŦ ǘƘŜƛǊ ƻǇǇǊŜǎǎƛƻƴέ and thus liberate ǘƘŜƳǎŜƭǾŜǎ ŦǊƻƳ ΨƻǇǇǊŜǎǎƛƻƴΩ ό.ƭŀŎƪōǳǊƴΣ 

2000, pgs.6-7). Freire (1970) agrees with many others (see above) that schools are ultimately 

instruments of oppression. Nevertheless, Freire advocates an understanding of education closer to 

ǘƘŜ ΨŜŘǳŎŜǊŜΩ ŘŜŦƛƴƛǘƛƻƴ ŀƴŘ ŀǊƎǳŜǎ ƛǘ Ŏŀƴ ǇǊƻƳƻǘŜ ǎƻŎƛŀƭ ŎƘŀƴƎŜ ǘƻǿŀǊŘǎ ƎǊŜŀǘŜǊ ŦǊŜŜŘƻƳ ŀƴŘ Ƨustice 

ōŜŎŀǳǎŜ ƛǘ ƛǎ ŦǳƴŘŀƳŜƴǘŀƭƭȅ άŀōƻǳǘ ǘƘŜ ƳŀƪƛƴƎ ŀƴŘ ŎƘŀƴƎƛƴƎ ƻŦ ŎƻƴǘŜȄǘǎέ όDƛǊƻǳȄΣ нлмлΣ ǇƎΦтнлύΦ CƻǊ 

Freire, education is an example of and should work towards ΨpraxisΩ ς the fusion of theory and action 

to change reality (Blackburn, 2000). 

 

Subjectification 

CǊŜƛǊŜΩǎ ŀǊƎǳƳŜƴǘǎ ǊŜŦƭŜŎǘ .ƛŜǎǘŀΩǎ όнллфύ ǘƘƛǊŘ ŘƻƳŀƛƴ ƻŦ ŜŘǳŎŀǘƛƻƴŀƭ ǇǳǊǇƻǎŜΥ ΨǎǳōƧŜŎǘƛŦƛŎŀǘƛƻƴΩΦ 

²ƘŜǊŜ ΨǉǳŀƭƛŦƛŎŀǘƛƻƴΩ ƛǎ ŎƭƻǎŜƭȅ ǊŜƭŀǘŜŘ ǘƻ ΨŜŘǳŎŀǊŜΩΣ ǎǳōƧŜŎǘƛŦƛŎŀǘƛƻƴ ƛǎ ŎƭƻǎŜƭȅ ǊŜƭŀǘŜŘ ǘƻ ΨŜŘǳŎŜǊŜΩ ŀǎ ƛǘ 

ƛƴǾƻƭǾŜǎ ǘƘƻǎŜ ōŜƛƴƎ ŜŘǳŎŀǘŜŘ άōŜŎƻƳƛƴƎ ŀ ǎǳōƧŜŎǘέ ƻŦ ǘƘŜƛǊ ƻǿƴ ƭƛǾŜǎΣ ǘƘŀǘ ƛǎ ƛƴŘƛǾƛŘǳŀƭǎ ƘŀǾƛƴƎ ǘƘŜ 

ŦǊŜŜŘƻƳ ǘƻ ōŜ άŀǳǘƻƴƻƳƻǳǎ ŀƴŘ ƛƴŘŜǇŜƴŘŜƴǘ ƛƴ ǘƘŜƛǊ ǘƘƛƴƪƛƴƎ ŀƴŘ ŀŎǘƛƴƎέ όLōƛŘ, pgs.40-41). In a 

ǎŜƴǎŜΣ ǘƘƛǎ ƛƴǾƻƭǾŜǎ ǊŜǎƛǎǘŀƴŎŜ ǘƻ ŜŘǳŎŀǘƛƻƴΩǎ ǎƻŎƛŀƭƛǎŀǘƛƻƴ ŦǳƴŎǘƛƻƴ ōŜŎŀǳǎŜ ƛǘ ǊŜǉǳƛǊŜǎ ǎǘǳŘŜƴǘǎ ǘƻ Ǝƻ 

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 can be achieved in relation to the socialisation and 

qualification 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 to have relevance to their lives and developing (self-)understandings, 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 freedom it embodies can include the freedom not to 

be responsible if this is what an individual chooses (Biesta, 2020c). To compel individuals to think or 

ŀŎǘ ŀ ŎŜǊǘŀƛƴ ǿŀȅΣ ŜǾŜƴ ƛŦ ǘƘƛǎ ƛǎ ǿƛǘƘ ΨƎƻƻŘΩ ƛƴǘŜƴǘƛƻƴǎ όŀǎ ǿƛǘƘ ŎƛǘƛȊŜƴǎƘƛǇ ŜŘǳŎŀǘƛƻƴǎΩ ŘŜǎƛǊŜ ǘƻ 

promote social connections), is to miss the point of subjectification. The point is to encourage 

ƛƴŘƛǾƛŘǳŀƭǎ ǘƻ ǿŀƴǘ ǘƻ ƭƛǾŜ ƻƴŜΩǎ ƭƛŦŜ ƛƴ ǘƘŜ ǊŜŀƭ ǿƻǊƭŘ ōǳǘ ǊŜŀƭƛǎŜ ǘƘŜȅ ŀǊŜ ƴƻǘ ǘƘŜ ŎŜƴǘǊŜ ƻŦ ƛǘΣ ǘƻ ǇǊƻǾƛŘŜ 

continual encounters with the real, but also reality checks, and the time to work through and 

understand them (Ibid) (as informal citizenship learning outside of the undemocratic and restricted 
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structure and curriculum of the school allows). 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 the ever-present risk that 

stǳŘŜƴǘǎ ǿƻƴΩǘ ƳŀƪŜ ǎŜƴǎŜ ƻŦ ǘƘŜ ǿƻǊƭŘ ǘƘŜ ǿŀȅ ǘŜŀŎƘŜǊǎΣ ǎŎƘƻƻƭǎ ŀƴŘ ƎƻǾŜǊƴƳŜƴǘ ƛƴǘŜƴŘΦ IƻǿŜǾŜǊΣ 

it is precisely this risk, Biesta (2020c) argues, which education is all about. To eradicate risk (or aim to 

reduce it by imposing a narrow curriculum with specific learning outcomes) is to eradicate (or reduce 

ǘƘŜ ǉǳŀƭƛǘȅ ƻŦύ ŜŘǳŎŀǘƛƻƴΩǎ ŎŀǇŀŎƛǘȅ ǘƻ ƎƛǾŜ ǊƛǎŜ ǘƻ ƛŘŜŀǎ ŀƴŘ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘƘŀǘ ŎƻǳƭŘ ƳŀƪŜ ŀ ŘƛŦŦŜǊŜƴŎŜ 

in the world (or the world we are yet to know) (Ibid; Westheimer, 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 (Noddings, 2005; 2008; 2012; 2015). A vital aspect of 

ǎǘŀŦŦΩǎ ǿƻǊƪ ƛƴ ǎŎƘƻƻƭǎ ƛǎΣ ǘƘŜǊŜŦƻǊŜΣ ǘƻ careΦ bƻŘŘƛƴƎǎ ŘƛǎǘƛƴƎǳƛǎƘŜǎ ōŜǘǿŜŜƴ ΨǾƛǊǘǳŜ ŎŀǊƛƴƎΩ όbƻŘŘƛƴƎǎΣ 

нлмнΣ ǇƎΦттоύ ǿƘŜǊŜ ŀŘǳƭǘǎ ŀǎǎǳƳŜ άǿƘŀǘ ŎƘƛƭŘǊŜƴ ƴŜŜŘ ǘƻ ŀŎƘƛŜǾŜ ǎŀǘƛǎŦŀŎǘƻǊȅ ŀƴŘ ǎŀǘƛǎŦȅƛƴƎ ƭƛǾŜǎέ 

and caǊŜ ŀōƻǳǘ ōǊƛƴƎƛƴƎ ǘƘŀǘ ŀōƻǳǘΣ ŀƴŘ ΨǊŜƭŀǘƛƻƴŀƭ ŎŀǊƛƴƎΩ ǿƘƛŎƘ ƛƴǾƻƭǾŜǎ ǘƘŜ ŎŀǊŜǊ ōŜƛƴƎ ǊŜŎŜǇǘƛǾŜ 

and listening to the cared-ŦƻǊΩǎ expressed wants and interests (Noddings, 2015, pgs.73-4). This relation 

ƛǎ ƻƴƭȅ ŎƻƳǇƭŜǘŜ ǿƘŜƴ ǘƘŜ ŎŀǊŜǊΩǎ ŜŦŦƻǊǘǎ ŀǊŜ ŀŎƪƴƻǿƭŜŘƎŜŘ ōȅ ǘƘŜ ŎŀǊŜŘ-for and is maintained by 

both parties over time through the building of trust and through emotional connection and genuine 

dialogue (Ibid). Whilst, she argues, schools as organisations cannot directly care-for every student 

(though they can care-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 school, lessons or academia at all. Indeed, 

ǘƘŜ ΨǇŀǎǘƻǊŀƭ ŎŀǊŜΩ όaŀǊƭŀƴŘΣ мфтпύ ǿƘƛŎƘ ŦƻǊƳǎ ŀ ŦǳƴŘŀƳŜƴǘŀƭ ǇŀǊǘ ƻŦ ǎŎƘƻƻƭǎ Řŀƛƭȅ ŀŎǘƛǾƛǘƛŜǎΣ ƻŦǘŜƴ 

goes beyond the school gates. Schools have legal obligations to safeguard and protect children (Best, 

2007; Richards, 20муύΦ {ŎƘƻƻƭ ǎǘŀŦŦ ŀǊŜ ƻƴ ǘƘŜ ΨŦǊƻƴǘƭƛƴŜΩ ǿƘŜƴ ƛǘ ŎƻƳŜǎ ǘƻ ǘƘŜ ŎŀǊŜ ƻŦ ŎƘƛƭŘǊŜƴ ŀǎ ǘƘŜƛǊ 

ŎƻƴƴŜŎǘƛƻƴ ǘƻ ŀƴŘ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎ άƛǎ ǎŜŎƻƴŘ ƻƴƭȅ ǘƻ όŀƴŘ ƛƴ ǎƻƳŜ ŎŀǎŜǎ ǎǳǇŜǊƛƻǊ ǘƻύ ǘƘŀǘ 

ƻŦ ǘƘŜ ǇŀǊŜƴǘ ƻǊ ƎǳŀǊŘƛŀƴέ ό.ŜǎǘΣ нллтΣ ǇƎǎΦнпф-250). They may even become involved in offering 

ΨŜŀǊƭȅ ƘŜƭǇΩ ǘƻ ŦŀƳƛƭƛŜǎ ǘƘŀǘ ŀǊŜ ǎǘǊǳƎƎƭƛƴƎ όwƛŎƘŀǊŘǎΣ нлмуύΣ ǘƘǳǎ ŜȄǘŜƴŘƛƴƎ ǘƘŜƛǊ ŎŀǊƛƴƎ ǊŜƳƛǘ ōŜȅƻƴŘ 

individual students. Thus, a climate of caring truly does (and should) underly everything schools do 

(Noddings, 2012). 

{ǘǳŘŜƴǘǎΩ ŜŘǳŎŀǘƛƻƴ ƛǎ όƻŦǘŜƴύ ƳŜŘƛŀǘŜŘ ŀƴŘ ŦŀŎƛƭƛǘŀǘŜŘ ōȅ ŀ ΨǘŜŀŎƘŜǊΩΦ ¢ƘŜ ǉǳŀƭƛǘȅ ƻŦ ǘƘƛǎ ǊŜƭŀǘƛƻƴǎƘƛǇ 

can ultimately determine the quality of education the student receives. Teaching has long been 

considered a professional vocation where teachers exercise autonomy and judgement in what they 

teach (qualification) and how they teach (socialisation) (Biesta, 2015). Teachers also play an important 

ǊƻƭŜ ƛƴ ǎǘǳŘŜƴǘǎΩ ǎǳōƧŜŎǘƛŦƛŎŀǘƛƻƴ ōȅ ŀǘǘŜƳǇǘƛƴƎ άǘƻ ƳƻǾŜ ǘƘŜƳ ōŜȅƻƴŘ ǿƘŀǘ ǘƘŜȅ ŀƭǊŜŀŘȅ ƪƴƻǿ ǘƘŜȅ 

ǿŀƴǘέ όLōƛŘΣ ǇƎΦунύΦ LƴŘŜŜŘΣ CǊŜƛǊŜ όмфтсύ ŀǊƎǳŜŘ ǘƘŀǘ ǘƘŜ ǊƻƭŜ ƻŦ ŜŘǳŎŀǘƻǊǎ ƛǎ ǘƻ ƘŜƭǇ ΨŦǊŜŜΩ ǘƘŜ 

oppressed by engaging in άgenuine dialogueέ and άcreative exchangesέ which enable them to achieve 

ŎƻƴǎŎƛŜƴǘƛǎŀǘƛƻƴ ό.ƭŀŎƪōǳǊƴΣ нлллΣ ǇƎΦуύΦ IƻǿŜǾŜǊΣ ǳƴŘŜǊ ƴŜƻƭƛōŜǊŀƭ ǇǊŜǎǎǳǊŜǎ ǘƻ ǇǊƻǾƛŘŜ ΨŜŦŦŜŎǘƛǾŜΩ 

ŜŘǳŎŀǘƛƻƴΣ ǘŜŀŎƘŜǊǎ ƘŀǾŜ ōŜŜƴ ǊŜŘŜŦƛƴŜŘ ŀǎ ΨŦŀŎǘƻǊǎΩ ǘƻ ōŜ ƛƳǇǊƻǾŜŘ ǊŀǘƘŜǊ ǘƘŀƴ ǇǊƻŦŜǎǎƛƻƴŀƭ ƘǳƳŀƴ 

beings who should be able ǘƻ ŜȄŜǊŎƛǎŜ ŀǳǘƻƴƻƳȅ ŀƴŘ ƧǳŘƎŜƳŜƴǘ ǿƘŜƴ ƛǘ ŎƻƳŜǎ ǘƻ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎΩ 
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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 achieve the ΨƴŜŎŜǎǎŀǊȅΩ ǉǳŀƭƛŦƛŎŀǘƛƻƴǎ όDƛǊƻǳȄΣ нлмлΣ 

ǇƎΦтмсύΦ ¢ŜŀŎƘƛƴƎ ŀƭǎƻ ƛƴǾƻƭǾŜǎ ŎŀǊƛƴƎ ŦƻǊ ŎƘƛƭŘǊŜƴΩǎ ǎƻŎƛŀƭΣ ŜƳƻǘƛƻƴŀƭΣ ŀƴŘ ƳŜƴǘŀƭ ǿŜƭƭ-being, 

supporting them to become informed citizens who are self-reflective about public issues, who have a 

voice in their communities 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 reducing these relationships between 

teacher and student to mere transactions, neoliberalism threatens both teacher recruitment and 

retention and damages other educational purposes fundamental to the well-being of individuals, and 

society. 

It Ŏŀƴ ōŜ ŀǊƎǳŜŘ ǘƘŀǘ ǎǳǇǇƻǊǘƛƴƎ ǿŜƭŦŀǊŜ ƛǎ ŀƴ ŜŘǳŎŀǘƛƻƴŀƭ ǇǳǊǇƻǎŜ ōŜŎŀǳǎŜ ŀ ǎǘǳŘŜƴǘΩǎ ǿŜƭŦŀǊŜ ǿƛƭƭ 

impact on their qualification, socialisation and 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 working classes, 

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

skills, 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 

ƘŀǾŜ ōŜŜƴ ƛƴ ǘƘŜ ƛƴǘŜǊŜǎǘǎ ƻŦ ǘƘƻǎŜ ǘƘŜȅ ŀƛƳŜŘ ǘƻ ΨŜŘǳŎŀǘŜΩύШыKendall and Knapp, 1996). Today, the 

welfare role of schools is perhaps even more important as funding cuts reduce the availability and 

ŀŎŎŜǎǎ ǘƻ ƻǘƘŜǊ ŎƘƛƭŘǊŜƴΩǎ ǎŜǊǾƛŎŜǎ ŦƻǊ ǘƘƻǎŜ Ƴƻǎǘ ƛƴ ƴŜŜŘ ƛƴ ǘƘŜ ŎƻƳƳǳƴƛǘƛŜǎ ǘƘŜȅ ǎŜǊǾŜ όYŜƭƭȅ Ŝǘ ŀƭΣ 

2018; Baker, 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 what schools 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 (Lambie-Mumford and Sims, 2018). But as well as caring for 

children, schools can also be places of care for the parents themselves, 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 after-school care. 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 scholars, such as Calvert (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 non-professional staff, and is not allocated the time or resources it needs and deserves 

(Ibid). Such concerns reflect the theme prevalent in the literature on educational purpose, that 

ŀŎŀŘŜƳƛŎ ŀŎƘƛŜǾŜƳŜƴǘ ƛǎ ƛƴŎǊŜŀǎƛƴƎƭȅ ǾŀƭǳŜŘ ƻǾŜǊ ŀƴŘ ŀōƻǾŜ ŀ ǎŎƘƻƻƭΩǎ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ǘƻ ŎŀǊŜ ŦƻǊ 

students (Best, 2014; Noddings, 2015) and failures to recognise that this care underpins the success 

of any other educational purpose. 

¢ƘŜ ŜŦŦŜŎǘ ƻŦ ǘƘŜ ŎƻǊƻƴŀǾƛǊǳǎ ǇŀƴŘŜƳƛŎ ƻƴ ŜŘǳŎŀǘƛƻƴ Ƙŀǎ ōŜŜƴ ŎŀƭƭŜŘ ǘƘŜ άǿƻǊǎǘ ŜŘǳŎŀǘƛƻƴ ŎǊƛǎƛǎ ƻƴ 

ǊŜŎƻǊŘέ ό¢ƘŜ ²ƻǊƭŘ .ŀƴƪΣ ¦b9{/hΣ ŀƴŘ ¦bL/9CΣ нлнмΣ ǇƎΦпύΦ CǊƻƳ ǘƘŜ ƻōǾƛƻǳǎ ƭŜŀǊƴƛƴƎ ƭƻǎǎŜǎΣ ǘƘŜ 
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consequences of the pandemic on child and youth mental health itself constitutes a άcrisis within a 

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

Ǉƭŀȅ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ƭƛǾŜǎ ōŜȅƻƴŘ ŀŎŀŘŜƳƛŎ ŀǘǘŀƛƴƳŜƴǘ όŀǎ ǎƛǘŜǎ ƻŦ ǎƻŎƛŀƭƛǎŀǘƛƻƴΣ ǎŀŦŜǘȅΣ ŀƴŘ ŎŀǊŜύ ōǳǘ ŀƭǎƻ 

to appreciate the complex task facing school staff. Care became even more difficult during COVID-19 

as not only were children (and staff) facing the fears, challenges and restrictions of a dangerous virus, 

but ŘƛǎǊǳǇǘƛƻƴ ǘƻ Řŀƛƭȅ ǊƻǳǘƛƴŜǎ ŀƴŘ ǘƘŜ ŎƭƻǎǳǊŜ ƻŦ ǎŎƘƻƻƭǎ ƳŜŀƴǘ άŀ ƭŀŎƪ ƻŦ ŀŎŎŜǎǎ ǘƻ ǘƘŜ ǊŜǎƻǳǊŎŜǎ 

ǘƘŜȅ ǳǎǳŀƭƭȅ ƘŀǾŜ ǘƘǊƻǳƎƘ ǎŎƘƻƻƭǎέ (Ibid). This had serious consequences for the development of 

language and socialisation skills, coping with mental health, and experiences (or exacerbation) of 

abuse, bereavement and poverty at home (Lee, нлнлύΦ CƻǊ ƳŀƴȅΣ ΨŎŀǊŜΩ ƘŀŘ ǘƻ ǘŀƪŜ ǇƭŀŎŜ ƻƴƭƛƴŜ, but 

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 Poncela et 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 sought to priƻǊƛǘƛǎŜ άǘƘŜ ǿŜƭƭōŜƛƴƎ ƻŦ ǘƘŜƛǊ ǎǘǳŘŜƴǘǎ ƻǾŜǊ ǘƘŜ ŀŎŀŘŜƳƛŎ 

ǘŜŀŎƘƛƴƎ ƻŦ ŎƻƴǘŜƴǘέ ǊŜŎƻƎƴƛǎƛƴƎ ǘƘƛǎ ǿŀǎ ǿƘŀǘ ǎǘǳŘŜƴǘǎ ƴŜŜŘŜŘ ŀƴŘ ǿŀƴǘŜŘ ŘǳǊƛƴƎ ǎǳŎƘ 

unprecedented conditions as a global pandemic (Ibid, 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 pandemic, well-being and 

psychological support must be the focus in education going forward (Purdy, 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 overlap and 

depend on each other. These 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 individual and the 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. A key 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 

(as outlined in Chapter 2) is the change in the role parents are expected to play. Neoliberal discourse 

and policies have resulted in what Reay (2008, pg.645) calls the άresponsibilisation of parentsέ. They 

ŀǊŜ ƴƻǿ ǊŜǎǇƻƴǎƛōƭŜ ŦƻǊ ΨŎƘƻƻǎƛƴƎΩ ǿƘŀǘ ǎŎƘƻƻƭ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ Ǝƻ ǘƻΣ ŦƻǊ ΨŎƘƻƻǎƛƴƎΩ Ƙƻǿ ǘƘŜȅ ŀǊŜ ƎƻƛƴƎ 

ǘƻ ōŜ ƛƴǾƻƭǾŜŘ ƛƴ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ŦƻǊ ƘƻƭŘƛƴƎ ǎŎƘƻƻƭǎ ǘƻ ŀŎŎƻǳƴǘ ǘƘǊƻǳƎƘ ǘƘƻǎŜ ŎƘƻƛŎŜǎΦ 

!ǎ ƎƻǾŜǊƴƳŜƴǘ ŀƴŘ ƭƻŎŀƭ ŀǳǘƘƻǊƛǘƛŜǎ ǿƛǘƘŘǊŀǿ ŦǊƻƳ ŜŘǳŎŀǘƛƻƴ Ψƻƴ-the-ƎǊƻǳƴŘΩΣ ǳƴŘŜǊ ŀ ǊƘŜǘƻǊƛŎ ƻŦ 

greater autonomy, freedom, and empowerment (Ibid), parents have no choice but to choose and are 

held responsible for those choices (Olmedo and Wilkins, 2017), both individually, for their own child, 

but also collectively for improving schools and raising standards overall (Reay, 2008). The role of 

parents in neoliberal education is now so fundamental that Brown (1990, pg.66) argues it has created 

a parentocracy άǿƘŜǊŜ ŀ ŎƘƛƭŘΩǎ ŜŘǳŎŀǘƛƻƴ ƛǎ ƛƴŎǊŜŀǎƛƴƎƭȅ ŘŜǇŜƴŘŜƴǘ ǳǇƻƴ ǘƘŜ ǿŜŀƭǘƘ ŀƴŘ ǿƛǎƘŜǎ ƻŦ 

ǇŀǊŜƴǘǎΣ ǊŀǘƘŜǊ ǘƘŀƴ ǘƘŜ ŀōƛƭƛǘȅ ŀƴŘ ŜŦŦƻǊǘǎ ƻŦ ǇǳǇƛƭǎέΦ !ƴŘ ōŜŎŀǳǎŜ άōƻǘƘ ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ 

ǎŎƘƻƻƭƛƴƎ ŀƴŘ ǇŀǊŜƴǘŀƭ ŎƘƻƛŎŜ ŀǊŜ ŎƭŀǎǎŜŘΣ ΨǊŀŎŜŘΩΣ ŀƴŘ ƎŜƴŘŜǊŜŘ ǇǊƻŎŜǎǎŜǎέ όwŜŀȅΣ нллуΣ ǇƎΦспоύΣ 



 

ΟΦ 
 

already privileged children are much more likely to succeed in education than their disadvantaged 

peersΦ tŀǊŜƴǘǎ ƘŀǾŜ ŀ ƪŜȅ ǊƻƭŜ ǘƻ Ǉƭŀȅ ƛƴ ǘƘŜ ΨƛƴǾƻƭǾŜƳŜƴǘ ŦƻǊ ŀŎƘƛŜǾŜƳŜƴǘΩ όYƛƴƎǎǘƻƴΣ нлнмύ ŜȄǇŜŎǘŜŘ 

in neoliberal education systems, with traditional parenting practices of supporting learning at home 

intensified and formalised in Home-School agreements (Crozier and Reay, 2005). A consequence of 

increased emphasis on parent-ǘŜŀŎƘŜǊ ŎƻƭƭŀōƻǊŀǘƛƻƴ ƛǎ ǘƘŜ άŎƻƭƻƴƛǎŀǘƛƻƴ ƻŦ ǘƘŜ ƘƻƳŜ ōȅ ǘƘŜ ǎŎƘƻƻƭέ 

and a blurring of boundaries between the two (Reay, 2008, pgs.641-2). Indeed, 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 home is increasingly becoming 

ǇǳōƭƛŎƭȅ ǊŜƎǳƭŀǘŜŘ ŀƴŘ ƧǳŘƎŜŘΦ IƻǿŜǾŜǊΣ ƴŜƻƭƛōŜǊŀƭƛǎŀǘƛƻƴ Ƙŀǎ ŎǊŜŀǘŜŘ άŀ ŘƛǎŎƻǳǊǎŜ ƻŦ ǇŀǊŜƴǘƛƴƎ ƛƴ 

which gendered, racialised and classed notions of parent are not acknowledged, rendering inequalities 

ŜȄƛǎǘƛƴƎ ōŜǘǿŜŜƴ ǇŀǊŜƴǘǎ ƛƴǾƛǎƛōƭŜέ (Reay, 2008, pg.643). This section will now explore the large body 

of literature which has attempted to address this. 

 

DŜƴŘŜǊ ŀƴŘ ΨǘƘŜ CƻǳǊǘƘ {ƘƛŦǘΩ 

One of the biggest societal changes since the second half of the 20th century has been the increasing 

ƴǳƳōŜǊǎ ƻŦ ǿƻƳŜƴ ŜƴǘŜǊƛƴƎ ǘƘŜ ƭŀōƻǳǊ ƳŀǊƪŜǘ ŀƴŘ ǘƘŜ ŀǎǎƻŎƛŀǘŜŘ ŘŜŎƭƛƴŜ ƻŦ ǘƘŜ ΨƳŀƭŜ ōǊŜŀŘǿƛƴƴŜǊΩ 

ŦŀƳƛƭȅ ƳƻŘŜƭ όǿƘŜǊŜ ƳŜƴ ŜŀǊƴ ŀƴŘ ǿƻƳŜƴ ŎŀǊŜύ ƛƴ ŦŀǾƻǳǊ ƻŦ ŀ Řǳŀƭ ŜŀǊƴŜǊ ƻǊ ΨŀŘǳƭǘ ǿƻǊƪŜǊΩ ŦŀƳƛƭȅ 

model (where all adults enter the labour market) (Lewis, 1992; 2001). In reality, however, the male 

breadwinner model was only ever an ideology (Lewis, 1997ύ ŀƴŘ Ƴƻǎǘ 9ǳǊƻǇŜŀƴ ŎƻǳƴǘǊƛŜǎ ƘŀǾŜ ŀ ΨƻƴŜ-

and-a-ƘŀƭŦ ŜŀǊƴŜǊΩ ŦŀƳƛƭȅ ƳƻŘŜƭ ǿƘŜǊŜ ƳŜƴ ǿƻǊƪ Ŧǳƭƭ-time, and women work part-time whilst also 

taking on the majority of the care work (Lewis, 2001; Chung, 2022). 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 home (Ibid). 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) 

ǘƘŜ Ƴƻǎǘ ƛƴǾƻƭǾŜŘ ƛƴ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ǎŎƘƻƻƭƛƴƎ όwŜŀȅΣ мффуΤ нллпb) as part of their (unpaid) care 

work, while άŦŀǘƘŜǊǎ ŀǊŜ ƳƻǊŜ ƭƛƪŜƭȅ ǘƻ ōŜ ΨƘŜƭǇƛƴƎ ƘŀƴŘǎΩέ όwŜŀȅΣ нллуΣ ǇƎΦспоύ ǿƘƻ ŘƛǇ ƛƴ ŀƴŘ ƻǳǘ ƻŦ 

care whilst their paid work takes primacy. This differential allocation of work between men and 

women, and mothers and fathers is known in the social ǎŎƛŜƴŎŜǎ ŀǎ ǘƘŜ ΨƎŜƴŘŜǊŜŘ ŘƛǾƛǎƛƻƴ ƻŦ ƭŀōƻǳǊΩΦ 

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

Ƙƻǿ ǎƻŎƛƻƭƻƎƛǎǘǎ ǳƴŘŜǊǎǘŀƴŘ ΨƎŜƴŘŜǊΩΦ ²Ŝǎǘ ŀƴŘ ½ƛƳƳŜǊƳŀƴ όмфутύ ŎƻƴŎŜǇǘǳŀƭƛǎŜ ƎŜƴŘŜǊ ŀǎ ŀ 

routine, methodical and recurring accomplishment embedded in everyday situated interactions which 

ƎƛǾŜ ǘƘŜ ƛƳǇǊŜǎǎƛƻƴ ƻŦ ŜǎǎŜƴǘƛŀƭ ƳŀǎŎǳƭƛƴŜ ŀƴŘ ŦŜƳƛƴƛƴŜ ΨƴŀǘǳǊŜǎΩΦ DŜƴŘŜǊ ǊŜƭƛŜǎ ƻƴ ƛƴŘƛǾƛŘǳŀƭǎ ōŜƛƴƎ 

ΨŀŎŎƻǳƴǘŀōƭŜΩ ς ŀƭƛƎƴƛƴƎ άƻǳǊ ōŜƭƛŜŦǎΣ ƻǳǊ ōŜƘŀǾƛƻǳǊΣ ŀƴŘ ƻǳǊǎŜƭǾŜǎ ǘƻ ǘƘŜ Ǉƻǎǎƛōƛƭƛǘȅ ƻŦΧ ŜǾŀƭǳŀǘƛƻƴέ 

(Fenstermaker ŀƴŘ ²ŜǎǘΣ нллнΣ ǇƎΦнмоύ ōȅ ƻǘƘŜǊǎ άƛƴ ƭƛƎƘǘ ƻŦ ƴƻǊƳŀǘƛǾŜ ŎƻƴŎŜǇǘƛƻƴǎ ƻŦ ŀǘǘƛǘǳŘŜǎ ŀƴŘ 

ŀŎǘƛǾƛǘƛŜǎ ŀǇǇǊƻǇǊƛŀǘŜ ŦƻǊ ƻƴŜΩǎ ǎŜȄ ŎŀǘŜƎƻǊȅέ ό²Ŝǎǘ ŀƴŘ ½ƛƳƳŜǊƳŀƴΣ мфутΣ ǇƎΦмнтύΦ ²Ŝ ŀǊŜ ŀƭǿŀȅǎ 

ΨŘƻƛƴƎΩ ƎŜƴŘŜǊ ƛƴ ǘƘŜ ǎŜƴǎŜ ǘƘŀǘ ǿŜ ŀǊŜ ŀƭǿŀȅǎ ǳƴŎƻƴǎŎƛƻǳǎƭȅ ŀǿŀǊŜ ǘƘŀǘ ǿe are being evaluated on 

how we conform to ideologies of essential male or female ways of being (Ibid; 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 doing ƎŜƴŘŜǊ ƛǎ ǘƘŜ ƭŜƎƛǘƛƳŀǘƛƻƴ ƻŦ άƻƴŜ ƻŦ ǘƘŜ Ƴƻǎǘ ŦǳƴŘŀƳŜƴǘŀƭ ŘƛǾƛǎƛƻƴǎ 

ƻŦ ǎƻŎƛŜǘȅέ ς that which exists between men and women (West and Zimmerman, 1987, pg.126). 

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

for, and enacted in situated conduct (West and Zimmerman, 2009). Adkins and Skeggs (2004) have 

developed the work of Pierre Bourdieu to argue that gender is simultaneously an important part of 

Ƙŀōƛǘǳǎ όάǎȅǎǘŜƳǎ ƻŦ ŘǳǊŀōƭŜΣ ǘǊŀƴǎǇƻǎŀōƭŜ ŘƛǎǇƻǎƛǘƛƻƴǎ ώΧϐ that people carry with them that shapes 
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ǘƘŜƛǊ ŀǘǘƛǘǳŘŜǎΣ ōŜƘŀǾƛƻǳǊǎ ŀƴŘ ǊŜǎǇƻƴǎŜǎ ǘƻ ƎƛǾŜƴ ǎƛǘǳŀǘƛƻƴǎέ ό²Ŝōō et al, 2002, pg.114)) and a social 

category that structures social fields. This can be seen in the field of work which is structured by the 

gendered division of labour (Chung, 2022).  

When women enter paid work, they face 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 its expansion in the 

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 

άŀǎǎƛƎƴǎ ǿƻƳŜƴ ǘƻ ǘƘŜ ŎŀǊŜ ƻŦ ōƻŘƛŜǎ ŀƴŘ ǘƘŜ ǎǇŀŎŜǎ ǘƘŜȅ ƛƴƘŀōƛǘέΦ LƴŘŜŜŘΣ tŜǘǘƛƴƎŜǊ όнлмфύ ŀǊƎǳŜǎ 

ǘƘŀǘ ŎŀǊŜ ǿƻǊƪ ƛǎ ƴŀǘǳǊŀƭƛǎŜŘ ŀǎ ǿƻƳŜƴΩǎ ǿƻǊƪΦ ¢ƘǳǎΣ ǿƻƳŜƴ ŀǊŜ ŜȄǇŜŎǘŜŘ to and can most likely be 

ŦƻǳƴŘ ƛƴ Ƨƻōǎ ǊŜǉǳƛǊƛƴƎ ΨŎŀǊŜΩ ς of strangers, or their own families. Such work requires emotional and 

ŀŦŦŜŎǘƛǾŜ ƭŀōƻǳǊΣ άǘƘŜ ƳŀƴŀƎŜƳŜƴǘ ƻŦ ŦŜŜƭƛƴƎ ǘƻ ŎǊŜŀǘŜ ŀ ǇǳōƭƛŎƭȅ ƻōǎŜǊǾŀōƭŜ ŦŀŎƛŀƭ ŀƴŘ ōƻŘƛƭȅ ŘƛǎǇƭŀȅΧ 

[which] produces the prƻǇŜǊ ǎǘŀǘŜ ƻŦ ƳƛƴŘ ƛƴ ƻǘƘŜǊǎέ όIƻŎƘǎŎƘƛƭŘΣ мфуоΣ ǇƎΦтύΣ ŀŜǎǘƘŜǘƛŎ ƭŀōƻǳǊΣ άthe 

mobilisation, development and commodification of embodied dispositionsέ (Witz et al, 2003, pg.37) 

ŀƴŘ ΨƳƻƻŘ ǿƻǊƪΩΤ ǘƘŜ ƭŀōƻǳǊ ǘƘŀǘ ŎǊŜŀǘŜǎ ŀǘƳƻǎǇƘŜǊŜ ŀƴŘ ƛǎ ǎŜƴǎƛǘƛǾŜ ǘƻ ŜȄǇŜǊƛŜƴŎŜ ŀƴŘ ŦŜŜƭƛƴƎ 

(Highmore and Taylor, 2014). Women are perceived to be best suited to performing this labour. From 

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

depending on their gender they receive differenǘ ŜƳƻǘƛƻƴŀƭ ΨǘǊŀƛƴƛƴƎΩΣ ŀƴŘ ƎƛǊƭǎ ƭŜŀǊƴ ǘƻ άƳŀƪŜ ŀ 

ǊŜǎƻǳǊŎŜ ƻǳǘ ƻŦ ŦŜŜƭƛƴƎέ ƛƴ ǘƘŜ ŀōǎŜƴŎŜ ƻŦ ŀŎŎŜǎǎ ǘƻ ƻǘƘŜǊ ǊŜǎƻǳǊŎŜǎ ƛƴ ǇŀǘǊƛŀǊŎƘŀƭ ǎƻŎƛŜǘȅ όIƻŎƘǎŎƘƛƭŘΣ 

1983, pg.163). Hochschild (1983, pg.164) refers to this as άthe great transmutationέ 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 skills required in these fields call for an enactment of 

ΨŜǎǎŜƴǘƛŀƭΩ ŦŜƳƛƴƛƴŜ ǉǳŀƭƛǘƛŜǎ ŀƴŘ ǿƻƳŜƴΩǎ ǇǊŜǎŜƴŎŜ όŀƴŘ ƳŜƴΩǎ ŀōǎŜƴŎŜύ ƛƴ ǘƘŜǎŜ ŦƛŜƭŘǎ ǊŜƛƴŦƻǊŎŜ ǘƘŜ 

ƛŘŜŀ ǘƘŀǘ ǿƻƳŜƴ ŀǊŜΣ ōȅ ǘƘŜƛǊ ǾŜǊȅ ƴŀǘǳǊŜΣ ΨŜǎǎŜƴǘƛŀƭƭȅΩ ǎǳƛǘŜŘ ǘƻ ŎŀǊƛƴƎ ǊƻƭŜǎ (Ibid). 

CǳǊǘƘŜǊƳƻǊŜΣ ǿƘŜƴ ǿƻƳŜƴ Řƻ ŜƴǘŜǊ ǘƘŜ ǊŜŀƭƳ ƻŦ ǇŀƛŘ ǿƻǊƪ όǘƘŜƛǊ ΨŦƛǊǎǘ ǎƘƛŦǘΩύΣ ǘƘŜȅ ƻŦǘŜƴ ŜƴŘ ǳǇ 

taking on what Hochschild and Machung (1989ύ Ŏŀƭƭ ŀ ΨǎŜŎƻƴŘ ǎƘƛŦǘΩ ς unpaid domestic labour and care 

work at home, alongside paid employment in the public sphere. Consequently, they argue that there 

Ƙŀǎ ōŜŜƴ ŀ ΨǎǘŀƭƭŜŘ ǊŜǾƻƭǳǘƛƻƴΩ όLōƛŘΤ IƻŎƘǎŎƘƛƭŘΣ мфуоΤ мффтύΦ ²ƻƳŜƴ ƘŀǾŜ ŜƴǘŜǊŜŘ ǘƘŜ ǿƻǊƪǇƭŀŎŜ ƛƴ 

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

ς it is still there for the woman when she gets home (Lewis, 2001; Lewis and Giullari, 2005) ς or if she 

works-from-home (Chung, 2022). Moreover, 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, also have a third 

ǎƘƛŦǘ ƳŀƴŀƎƛƴƎ ǘƘŜ ΨǘƛƳŜ ōƛƴŘΩ ŎǊŜŀǘŜŘ ǿƘŜƴ ǿƻǊƪ ōŜŎƻƳŜǎ ƘƻƳŜΣ ŀƴŘ ƘƻƳŜ ōŜŎƻƳŜǎ ǿƻǊƪ 

(Hochschild, 1997). This third shift requires the management of the emotional demands created by 

ǿƻƳŜƴΩǎ ƛƴŎǊŜŀǎŜŘ ǘƛƳŜ ƛƴ ǘƘŜ ǿƻǊƪǇƭŀŎŜΣ ŎŀƭƭƛƴƎ ŦƻǊ ǘƘŜ ǇŜǊŦƻǊƳŀƴŎŜ ƻŦ ŜƳƻǘƛƻƴŀƭ ƭŀōƻǳǊ ƛƴ ǘƘŜ 

home (Fielding-Singh and Cooper, 2023). Men are perceived as less skilled in this area. Gillies (2006, 

ǇƎΦнусύ ŦƻǳƴŘ ǘƘŀǘ ǿƘŜƴ ŦŀǘƘŜǊǎ ǎŀǿ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ ƛƴ ŜƳƻǘƛƻƴŀƭ ŘƛǎǘǊŜǎǎΣ ǘƘŜȅ ŎƻǳƭŘƴΩǘ ƳŀƴŀƎŜ ǘƘŜƛǊ 

own emotions (Hochschild, 1983) to find solutions to the issues their children faced as well as their 

female partners could. As a mother in Hays (1996, pg.102) ǎǘǳŘȅ Ǉǳǘ ƛǘΤ άIŜ ώƘŜǊ ƘǳǎōŀƴŘϐ ƘŀǎƴΩǘ ōŜŜƴ 

ŜŘǳŎŀǘŜŘ ŀǎ ŀ ƳƻǘƘŜǊΧ ǿŜ ώǿƻƳŜƴϐ ǿŜǊŜ ǘǊŀƛƴŜŘ ǘƻ ǎŜŜ ǿƘŀǘ ƻǘƘŜǊ ǇŜƻǇƭŜΩǎ ƴŜŜŘǎ ŀǊŜΦ ¸ƻǳΩǊŜ 

ǘǊŀƛƴŜŘ ƛƴ ǘŀƪƛƴƎ ŎŀǊŜέΦ ¢Ƙƛǎ ǎǳǇǇƻǊǘǎ IƻŎƘǎŎƘƛƭŘΩǎ όмфуоύ ŀǊƎǳƳŜƴǘ ǘƘŀǘ ǿƻƳŜƴ ŀǊŜ ƴƻǘ ƻƴƭȅ ŜȄǇŜŎǘŜŘ 

to perform emotionaƭ ƭŀōƻǳǊ ŀƴŘ ŀǊŜ ΨǘǊŀƛƴŜŘΩ ŦǊƻƳ ŎƘƛƭŘƘƻƻŘ ǘƻ Řƻ ǎƻΣ ōǳǘ ǘƘŀǘ ǘƘŜ ǊŜǾŜǊǎŜ ƛǎ Ŝǉǳŀƭƭȅ 



 

ΠΝ 
 

true; men are not expected to perform emotional labour and are not trained to. Thus, the third shift 

ŎǊŜŀǘŜŘ ōȅ ǘƘŜ ΨǘƛƳŜ ōƛƴŘΩ Ŧŀƭƭǎ ǘƻ ǿƻƳŜƴΣ ƛƴŎǊŜŀǎƛƴƎ ǘƘŜ ǾƻƭǳƳŜ ƻŦ ǿƻǊƪ ǘƘŜȅ ǳƭǘƛƳŀǘŜƭȅ ǳƴŘŜǊǘŀƪŜ 

(Fielding-Singh and Cooper, 2023). 

Due to the ideology of intensive mothering (Hays, 1996, pgs.145-сύΣ ƳƻǘƘŜǊǎ ǿƘƻ ŦŜŜƭ άǇǳǎƘŜŘ ŀƴŘ 

ǇǳƭƭŜŘ ƛƴ ǘǿƻ ŘƛǊŜŎǘƛƻƴǎέ όƘƻƳŜ ŀƴŘ ǿƻǊƪύΣ ƧǳǎǘƛŦȅ ǘƘŜƛǊ ŎƘƻƛŎŜǎ ōȅ ŜȄǇƭŀƛƴƛƴƎ ǘƘŜ ǊŜŀǎƻƴǎ ǘƘŜȅ ŀǊŜ 

όǎǘƛƭƭύ ΨƎƻƻŘ ƳƻǘƘŜǊǎΩΦ hƴŜ ǿŀȅ ƛƴ ǿƘƛŎƘ ǿƻƳŜƴ Ŏŀƴ ŜƴŀŎǘ ǘƘis cultural ideal is through involvement in 

ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ŜŘǳŎŀǘƛƻƴΦ Lƴ ǘƘƛǎ ŦƛŜƭŘΣ .ƻǳǊŘƛŜǳΩǎ όмфусύ ŎƻƴŎŜǇǘǳŀƭƛǎŀǘƛƻƴ ƻŦ ǘƘŜ ǊƻƭŜ ƻŦ ΨŎŀǇƛǘŀƭǎΩ 

in navigating social environments and situations (Webb et al, 2002) has been used to develop the 

concept ƻŦ ΨŜƳƻǘƛƻƴŀƭ ŎŀǇƛǘŀƭΩ ǘƻ ŜȄǇƭŀƛƴ ǿƘȅ ŀƴŘ Ƙƻǿ ƳƻǘƘŜǊǎ ŀǊŜ ǇŜǊŎŜƛǾŜŘ ǘƻ ōŜ ōŜǎǘ ǎǳƛǘŜŘ ǘƻΣ ŀǊŜ 

ŜȄǇŜŎǘŜŘ ǘƻ ŀƴŘ ƛƴŘŜŜŘΣ ŦŜŜƭ ǘƘŜȅ ǎƘƻǳƭŘ ǘŀƪŜ ǊŜǎǇƻƴǎƛōƛƭƛǘȅ ŦƻǊΣ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴ όwŜŀȅΣ нлллΤ 

нллпύΦ Ψ9Ƴƻǘƛƻƴŀƭ ŎŀǇƛǘŀƭΩ ƛǎ ŘŜŦƛƴŜŘ ŀǎ άŜƳƻǘƛƻƴŀƭ ƛƴǾŜstments made by parents as part of their desire 

ǘƻ ǇǊƻƳƻǘŜ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ώŜƳƻǘƛƻƴŀƭϐ ǿŜƭƭ-ōŜƛƴƎ ŀƴŘ ǇǊƻǎǇŜŎǘǎέ όDƛƭƭƛŜǎΣ нллсΣ ǇƎΦнурύΦ IƻǿŜǾŜǊΣ 

Reay (2000; 2004b) emphasises that emotional capital is a gendered resource ς mothers are more 

likely to posǎŜǎǎ ǘƘŜ άŜƳƻǘƛƻƴŀƭ ǎƪƛƭƭǎΣ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ŜȄǇŜǊƛŜƴŎŜǎέ ǿƘƛŎƘ ƳŀƪŜ ǳǇ ŜƳƻǘƛƻƴŀƭ ŎŀǇƛǘŀƭ 

όhΩ.ǊƛŜƴΣ нллуΣ ǇƎΦмотύΦ [ŜƛŘƴŜǊ όнллсΣ ǇƎǎΦпоп-6) argues that work is linked to ideas of gender identity 

ŀƴŘ ƛǎ άŎŜƴǘǊŀƭ ōƻǘƘ ǘƻΧ ǎŜƭŦ-identity and to the identity otheǊǎ ŀǎŎǊƛōŜ ǘƻ ώǳǎϐέΦ ¢ƘǳǎΣ ŜƴƎŀƎƛƴƎ ƛƴ 

emotion work in education is linked to mothers self-ƛŘŜƴǘƛǘȅ ŀǎ ΨƎƻƻŘ ƳƻǘƘŜǊǎΩ ŀƴŘ ŜƴŀōƭŜǎ ǘƘŜƳ ǘƻ 

ǇƻǊǘǊŀȅ ǘƻ ƻǘƘŜǊǎ ǘƘŀǘ ǘƘŜȅ ŀǊŜ ΨƎƻƻŘ ƳƻǘƘŜǊǎΩ όIƻƭƭƻǿŀȅ ŀƴŘ Pimlott-Wilson, 2013), gaining the status 

ƻŦ ŎƻƴŦƻǊƳƛƴƎ ǘƻ ǘƘŜ ŎǳƭǘǳǊŀƭ ƛŘŜƻƭƻƎȅ ƻŦ ƛƴǘŜƴǎƛǾŜ ƳƻǘƘŜǊƛƴƎ όIŀȅǎΣ мффсΤ hΩ.ǊƛŜƴΣ нллуύΦ ¢ƘǳǎΣ 

involvement can be a form of symbolic capital mothers can use in the environment of the school to 

further the interests and priorities of their children and to justify their own choices to engage in paid 

employment or to be a full-time mum. In fact, mothers invest so much time and energy in their 

ŎƘƛƭŘǊŜƴΩǎ ǎŎƘƻƻƭƛƴƎ ǘƘŀǘ Iƻƭƭƻǿŀȅ ŀƴŘ tƛƳƭƻǘǘ-Wilson (2013) have argued it constiǘǳǘŜǎ ŀ ΨŦƻǳǊǘƘ 

ǎƘƛŦǘΩΣ ƛƴǾƻƭǾƛƴƎ ŎƻƴǎƛŘŜǊŀōƭŜ ŜƳƻǘƛƻƴŀƭ ŎƻƳǇƭŜȄƛǘȅΣ ǘƛƳŜ ǇƻǾŜǊǘȅ ŀƴŘ ǇƘȅǎƛŎŀƭ ŜȄƘŀǳǎǘƛƻƴΦ IŜŀŘ 

(2020) found that this was becoming even more intense with the increased use of digital technologies, 

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

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

required. 

{ƻ ǿƘŜǊŜ ŀǊŜ ǘƘŜ ŦŀǘƘŜǊǎ ƛƴ ǘƘƛǎ ƭƛǘŜǊŀǘǳǊŜΚ DǊŜƎƻǊȅ ŀƴŘ aƛƭƴŜǊΩǎ όнлммύ ŎƻƳǇŀǊŀǘƛǾŜ ŀƴŀƭȅǎƛǎ ŦƻǳƴŘ 

that whilst the male breadwinner model has declined since the 1970s in Western countries, new forms 

of masculinity have not yet become culturally dominant. IƻǿŜǾŜǊΣ ŎƻƴŎŜǇǘǎ ǎǳŎƘ ŀǎ ΨƴŜǿΩ ŦŀǘƘŜǊƘƻƻŘΣ 

ΨƛƴǘƛƳŀǘŜΩ ŦŀǘƘŜǊƘƻƻŘ ƻǊ ΨƛƴǾƻƭǾŜŘΩ ŦŀǘƘŜǊƘƻƻŘ ǎǳƎƎŜǎǘǎ ǘƘŜƛǊ ǊƻƭŜ ƛǎ ŎƘŀƴƎƛƴƎ ŀƴŘ ǘƘŜȅ ŀǊŜ ŘƻƛƴƎ ƳƻǊŜ 

with their children, and that masculinity is beginning to expand to include a caring role (Sullivan, 2004; 

Featherstone, 2009; Offer and Kaplan, 2021). And 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 

ŎŜƭŜōǊŀǘŜŘ όƴƻ ƳŀǘǘŜǊ ǿƘŀǘ ŦƻǊƳ ΨƛƴǾƻƭǾŜƳŜƴǘΩ ǘŀƪŜǎύΣ ǿƘŜǊŜŀǎ ŦƻǊ ǿƻƳŜƴ ƛǘ ƛǎ ǘŀƪŜƴ-for-granted that 

they should be good mothers, and they are heavily vilified if they do not appear to be conforming to 

ǘƘƛǎ ŎǳƭǘǳǊŀƭ ƛŘŜŀƭ όCŜŀǘƘŜǊǎǘƻƴŜΣ нллфύΦ aƻǊŜƻǾŜǊΣ ŦŀǘƘŜǊǎ ǘŜƴŘ ǘƻ ǎŜƭŜŎǘ ǘƘŜ ΨŦǳƴΩ ǘŀǎƪǎ ǎǳŎƘ ŀǎ ǘŀƪƛƴƎ 

children on days out, 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 role to ŀŎƘƛŜǾŜ ΨƎƻƻŘ ŦŀǘƘŜǊΩ ǎǘŀǘǳǎ 

ǎǘƛƭƭ ŎŜƴǘǊŜǎ ŀǊƻǳƴŘ ŜŎƻƴƻƳƛŎ ǇǊƻǾƛǎƛƻƴƛƴƎ ό9ƭƭƛƻǘǘ Ŝǘ ŀƭΣ нлмуΤ IƻƘŜǊȊ ŀƴŘ .ǊȅŀƴΣ нлнлύΦ IŜƴȊΩ όнлмфύ 

analysis of time-use data in the UK found that whilst being the economic provider was but one part of 

modern fatherhood, significant gender gaps between specific activities, types of care, and timing of 
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involvement remained and the gaps between fathers of different socio-economic classes were 

widening. Lower socio-economic fathers tended to be involved with their children less than higher 

socio-economic ŦŀǘƘŜǊǎΣ ǿƘƻ ΨǎǇŜŎƛŀƭƛǎŜŘΩ ƛƴ ƛƴǘŜǊŀŎǘƛǾŜ ǊŀǘƘŜǊ ǘƘŀƴ ǇƘȅǎƛŎŀƭ ŎŀǊŜ ŀƴŘ ǿƘƻ ǿŜǊŜ ƳƻǊŜ 

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. Hodkinson and BrookΩǎ όнлнл, 

pg.780) qualitative interviews with fathers who were primary or equal caregivers and used a 

άŘƛǎŎƻǳǊǎŜ ƻŦ ǇŀǊŜƴǘŀƭ ƛƴǘŜǊŎƘŀƴƎŜŀōƛƭƛǘȅέΣ found that ƳƻǘƘŜǊǎ ǿŜǊŜ ǎǘƛƭƭ ǘƘŜ ŜƳƻǘƛƻƴŀƭ ΨƎƻ ǘƻΩΣ ǘƘŜ 

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 

presented a challenge to fathers developing caregiving roles and identities (Ibid). Thus, it appears that 

despite trends towards more involved fatherhood, attitudes do not always translate to actions and 

ǎƻŎƛŜǘȅ Ƙŀǎ ƴƻǘ ȅŜǘ ΨŎŀǳƎƘǘ ǳǇΩΦ aƻǘƘŜǊǎ ŀǊŜ ǎǘƛƭƭ ŜȄǇŜŎǘŜŘ ǘƻ ǘŀƪŜ ƻƴ ŘƻƳŜǎǘƛŎ ŘǳǘƛŜǎ όƛƴŎƭǳŘƛƴƎ 

physical care), overall 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 single-parent households and reconstituted families (Cassidy, 2023; ONS, 2024a; DWP, 2024). 

There has also been the growth in same-sex parent households (Cassidy, 2023). Each of these family 

ŎƻƳǇƻǎƛǘƛƻƴǎ ŜȄǇŜǊƛŜƴŎŜ ŀŘŘƛǘƛƻƴŀƭ ōŀǊǊƛŜǊǎ ǘƻ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ŜŘǳŎŀǘƛƻƴΣ ǿƘŜǘƘŜǊ 

that be lack of time to be involved due to being the sole earner and caregiver or continued stigma 

attached to sexualities and uncertainty over gendered parenting roles in these partnerships (Lindsay 

et al, 2006; Leland, 2017). Thus, paying attention to the different roles fathers and mothers take in 

ǘƘŜƛǊ ƻǿƴ ŎƘƛƭŘόǊŜƴύΩǎ ŜŘǳŎŀǘƛƻƴΣ ŀƴŘ Ƙƻǿ ǘƘƛǎ ǿƻǊƪ ƛǎ ǎƘŀǊŜŘΣ ƛǎ Ǿƛǘŀƭ ƛŦ ǘƘŜ ŎƻƴǘǊƛōǳǘƛƻƴǎ ǇŀǊŜƴǘǎ ƳŀƪŜ 

to the field of education, and the different barriers and expectations they may face are to be fully 

understood. This work is yet to be extended to the field of voluntary work (though see Section 4 below 

for further discussion of parental voluntary work in education) and how this is divided between the 

genders. I 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 

½ƛƳƳŜǊƳŀƴΩǎ όмфутύ ŀǎǎŜǊǘƛƻƴ ǘƘŀǘ ǿŜ ΨŘƻ ƎŜƴŘŜǊΩ ōȅ ŦǳǊǘƘŜǊ ŀǊƎǳƛƴƎ ǘƘŀǘ ǿŜ ΨŘƻ ŘƛŦŦŜǊŜƴŎŜΩΦ hǘƘŜǊ 

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 field of parent-ǎŎƘƻƻƭ ǊŜƭŀǘƛƻƴǎƘƛǇǎ Ƙŀǎ ŘǊŀǿƴ ŜȄǘŜƴǎƛǾŜƭȅ ƻƴ tƛŜǊǊŜ .ƻǳǊŘƛŜǳΩǎ όмфусΤ 

ǿƛǘƘ tŀǎǎŜǊƻƴΣ мфттύ ǿƻǊƪ ŀƴŘ ŀǊƎǳŜǎ ǘƘŀǘ άǇŀǊŜƴǘŀƭ ǎǘǊŀǘŜƎƛŜǎ ǿƛǘƘ ǊŜƎŀǊŘ ǘƻ ŜŘǳŎŀǘƛƻƴ ŀǊŜ ƛƴŦƻǊƳŜŘ 

by the forms and volumes of capitals they possess and their ability to activate those capitals in the 

ŦƛŜƭŘ ƻŦ ǎŎƘƻƻƭƛƴƎέ ό±ƛƴŎŜƴǘΣ нлмтΣ ǇƎΦрпуύΦ /ƻƴǎŜǉǳŜƴǘƭȅΣ ǇŀǊŜƴǘǎ ǿƛǘƘ ƘƛƎƘŜǊ ƭŜǾŜƭǎ ƻŦ ŜŎƻƴƻƳƛŎΣ 

social, and cultural capital are more likely to have the resources and knowledge to ensure their 

children succeed in education (Ball, 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 help with homework and 

ŜƴƎŀƎƛƴƎ ŎƘƛƭŘόǊŜƴύ ƛƴ ǘƘŜ ΨǊƛƎƘǘΩ ŀŦǘŜǊ ǎŎƘƻƻƭ Ŏƭǳōǎ ǘƻ ƳƛȄ ǿƛǘƘ ǘƘŜ ΨǊƛƎƘǘΩ ŎǊƻǿŘǎ ǘƘŀǘ ǿƛƭƭ ƛƳǇŀŎǘ ǘƘŜƛǊ 
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ŎƘƛƭŘόǊŜƴύΩǎ ƻǿƴ ŦǳǘǳǊŜ ŎŀǇƛǘŀƭ ŀŎŎǳƳǳƭŀǘƛƻƴ όŀ ǎǘȅƭŜ ƻŦ ǇŀǊŜƴǘƛƴƎ [ŀǊŜŀǳ όнллоύ Ŏŀƭƭǎ ΨŎƻƴŎŜǊǘŜŘ 

ŎǳƭǘƛǾŀǘƛƻƴΩύΦ  

Furthermore, emotional capital in education discussed earlier is not only gendered but also classed ς 

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 provide (McRae, 2003). Indeed, Gillies (2006, pg.288) 

found that working- and middle-Ŏƭŀǎǎ ƳƻǘƘŜǊǎ ƘŀŘ άŀƭǘŜǊƴŀǘƛǾŜ ǾŀƭǳŜǎ ŀƴŘ ǇǊƛƻǊƛǘƛŜǎέΣ ŎƻƳōƛƴŜŘ ǿƛǘƘ 

differing volumes of social and cultural capital (which interact with emotional capital) which resulted 

in different methods of exercising emotional capital. Whereas middle-class mothers are likely to focus 

on academic success, working-class mothers are more likely to focus on helping their child(ren) 

ΨǎǳǊǾƛǾŜΩ ǎŎƘƻƻƭ. For example, working-class 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 bearable (Ibid). Working-class mothers had lower aspirations and desires surrounding 

ŀŎŀŘŜƳƛŎ ǎǳŎŎŜǎǎ ŀƴŘ ǿŜǊŜ ƳƻǊŜ ƭƛƪŜƭȅ ǘƻ ŜƴƎŀƎŜ ƛƴ ǘƘŜ ŜƳƻǘƛƻƴŀƭ ƭŀōƻǳǊ ƻŦ ǎƻƻǘƘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ 

ŦŜŜƭƛƴƎǎ ƻŦ ŦŀƛƭǳǊŜ ŀƴŘ ǘƻ ǿŀƴǘ ǘƻ ŜƴǎǳǊŜ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ ŀǊŜ ƴƻǘ ΨƭŜŦǘ ōŜƘƛƴŘΩΣ ǿƻǊƪ ƘŀǊŘΣ get on with 

others and stay out of trouble (Ibid). In contrast, middle-class 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 pressures of attaining and retaining high grades (Ibid). Time and emotional 

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

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

όōƻǘƘ ǘƘŜƛǊ ƻǿƴ ŀƴŘ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ) meant that some, especially from lower social classes found 

schools unwelcoming, daunting and even hostile places, which effected their level and type of 

involvement (Gillies, 2006; Holloway and Pimlott-Wilson, 2013). The biggest reason for working-class 

mothers to visit school in Gillies (2006) study was to address concerns over their child being bullied. 

For middle-Ŏƭŀǎǎ ƳƻǘƘŜǊǎΣ ŎƻƴǾŜǊǎŀǘƛƻƴǎ ǿŜǊŜ ƳƻǊŜ ƭƛƪŜƭȅ ǘƻ ōŜ ƻǾŜǊ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ǇǊƻƎǊŜǎǎΦ ¢hus, 

mothers from different classes had very different ways and means of accessing and activating 

ŜƳƻǘƛƻƴŀƭ ŎŀǇƛǘŀƭ ƛƴ ǘƘŜƛǊ ǳƴǇŀƛŘ ŎŀǊŜ ǿƻǊƪ ƛƴ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ǎŎƘƻƻƭƛƴƎΦ 

 

Race, Ethnicity and Capital 

Race and ethnicity also have an important impact on the parent-school relationship. Various 

qualitative 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 even when they 

ŀǊŜ ƻŦ ǘƘŜ ǎŀƳŜ ǎƻŎƛŀƭ Ŏƭŀǎǎ ŀƴŘ ǇƻǎǎŜǎǎ ǎƛƳƛƭŀǊ ŎŀǇƛǘŀƭ ǘƻ ²ƘƛǘŜ ǇŀǊŜƴǘǎΣ ǘƘŜƛǊ ŎŀǇƛǘŀƭ ƛǎ άŘŜǾŀƭǳŜŘΣ 

ǊŜƧŜŎǘŜŘ ŀƴŘ ǘǊŜŀǘŜŘ ŀǎ ƛƭƭŜƎƛǘƛƳŀǘŜέ ōȅ ǎŎƘƻƻƭǎ ό±ƛƴŎŜƴǘ Ŝǘ ŀƭΣ нлмнΣ ǇƎΦорлύΦ !ǎ [ŀǊŜŀǳ όнллоΣ ǇƎΦмфсύ 

argues άpossessingέ capital is not the same as άactivatingέ it, and BME parents can find it difficult to 

Řƻ ǎƻ ƛƴ ǘƘŜ ŦƛŜƭŘ ƻŦ ŜŘǳŎŀǘƛƻƴΦ aƻǊŜƻǾŜǊΣ .ƘƻǇŀƭΩǎ όнлмпύ ƛƴǘŜǊǾƛŜǿǎ ǿƛǘƘ нл .a9 ƳƻǘƘŜǊǎ ƛƴ ǊǳǊŀƭ 

ǎŎƘƻƻƭǎ ƛƴ 9ƴƎƭŀƴŘ ŦƻǳƴŘ ǘƘŀǘ Ƴŀƴȅ ŜȄǇŜǊƛŜƴŎŜŘ ƻǾŜǊǘ ǊŀŎƛǎƳ ŀƴŘ ǎǳǎǇƛŎƛƻƴ ōȅ ǘƘŜ ǎŎƘƻƻƭǎΩ ²ƘƛǘŜ 

communities of parents 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) communities are a key ethnic group that have difficult 

relationships with the education system yet are not often considered in the literature due to often still 

ōŜƛƴƎ ΨǿƘƛǘŜΩ ό.ƘƻǇŀƭΣ нлмуύΦ .ƘƻǇŀƭ όнлмуύ ŀǊƎǳŜǎ ǘƘƛǎ ƛǎ ōŜŎŀǳǎŜ Dw¢ǎ ŜƳōƻŘȅ Ψƴƻƴ-acceptable 

ǿƘƛǘŜƴŜǎǎΩΣ being seen as poor, aggressive and unworthy of recognition, support or full citizenship. 
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Not only are they one of the most disadvantaged of all ethnic groups in terms of housing, health and 

ŜƳǇƭƻȅƳŜƴǘΣ ōǳǘ ǘƘŜȅ ŀƭǎƻ ƘŀǾŜ ǘƘŜ άƭƻǿŜǎǘ ƭŜǾŜƭǎ ƻŦ ŜŘǳŎŀǘƛƻƴŀƭ ŀǘǘŀƛƴƳŜƴǘ ƻŦ ŀƴȅ ŜǘƘƴƛŎ ƎǊƻǳǇέ 

όLōƛŘΣ ǇƎΦомύΦ ¢ƘŜǊŜ ƛǎ ŀ άƎŜƴŜǊŀƭ ƭŀŎƪ ƻŦ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǿithin society [including schools] about their 

ŎǳƭǘǳǊŜ ŀƴŘ ƭƛŦŜǎǘȅƭŜέ ǿƘƛŎƘ ƳŜŀƴǎ ǘƘŀǘ Dw¢ ŦŀƳƛƭƛŜǎ Ŏŀƴ ŦŜŜƭ ǳƴǎŀŦŜΣ ƛƴǎŜŎǳǊŜΣ ŘŜǾŀƭǳŜŘ ŀƴŘ ŜȄŎƭǳŘŜŘ 

from schools (Ibid, pg.41) impacting both attainment and levels of involvement. 

 

SEN Parents2 

SEN parents also 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-tŀǘŜƭ ŀƴŘ 5ŜǾŜŎŎƘƛΩǎ όнлмпύ ǎǳǊvey of parents of children 

ǿƛǘƘ {9b ŦƻǳƴŘ ǘƘŀǘ ΨƴƻǿƘŜǊŜ ǎŜŜƳǎ ǘƻ ŦƛǘΩ ǿƛǘƘ ŎƻƳǇǊƻƳƛǎŜǎ ƘŀǾƛƴƎ ǘƻ ōŜ ƳŀŘŜ ƻƴ ǘƘŜ ǎƻŎƛŀƭ ƻǊ 

ŀŎŀŘŜƳƛŎ ŀǎǇŜŎǘǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴΦ ²Ƙƛƭǎǘ Ƴƻǎǘ Řƻ ŎƘƻƻǎŜ ƳŀƛƴǎǘǊŜŀƳ ǎŎƘƻƻƭΣ ŦŀŎǘƻǊǎ ǎǳŎƘ ŀǎ 

specialist staff and facilities, 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 

ƻǳǘǎƛŘŜ ƻŦ ǘƘŜƛǊ ƭƻŎŀƭ ŎƻƳƳǳƴƛǘƛŜǎ ǘƻ ŦŜŜƭ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ƴŜŜŘǎ ǿould be met. Preece and Lessner 

LiǑtiakovłΩǎ (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 acknowledgement and acceptance of SEN amongst the 

ǎŎƘƻƻƭ ŎƻƳƳǳƴƛǘȅ ŀƴŘ ǘƘŜ ǇƘȅǎƛŎŀƭ ǎǇŀŎŜ ŀǇǇŜŀƭŜŘ ǘƻ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ǎŜƴǎƻǊȅ ƴŜŜŘǎΦ IƻǿŜǾŜǊΣ {9b 

parents in these communities also found that a lack of local infrastructure, services and professionals 

meant they were often housebound 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 by SEN inclusion. Thus, SEN 

parents often feel excluded or experience difficult and complex relationships with schools due to their 

ŎƘƛƭŘǊŜƴΩǎ ƴŜŜŘǎΦ ²Ƙƛƭǎǘ ǘƘŜƛǊ ƛƴǾƻƭǾŜƳŜƴǘ ƳƛƎƘǘ ōŜ ƳƻǊŜ ƛƴǘŜƴǎŜΣ ǘƘƛǎ ƛǎ ƭƛƪŜƭȅ ǘƻ ŎŜƴǘǊŜ ŀǊƻǳƴŘ ǘƘŜ 

specific needs of their child, 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 ŎƘƛƭŘǊŜƴ ό.ǊƻƻƪΣ нлммΤ tǊŜŜŎŜ ŀƴŘ [ŜǎǎƴŜǊ [ƛǑǘƛŀƪƻǾłΣ нлнмύ ŀƴŘ ƛŦ ƭƻŎŀƭ ǎǳǇǇƻǊǘ ǎŜǊǾices outside 

ǘƘŜ ǎŎƘƻƻƭ ŀǊŜ ƭŀŎƪƛƴƎΣ ǘƘƛǎ Ƴŀȅ ǿŜƭƭ ƭƛƳƛǘ {9b ǇŀǊŜƴǘǎ ŎŀǇŀŎƛǘȅ ǘƻ ōŜ ƛƴǾƻƭǾŜŘ ǿƛǘƘ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ 

school. 

 

Typologies of Parental Involvement 

In attempting to understand how parental involvement has evolved over time and alongside policy 

ŎƘŀƴƎŜǎΣ ǎŎƘƻƭŀǊǎ ƘŀǾŜ ŘŜǾŜƭƻǇŜŘ ǘȅǇƻƭƻƎƛŜǎ ƻŦ ƛƴǾƻƭǾŜƳŜƴǘ ǘƻ ƛƭƭǳǎǘǊŀǘŜ ŀƴŘ ŜȄǇƭŀƛƴ ǇŀǊŜƴǘǎΩ 

positions in relation to schools (see Table 1 below). Historically, parental 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 

even been argued ǘƻ ŜȄǘŜƴŘ ǘƻ ΨŎƻ-ǇǊƻŘǳŎǘƛƻƴΩ ƛƴ ǘƘŜ ŦƛŜƭŘ ƻŦ ǇǊƛƳŀǊȅ ŜŘǳŎŀǘƛƻƴ όIƻƴƛƴƎƘ Ŝǘ ŀƭΣ нлнлύΦ 

Honingh et al (2020, pg.222) define co-ǇǊƻŘǳŎǘƛƻƴ ŀǎ άǘƘŜ ƛƴǾƻƭǾŜƳŜƴǘ ƻŦ ŎƛǘƛȊŜƴǎ ƛƴ ǘƘŜ ŘŜǎƛƎƴ ŀƴŘ 

ŘŜƭƛǾŜǊȅ ƻŦ ǎŜǊǾƛŎŜǎέΦ Lƴ ǎƻƳŜ ŎŀǎŜǎΣ ǘƘŜ ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘ ŜȄǇŜŎǘŜd of neoliberal education 

 
2 Lƴ ǘƘƛǎ ǘƘŜǎƛǎΣ Ψ{9b ǇŀǊŜƴǘǎΩ ǊŜŦŜǊǎ ǘƻ ǇŀǊŜƴǘǎ ŀƴŘ ŎŀǊŜǊǎ ƻŦ ŎƘƛƭŘǊŜƴ ǿƛǘƘ {9b 



 

ΠΡ 
 

ǎȅǎǘŜƳǎ ƎƻŜǎ ōŜȅƻƴŘ ǎǳǇǇƻǊǘƛƴƎ ƻƴŜΩǎ ƻǿƴ ŎƘƛƭŘόǊŜƴύ ǘƻ ŘƛǊŜŎǘƭȅ ƛƴƛǘƛŀǘƛƴƎΣ ŘŜǎƛƎƴƛƴƎΣ ŀƴŘ 

implementing educational services for many others.  

 



 

ΠΣ 
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ΠΤ 
 

But what are the consequences of increased co-production in education? ±ƻƻǊōŜǊƎ Ŝǘ ŀƭΩǎ όнлмрΣ 

ǇƎΦмопмύ ǎȅǎǘŜƳŀǘƛŎ ƭƛǘŜǊŀǘǳǊŜ ǊŜǾƛŜǿ ŦƻǳƴŘ ŀƴ άƛƳǇƭƛŎƛǘ ŀǎǎǳƳǇǘƛƻƴ ǘƘŀǘ ƛƴǾƻƭǾŜƳŜƴǘ ƻŦ ŎƛǘƛȊŜƴǎ ƛǎ ŀ 

ǾƛǊǘǳŜ ƛƴ ƛǘǎŜƭŦέΣ ȅŜǘ ǘƘŜȅ ŎƻǳƭŘ ƴƻǘ ŎƻƴŎƭǳŘŜΣ ōŀǎŜŘ ƻƴ ǘƘŜ ƭƛƳƛǘŜŘ ŜǾƛŘŜƴŎŜ ǇǊŜǎŜƴǘŜŘ ƛƴ ǘƘŜ ǎǘǳŘƛŜǎ 

they reviewed, that co-production is beneficial. Whilst co-production 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 elements of co-production) empower the 

already powerful (middle-classes) in service provision, exacerbating already existing inequalities. Thus, 

in education, middle-class parents in relatively affluent schools and communities can further the 

interests of their own children, whilst working-class children are left behind (Body and Hogg, 2021). 

/ƻƴǎŜǉǳŜƴǘƭȅΣ .ƻŘȅ ŀƴŘ IƻƎƎ όнлнмΣ ǇƎΦоύ ŎƻƴŎƭǳŘŜ ǘƘŀǘ άŎƻƭƭŜŎǘƛǾŜ Ŏƻ-production exacerbates 

ƛƴŜǉǳŀƭƛǘȅ ƛƴ ǇǊƛƳŀǊȅ ŜŘǳŎŀǘƛƻƴέΦ 

In addition, whilst co-production can be introduced by government or initiated by citizens, Steen and 

.ǊŀƴŘǎŜƴ όнлнлΣ ǇƎΦурпύ ƛŘŜƴǘƛŦƛŜŘ άǘŜƴǎƛƻƴ ōŜǘǿŜŜƴ ǾƻƭǳƴǘŀǊȅ ŀƴŘ ŦƻǊŎŜŘ Ŏƻ-ǇǊƻŘǳŎǘƛƻƴέΦ {ƻΣ ǿƘŜƴ 

parents are voluntarily co-producing complementary services for schools, this might be a positive 

ŜȄǇŜǊƛŜƴŎŜ ǿƛǘƘ ōŜƴŜŦƛŎƛŀƭ ƻǳǘŎƻƳŜǎ ŦƻǊ ǘƘƻǎŜ ƛƴǾƻƭǾŜŘΦ .ǳǘ ǿƘŜƴ ƛǘ ōŜŎƻƳŜǎ άŎƻŜǊŎŜŘ ŎƻƭƭŜŎǘƛǾŜ Ŏƻ-

ǇǊƻŘǳŎǘƛƻƴέ ƻŦ ŎƻǊŜ ǎŜǊǾƛŎŜǎ ŘƛǊŜŎǘƭȅ ŜƴŎƻǳǊŀƎŜŘ ōȅ ƎƻǾŜǊƴƳŜƴǘ ǇƻƭƛŎȅ όŀƴŘ ǘƘŜƴ ƳŀŘŜ ŀ ǾƛǊǘǳŀƭ 

necessity by the withdrawal of funds) (Body and Hogg, 2021, pgs.12-13) it 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 forced co-production brought about by the COVID-

19 pandemic (Steen and Brandsen, 2020), for example, highlighted the prevalence of digital poverty 

ŀƴŘ ŘƛƎƛǘŀƭ ŜȄŎƭǳǎƛƻƴ ǿƘƛŎƘ άƘŀǎ ŎƻƳǇƻǳƴŘŜŘ ŜȄƛǎǘƛƴƎ ƛƴŜǉǳŀƭƛǘƛŜǎέ ōŜǘǿŜŜƴ ǇǳǇƛƭǎ ό.ŀƭƭΣ нлнмΣ 

pgs.187-9). Whilst the long-term effects of COVID-19 disruptions on education are not yet known, 

ǊŜǎŜŀǊŎƘ ǎǳƎƎŜǎǘǎ ƛǘ ǿƛƭƭ ǊŜǾŜǊǎŜ ǘƘŜ ǇǊƻƎǊŜǎǎ ƳŀŘŜ ƛƴ ŎƭƻǎƛƴƎ ǘƘŜ ŀǘǘŀƛƴƳŜƴǘ ƎŀǇ ŀƴŘ άǎǳǎǘŀƛƴŜŘ 

ǎǳǇǇƻǊǘ ǿƛƭƭ ōŜ ƴŜŜŘŜŘ ǘƻ ƘŜƭǇ ŘƛǎŀŘǾŀƴǘŀƎŜŘ ǇǳǇƛƭǎ ŎŀǘŎƘ ǳǇέ όLōƛŘΣ ǇƎΦмутύΦ /ƻ-production cannot 

be depended upon to repair the damage caused to education by COVID-19, especially for those 

already disadvantaged before the pandemic began.  

 

Stigma 
 

!ƭǘƘƻǳƎƘ ƴƻǘ ŀƭƭ ǇŀǊŜƴǘǎ ŀǊŜ Ŝǉǳŀƭƭȅ ǇƻǎƛǘƛƻƴŜŘ ƛƴ ǘƘŜ ŜŘǳŎŀǘƛƻƴ ƳŀǊƪŜǘΣ ǘƘƻǎŜ ǿƘƻ ŎŀƴΩǘ ōŜ ƛƴǾƻƭǾŜŘ 

in the extensive and complex ways demanded by neoliberal responsibilitisation are vilified as bad 

parents who have failed their children by being uncaring or making the wrong choices (Hall and 

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

and Pimlott-²ƛƭǎƻƴΩǎ όнлмнύ ǎǘǳŘȅ ŦƻǳƴŘ ǘƘŀǘ ǎŎƘƻƻƭ ǎǘŀŦŦΩǎ ǇŜǊŎŜǇǘƛƻƴ ƻŦ ŘƛŦŦŜǊŜƴǘ ǇŀǊŜƴǘǎ ƻŦǘŜƴ 

determined their views on 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 high incomes, 

staff tended to believe that parents were failing to provide their children with family time in the home 

ŜƴǾƛǊƻƴƳŜƴǘ ŀƴŘ ǎǳōƧŜŎǘƛƴƎ ǘƘŜƳ ǘƻ ƭƻƴƎΣ ǘƛǊƛƴƎ Řŀȅǎ ŀǘ ǎŎƘƻƻƭ όLōƛŘύΦ ²Ƙƛƭǎǘ ǿƻǊƪƛƴƎ ǿŀǎ ΨǾƛǊǘǳƻǳǎΩ 

for middle income parents, it was selfish for high income parents (Ibid). In contrast, non-working 

parents were seen to not need after-school care, but their children (and some middle-income 

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

on good parenting are multi-faceted and complex. 

 



 

ΠΥ 
 

tŀǊŜƴǘǎ Ŏŀƴƴƻǘ ǎŜŜƳ ǘƻ ΨǿƛƴΩ ƘƻǿŜǾŜǊΣ ŀǎ ǘƘŜȅ ŀǊŜ ƴƻǘ ƻƴƭȅ ǎŜŜƴ ŀǎ ǇǊƻōƭŜƳǎ ƛŦ ǘƘŜȅ ŀǊŜ ƴƻǘ ƛƴǾƻƭǾŜŘ 

but are also accused of being overly involved (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 neoliberal system. In 

addition, parents are expected to keep surveillance on the school and its staff, whilst schools 

themselves keep 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 depending on the context 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, 2000). Thus, instead of decontextualising the practices of parental 

ƛƴǾƻƭǾŜƳŜƴǘΣ {ƳƛǘƘ όнлнмΣ ǇƎΦмфлύ ŀǊƎǳŜǎ ǿŜ ƴŜŜŘ ǘƻ άōŜǘǘŜǊ ŎƻƴǎƛŘŜǊ ŀƴŘ ǾŀƭǳŜΧ ŘƛǾŜǊǎŜ ǎǳōƧŜŎǘ 

Ǉƻǎƛǘƛƻƴǎέ ƻŦ ǇŀǊŜƴǘǎ ŀƴŘ ŀǎƪ ǿƘŀǘ ŘƛŦŦŜǊŜƴǘ ǇŀǊŜƴǘǎ could do, not what they should do. 

 

This literature shows that certain parents are stigmatised. Stigma has long been studied in the social 

ǎŎƛŜƴŎŜǎΦ DƻŦŦƳŀƴ όмфсоύ ŘŜǎŎǊƛōŜŘ ǎǘƛƎƳŀ ŀǎ ŀƴ ŀǘǘǊƛōǳǘŜ όƪƴƻǿƴ ƻǊ ǇŜǊŎŜƛǾŜŘύ ǘƘŀǘ ŎƻƴŦŜǊǎ ŀ ΨŘŜŜǇƭȅ 

ŘƛǎŎǊŜŘƛǘƛƴƎΩ ŘƛŦŦŜǊŜƴǘƴŜǎǎ ƻƴ ǘƘŜ ǇƻǎǎŜǎǎƻǊ ŀƴŘ ǿƘƛŎƘ ƭŜŀŘǎ ǘƻ ŀ ΨǎǇƻƛƭŜŘ ƛŘŜƴǘƛǘȅΩ ƛƴ ǘƘŜ ŜȅŜǎ ƻŦ ǿƛŘŜǊ 

socƛŜǘȅ όŀƴŘ ǎƻƳŜǘƛƳŜǎ ŦƻǊ ǘƘŜ ǎǘƛƎƳŀǘƛǎŜŘ ǘƘŜƳǎŜƭǾŜǎύΦ .ƻǳǊŘƛŜǳΩǎ όмффмύ ŘƛǎŎǳǎǎƛƻƴ ƻŦ ŎǳƭǘǳǊŀƭ 

reproduction explained how those with symbolic power could exercise symbolic violence 

(stigmatisation) to ensure inequalities were reproduced. Whilst Goffman focused on micro 

interactions, and Bourdieu took a more macro-level approach, Wacquant (2008) and colleagues (2014) 

ōǊƛƴƎ ǘƘŜ ǘǿƻ ǘƻƎŜǘƘŜǊ ǿƛǘƘ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨǘŜǊǊƛǘƻǊƛŀƭ ǎǘƛƎƳŀǘƛǎŀǘƛƻƴΩ ǘƻ ŜȄǇƭŀƛƴ Ƙƻǿ spaces (and the 

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 personhood (Wacquant, 2008). 

/ŜǊǘŀƛƴ ǎǇŀŎŜǎ ŀƴŘ ōƻǊƻǳƎƘǎ ǘƘŀǘ ŀŎǘ ŀǎ ΨƳŀǘŜǊƛŀƭ ŎƻƴǘŀƛƴŜǊǎΩ ŀƴŘ ΨƳŜƴǘŀƭ ƛƳŀƎŜǊƛŜǎΩ ƻŦ ǘƘŜ ǇƻƻǊΣ ǘƘǳǎ 

ōŜŎƻƳŜ άǎȅƴƻƴȅƳǎ ŦƻǊ ǎƻŎƛŀƭ ƘŜƭƭέ ōȅ ōƻǘƘ ǘƘŜ ŎƛǘƛȊŜƴǊȅ ŀǘ ƭŀǊƎŜ ōǳǘ ŀƭǎƻ ōȅ ǘƘƻǎŜ ǿƘƻ ƭƛǾŜ ǘƘŜǊŜ 

(Wacquant et al, 2014, pgs.1272-3). Spatial disgrace, he argues, is symbolic of inequality (Wacquant 

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 micro differences) (Ibid). Tyler (2015) 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. Structural forces, 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 and multi-level 

analysis that takes account of temporality and the multi-faceted nature of inequality so that we might 

better understand the cultural processes of meaning-making that reproduce inequality. In her work, 

Lamont (2018, pg.419) describes stigma as Ψrecognition gapsΩΣ άŘƛǎǇŀǊƛǘƛŜǎ ƛƴ ǿƻǊǘƘ ŀƴŘ ŎǳƭǘǳǊŀƭ 

ƳŜƳōŜǊǎƘƛǇ ōŜǘǿŜŜƴ ƎǊƻǳǇǎ ƛƴ ǎƻŎƛŜǘȅέ ǿƘƛŎƘ ƴŜŜŘ ǘƻ ōŜ ǊŜŘǳŎŜŘ ǘƘǊƻǳƎƘ ǊŜƳƻǾƛƴƎ ōƭŀƳŜ ŀƴŘ 

drawing equivalences in 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 (Ibid). Neoliberal scripts at the macro-level, she argues, feed growing recognition gaps 

by making competitiveness, self-reliance and socio-economic success the criteria of worth, thus 

stigmatising large proportions of the population (Ibid). Institutions, cultural repertoires and resources 



 

ΠΦ 
 

at the meso-level moderate responses to stigmatisation experienced in micro-level interactions (Ibid). 

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 make sense of and respond to these distributions 

in their society (Lamont et al, 2014; Lamont and Pierson, 2019). This literature on stigma is yet to be 

fully incorporated into understandings of who can and cannot be involved in voluntary activity in 

schools, how and why. I 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 education ς children themselves. Edwards and AllŘǊŜŘΩǎ όнлллύ ǎǘǳŘȅ ƛƴǘŜǊǾƛŜǿƛƴƎ ŎƘƛƭŘǊŜƴ 

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 encourage or restrict parental involvement in different aspects and sites of their education 

ŀƴŘΣ ƛƴŘŜŜŘΣ ǘƘŜȅ Ƴŀȅ ƴƻǘ ǿŀƴǘ ǘƘŜƛǊ ǇŀǊŜƴǘǎ ƛƴǾƻƭǾŜŘ ŀǘ ŀƭƭΦ /ƻƴǎŜǉǳŜƴǘƭȅΣ άǇŀǊŜƴǘǎ Ƴŀȅ ōŜ ΨƳƛǎǎƛƴƎΩ 

ōŜŎŀǳǎŜ ƻŦ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ƻǿƴ ŀŎǘƛǾƛǘƛŜǎ ŀǊƻǳƴŘ ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘΣ ŀƴŘ ǘƘƛǎ ΨŀōǎŜƴŎŜΩ Ƴŀȅ ƻƴƭȅ 

ōŜ ƛƴ ǘŜǊƳǎ ƻŦ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǘƘŜ ǎŎƘƻƻƭ ǎŜǘǘƛƴƎ ŀƴŘ ƛƴ ǿŀȅǎ ǘƘŀǘ ǘƘŜ ǎŎƘƻƻƭ Ŏŀƴ ǊŜŎƻƎƴƛǎŜέ όLōƛŘΣ 

ǇƎΦпрлύΦ ¢ƘǳǎΣ ŀǎǎǳƳƛƴƎ ǘƘŀǘ ŀ ƭŀŎƪ ƻŦ ΨǾƛǎƛōƭŜΩ ƛƴǾƻƭǾŜƳŜƴǘ ƻƴ ǘƘŜ ǇŀǊǘ ƻŦ ǎƻ-ŎŀƭƭŜŘ ΨƳƛǎǎƛƴƎΩ ǇŀǊŜƴǘǎ 

translates to a lack of ƛƴǘŜǊŜǎǘ ƛƴ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ŜŘǳŎŀǘƛƻƴ ƛǎ ƴƻǘ ƻƴƭȅ ƛƴŎƻǊǊŜŎǘΣ ōǳǘ ƛǘ ŀƭǎƻ ƛƎƴƻǊŜǎ 

the agency of children themselves and how their perceptions and preferences shape parental 

involvement within neoliberal education systems.  

 

9ŘǿŀǊŘǎ ŀƴŘ !ƭƭŘǊŜŘ όнлллΣ ǇƎΦпрнύ ŀƭǎƻ ŜƳǇƘŀǎƛǎŜŘ ǘƘŀǘ άŀ ŦƻŎǳǎ ǇǳǊŜƭȅ ƻƴ ΨǇŀǊŜƴǘŀƭΩ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ 

ŜŘǳŎŀǘƛƻƴ ƳŀǊƎƛƴŀƭƛǎŜǎ ŀƴŘ ŘŜǾŀƭǳŜǎΧ ώǘƘŜϐ ǿƛŘŜǊ ŦŀƳƛƭƛŀƭ ƛƴǾƻƭǾŜƳŜƴǘέ ǘƘŜƛǊ ǎǘǳŘȅ ŦƻǳƴŘΦ ¢Ƙƛǎ ǿŀǎ 

especially the case for ethnic minority children whose older siblings were often the ones who took on 

ΨǘǊŀŘƛǘƛƻƴŀƭΩ ǇŀǊŜƴǘƛƴƎ ǊƻƭŜǎ ƛƴ ŜŘǳŎŀǘƛƻƴ ǿƘŜƴ ǘƘŜƛǊ ǇŀǊŜƴǘǎ ŘƛŘ ƴƻǘ ǎǇŜŀƪ ƎƻƻŘ 9ƴƎƭƛǎƘ ƻǊ ǿŜǊŜ 

absent. Moreover, childcare arrangements today frequently involve grandparent care (Arber and 

Timonen, 2015; Kanji, 2018), and this is a group whose involvement (including voluntary activities) in 

schools is also understudied. Thus, depending on the family types and familial relationships children 

ŜȄǇŜǊƛŜƴŎŜΣ ƻǘƘŜǊ ŦŀƳƛƭȅ ƳŜƳōŜǊǎ Ƴŀȅ ōŜ ƳƻǊŜ ƛƴǾƻƭǾŜŘ ƛƴ ŀ ŎƘƛƭŘΩǎ ŜŘǳŎŀǘƛƻƴ όŀƴŘ ǾƻƭǳƴǘŀǊȅ activity 

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 middle-class norms inherent in neoliberal 

ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ΨŦŀƳƛƭȅΩ ŀƴŘ ǘƘǳǎ a narrow focus in the literature on mothers and fathers, as parents 

and volunteers. 

 

 

3.3. Conceptualising Work, Boundaries and Voluntary Activity 

 

The Total Social Organisation of Labour 

{ŜŎǘƛƻƴ н ŜȄǇƭƻǊŜŘ Ƙƻǿ ǿƻƳŜƴΩǎ ƛƴŎǊŜŀǎŜ ƛƴ ǇŀƛŘ ŜƳǇƭƻȅƳŜƴǘ ƛƴ ǘƘŜ ǇǳōƭƛŎ ǎǇƘŜǊŜΣ ŜȄǘŜƴŘŜŘ ƻǳǊ 

ŘŜŦƛƴƛǘƛƻƴǎ ŀƴŘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ΨǿƻǊƪΩΦ IƻǿŜǾŜǊΣ ŀƴŀƭȅǎƛǎ ƻŦ ǘƘŜ ǿƻǊƪ όǇŀƛŘ ƻǊ ǳƴǇŀƛŘύ ŘƻƴŜ ǘƻ ƳŀƪŜ 

education possible can be further extended if we move beyond the conceptual framework of a division 

of labour including only public/private or paid employment/domestic and emotional labour (as 
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discussed above). UƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ǿƻǊƪ ƘŀǾŜ ōŜŜƴ ǳǎŜŦǳƭƭȅ ŜȄǘŜƴŘŜŘ ōȅ aƛǊƛŀƳ DƭǳŎƪǎƳŀƴƴΩǎ 

(1995) conceptual approach of the Total Social Organisation of Labour (TSOL). Using this approach 

ŀƭƭƻǿǎ ǳǎ ǘƻ ŎƻƴŎŜǇǘǳŀƭƛǎŜ ŀƴŘ ŀƴŀƭȅǎŜ ǘƘŜ άŎƻƴƴŜŎǘƛƻƴǎ ōŜǘǿŜŜƴ ƻǊ ƛƴǘŜǊŘŜǇŜƴŘŜƴŎƛŜǎ of work across 

differing socio-ŜŎƻƴƻƳƛŎ ƳƻŘŜǎΧ ǿƘŜǊŜ ƭŀōƻǳǊ ƛǎ ǳƴŘŜǊǘŀƪŜƴ ƻƴ ŘƛŦŦŜǊŜƴǘ ǎƻŎƛƻ-economic bases 

(market and non-ƳŀǊƪŜǘΣ ŦƻǊƳŀƭ ƻǊ ƛƴŦƻǊƳŀƭΣ ǇŀƛŘ ƻǊ ǳƴǇŀƛŘ ŀƴŘ ǎƻ ƻƴύέ όDƭǳŎƪǎƳŀƴƴΣ нллфΣ ǇƎΦуулύΦ 

Work, Glucksmann (1995, pg.65) ŀǊƎǳŜǎΣ άƛǎ ŜƳōŜŘŘŜŘ ƛƴΣ ŜƴǘŀƴƎƭŜŘ ǿƛǘƘΣ ŎƻƴŘǳŎǘŜŘ ŀƴŘ ŜȄǇǊŜǎǎŜŘ 

ǘƘǊƻǳƎƘ ƻǘƘŜǊ ŀŎǘƛǾƛǘƛŜǎ ŀƴŘ ǊŜƭŀǘƛƻƴǎ ǿƘƛŎƘ Ƴŀȅ ōŜ ǎƻŎƛŀƭΣ ǇƻƭƛǘƛŎŀƭΣ ƪƛƴǎƘƛǇΣ ǎŜȄǳŀƭ ƻǊ ŦŀƳƛƭƛŀƭέ ŀǎ ǿŜƭƭ 

ŀǎ ǘǊŀŘƛǘƛƻƴŀƭ ŜŎƻƴƻƳƛŎ ǊŜƭŀǘƛƻƴǎΦ ²ƛǘƘƛƴ ŀƴȅ ǎƻŎƛŜǘȅΣ ƭŀōƻǳǊ ƛǎ άŘƛǾƛŘŜŘ ǳǇ ōŜǘǿŜen and allocated to 

ŘƛŦŦŜǊŜƴǘ ǎǘǊǳŎǘǳǊŜǎΣ ƛƴǎǘƛǘǳǘƛƻƴǎ ŀƴŘ ŀŎǘƛǾƛǘƛŜǎέ όLōƛŘΣ ǇƎΦстύ ŀƴŘ ǘƘŜ ǎǘǊǳŎǘǳǊŀƭ ǊŜƭŀǘƛƻƴǎ ŀƴŘ ƛƴǘŜǊƴŀƭ 

organisation within spheres of activity can change in different places, and over time. The TSOL 

approach advocates a wider definition 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 production/provision, distribution, 

exchange and consumption (PDEC), across the boundaries between paid and unpaid work, market and 

non-market, formal and informal sectors, through the articulation of work activities and non-work 

activities and relations, and the differing temporalities of work and how temporality runs through and 

connects the other three dimensions (Ibid). Changes in these dimensions and in the internal 

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

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 public sphere versus (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 institutions, 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 within the 

ŦŀƳƛƭȅ ŀƴŘ ǳƴǇŀƛŘ ŘƻƳŜǎǘƛŎ ŀŎǘƛǾƛǘȅ ό¢ŀȅƭƻǊΣ нллпύΦ ²ƛǘƘƛƴ ǘƘŜǎŜ ΨȊƻƴŜǎΩΣ ǘƘŜǊŜ ŜȄƛǎǘ ŘƛŦŦŜǊŜƴǘ 

orientations, resources, priorities and understandings of the activities being undertaken (Ibid). 

!ƭǘƘƻǳƎƘ ǿƻǊƪ Ŏŀƴ ōŜ ŦƛǘǘŜŘ ƛƴǘƻ ƻƴŜ ƻŦ ǘƘŜǎŜ ΨȊƻƴŜǎΩΣ ǘƘŜ boundaries between them are blurry and 

the interconnections and interdependencies of different forms of work are of vital importance to 

understanding the implications of different TSOL configurations (Ibid). Through developing the TSOL 

framework, Taylor (2лмсΣ ǇƎΦпфрύ Ǉƻǎƛǘƛƻƴǎ άǾƻƭǳƴǘŜŜǊƛƴƎ ŦƛǊƳƭȅ ǿƛǘƘƛƴ ǎƻŎƛƻƭƻƎƛŎŀƭ ŘŜōŀǘŜǎ ŀōƻǳǘ 

ǿƻǊƪέ ŀƴŘ ŀǘǘŜƳǇǘǎ ǘƻ ǇǊƻǾƛŘŜ άŀ ŎƻƴŎǊŜǘŜ ǘƘŜƻǊŜǘƛŎŀƭ ōŀǎƛǎ ŦƻǊ ǊŜǎŜŀǊŎƘ ƛƴǘƻ ǾƻƭǳƴǘŀǊȅ ǿƻǊƪέ ό¢ŀȅƭƻǊΣ 

2004, pg.45).  

 

Finally, Williams (2002a; 2002b; 2011a; 2011b) has further extended the TSOL approach to look at the 

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

sectors. In particular, he focuses on the socio-spatial distribution of informal work and different forms 

of community self-ƘŜƭǇΦ IŜ ƛŘŜƴǘƛŦƛŜǎ άǘŜƴ ƭŀōƻǳǊ ǇǊŀŎǘƛŎŜǎ ǿƛǘƘ ŦǳȊȊȅ ōƻǳƴŘŀǊƛŜǎέ ƻƴ ŀ ŎƻƴǘƛƴǳǳƳ 

from wholly non-monetised to gift exchange and in-kind labour to wholly monetised exchanges (Ibid, 

pg.367). Analysing survey responses, Williams (2002b, pgs.255-6) found that whilst participation in 

formal voluntary groups was common amongst the middle-class to socialise, such groups were alien 

to the working-class, who tended to rely on informal one-to-one ŀƛŘ άŀǎ ŀ ǎƻǳǊŎŜ ƻŦ ƳŀǘŜǊƛŀƭ ǎǳǇǇƻǊǘέΦ 
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The TSOL approach to conceptualising and understanding work as developed by Glucksmann, Taylor 

and Willaims fundamentally underpins this thesis. 

 

 

Boundaries 

¢ƘŜ ¢{h[ ƛǎ άŎƻƴŎŜǊƴŜŘ ǿƛǘƘ ŎƻƴƴŜŎǘƛƻƴǎ ōŜǘǿŜŜƴ ǿƻǊƪ ŀŎǊƻǎǎ boundaries, the shifting character of 

such boundaries, and with the formation and dissolution of boundaries. As a relational concept the 

¢{h[ ŦƻŎǳǎŜǎ ƻƴ ƳƻŘŜǎ ƻŦ ƭƛƴƪŀƎŜ ŀƴŘ ŎƻƴƴŜŎǘƛƻƴΣ ŀǊǘƛŎǳƭŀǘƛƻƴǎΣ ƛƴǘŜǊǎŜŎǘƛƻƴǎ ŀƴŘ ŎƻƴŦƛƎǳǊŀǘƛƻƴǎέ 

(Glucksmann and Nolan, 2007, pg.97, emphasis added). A focus on ΨboundariesΩ has become 

increasingly common in the social science literature, especially that of symbolic boundaries 

(conceptual distinctions) and how they can manifest as, maintain and contest social boundaries 

(stratification and inequality) (Lamont and Molnár, 2002). Thus, the study of boundaries links closely 

to the study of processes of stigmatisation discussed earlier in this chapter. Indeed, it is in 

understanding the properties, mechanisms, and content of boundaries that enable an exploration of 

the foundations and implications of boundary recognition (Ibid; Lamont, 2018; Lamont and Pierson, 

2019) boundary-work, boundary crossing and boundary maintenance 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 inter-subjective meaning through their recognition and 

enactment (Lamont et 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 interactions (Ibid). A consideration of boundaries encourages an understanding that work 

undertaken informally, or unpaid, nevertheless relates to, depends on, and contributes to paid 

ŜƳǇƭƻȅƳŜƴǘΣ ōǳǘ ƛǎ ƴƻǘ ǊŜŘǳŎƛōƭŜ ǘƻ ƻǊ ƭŜǎǎŜǊ ǘƘŀƴ ǇŀƛŘ ŜƳǇƭƻȅƳŜƴǘ όtŜǘǘƛƴƎŜǊΣ нлмфύΦ ²ƻǊƪ ƛǎ άǿƘŀǘ 

ƎŜǘǎ ŘƻƴŜ ǘƻ ƳŀƪŜ ƭƛŦŜ ǇƻǎǎƛōƭŜέ όLōƛŘΣ Ǉg.5), so we must 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, and individuals. Voluntary work is key to the TSOL (Taylor, 

2016) and is the primary focus of this thesis. Thus, 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, 2009; Rochester, 2013) has produced a significant body of quantitative and 

qualitative literature which attempts to understand who gives voluntarily. Central to these questions 

Ƙŀǎ ōŜŜƴ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨŎŀǇƛǘŀƭΩ όǘŀƴƎƛōƭŜ ŀƴŘ ƛƴǘŀƴƎƛōƭŜ ǊŜǎƻǳǊŎŜǎ ǇƻǎǎŜǎǎŜŘ ōȅ ƛƴŘƛǾƛŘǳŀƭǎύ 

(Bourdieu, 1986; PǳǘƴŀƳΣ мффрΤ нлллΤ нллнύΣ ŜǎǇŜŎƛŀƭƭȅ ΨǎƻŎƛŀƭ ŎŀǇƛǘŀƭΩ ǿƘƛŎƘ ǊŜŦŜǊǎ ǘƻ ǘƘŜ άŀŎǘǳŀƭ ƻǊ 

ǇƻǘŜƴǘƛŀƭ ǊŜǎƻǳǊŎŜǎ ǿƘƛŎƘ ŀǊŜ ƭƛƴƪŜŘ ǘƻ ǇƻǎǎŜǎǎƛƻƴ ƻŦ ŀ ŘǳǊŀōƭŜ ƴŜǘǿƻǊƪέ ƻŦ ǊŜƭŀǘƛƻƴǎƘƛǇǎ, i.e. 

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, 2000; Wilson and Musick, 1997) have conducted extensive statistical analyses of US 

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

ƎŜƴŘŜǊΣ άŘŜǘŜǊƳƛƴŜ Ƙƻǿ ƳǳŎƘ ƻŦ ǘƘŜ ŎŀǇƛǘŀƭ ƛƳǇƻǊǘŀƴǘ ǘƻ ǾƻƭǳƴǘŜŜǊ ǿƻǊƪ ǇŜƻǇƭŜ Ŏŀƴ ŀŎŎǳƳǳƭŀǘŜέ 

(Ibid, pg.709). They found that older people are less likely to volunteer, women are more likely to 

volunteer than men and Black people are less likely to volunteer than White people (explained by 

lower levels of human and social 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). Such findings are replicated in the UK 

by Mohan and Bulloch (2012, pg.1) whose analysis of 27,000 respondents to three waves of the 

Citizenship Survey (2007-млύ ŀǘǘŜƳǇǘŜŘ ǘƻ ǳƴŎƻǾŜǊ ΨǘƘŜ ŎƛǾƛŎ ŎƻǊŜΩΤ άǘƘƻǎŜ ƎǊƻǳǇǎ ƛƴ ǘƘŜ ǇƻǇǳƭŀǘƛƻƴ 

that account for the largest shaǊŜ ƻŦ ǘƘǊŜŜ ŘƛƳŜƴǎƛƻƴǎ ƻŦ ŎƛǾƛŎ ŜƴƎŀƎŜƳŜƴǘέ όǾƻƭǳƴǘŜŜǊƛƴƎΣ 

participation in civic associations and charitable giving). Their analysis found that those in the civic 

ŎƻǊŜ ǿŜǊŜ ƳƻǊŜ ƭƛƪŜƭȅ ǘƘŀƴ ǘƘŜ ǊŜǎǘ ƻŦ ǘƘŜ ǇƻǇǳƭŀǘƛƻƴ άǘƻ ōŜ ƳƛŘŘƭŜ-aged, have higher education 

qualifications, actively practice their religion, have lived in the same neighbourhood for at least 10 

ȅŜŀǊǎΣ ŀƴŘ ōŜ ƛƴ ƳŀƴŀƎŜǊƛŀƭ ŀƴŘ ǇǊƻŦŜǎǎƛƻƴŀƭ ƻŎŎǳǇŀǘƛƻƴǎέ όLōƛŘΣ ǇƎΦмлύΦ ¢ƘŜ bŀǘƛƻƴŀƭ /ƻǳƴŎƛƭ ŦƻǊ 

Voluntary Organisations (NCVO) continues to trace trends 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 understand why people get involved. Psychological theories of 

volunteer motivation argue that people volunteer because it fulfils a functional need they possess, 

ŜΦƎΦ ǘƻ ŜȄǇǊŜǎǎ ǾŀƭǳŜǎΣ ǘƻ ƭŜŀǊƴ ŀ ƴŜǿ ǎƪƛƭƭ ƻǊ ǘƻ ŜǎŎŀǇŜ ΨƴŜƎŀǘƛǾŜ ŦŜŜƭƛƴƎǎΩ ǎǳŎƘ ŀǎ Ǝǳƛƭǘ ό/ƭŀǊȅ Ŝǘ ŀƭΣ 

1996). However, sociologists stress the importance of social context on volunteering (Rochester et al, 

2009). Membership of social groups, class position and marital or parental status all influence the 

likelihood of volunteering, as does simply being asked in 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 

όLōƛŘύΦ ¢ƘǳǎΣ ƛǘ ƛǎ ƴƻǘ Ƨǳǎǘ ƳƻǘƛǾŀǘƛƻƴǎ ǘƘŀǘ ŜȄǇƭŀƛƴ ǾƻƭǳƴǘŜŜǊƛƴƎΣ ōǳǘ ŀƭǎƻ ΨǘǊƛƎƎŜǊǎΩ ǿƘƛŎƘ ƻŎŎǳǊ ƛƴ ŀ 

ǎƻŎƛŀƭ ŎƻƴǘŜȄǘΦ ¢ŀƪƛƴƎ ŀƴ ƛƳǇƻǊǘŀƴǘ ƭƻƴƎƛǘǳŘƛƴŀƭ ŀǇǇǊƻŀŎƘ ǘƻ ǘƘŜ ǎǘǳŘȅ ƻŦ ǾƻƭǳƴǘŜŜǊƛƴƎΣ .ǊƻŘƛŜ Ŝǘ ŀƭΩǎ 

όнлммΣ ǇƎΦтύ ΨtŀǘƘǿŀȅǎ ǘƘǊƻǳƎƘ tŀǊǘƛŎƛǇŀǘƛƻƴΩ ǇǊƻƧŜŎǘ ǿƘƛŎƘ ŎƻƴǎƛǎǘŜŘ ƻŦ млл ƭƛŦŜ ǎǘƻǊȅ ƛƴǘŜǊǾƛŜǿǎ 

ŘŜǾŜƭƻǇŜŘ ǘƘƛǎ ŎƻƴŎŜǇǘ ƻŦ ΨǘǊƛƎƎŜǊǎΩΣ ƛŘŜƴǘƛŦȅƛƴƎ ŀƴ ŜȄǇŜǊƛŜƴŎŜ ƻǊ ŜƳƻǘƛƻƴ όŜΦƎΦ ŀƴƎŜǊ ŀǘ ŀ ŘŜŎƛǎƛƻƴ ŀƴŘ 

wanting to take action), a life event (e.g. having children), or an outside influence (including being 

asked) as the main triggers of participation. They also found that individual choices, access to 

resources and opportunities for involvement influenced engagement (Ibid). IƻƎƎΩǎ όнлмсΣ ǇƎΦмтсύ ƭƛŦŜ 

story research with 26 ƻƭŘŜǊ ǾƻƭǳƴǘŜŜǊǎ ǎǳǇǇƻǊǘǎ ǘƘƛǎ ŦƻŎǳǎ ƻƴ ŎƻƴǘŜȄǘΣ ŦƛƴŘƛƴƎ ǘƘŀǘ άǎǘŀōƛƭƛǘȅ ƻŦ 

ǾƻƭǳƴǘŜŜǊ ŜƴƎŀƎŜƳŜƴǘ ƛǎ ǎǳǇǇƻǊǘŜŘ ōȅ ǎǘŀōƛƭƛǘȅέ ƛƴ ŦŀƳƛƭȅ ƭƛŦŜΣ ŀƴŘ ƛƴ ŜƳǇƭƻȅƳŜƴǘΦ ¢ƘŜ ƛƴǘŜǊŀŎǘƛƻƴ ƻŦ 

different roles, circumstances and motivations produce different pathways through volunteering 

(Ibid). Thus, the motivation, recruitment and retention of volunteers depends heavily on social and 

organisational context and individual circumstances (Haski-Leventhal and Bargal, 2008). Such 

understandings are beginning to feed into macro-scale research attempting to understand volunteer 

ΨŜȄǇŜǊƛŜƴŎŜΩΣ ǘƘŀǘ ƛǎ ǘƘŜ ƳŜŀƴƛƴƎǎΣ ŦŜŜƭƛƴƎǎ ŀƴŘ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ƛƴǾƻƭǾŜŘ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛty (McGarvey 

et al, 2020).  

Part of this literature also aims to understand why people do not engage or stop engaging 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 activity. ²ƛƭƭŜƳǎ ŀƴŘ 5ǳǊȅΩǎ όнлмтύ ƭŀǊƎŜ-scale exploratory factor analysis found that the 
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most common barriers to volunteering were social boundaries (negative image, experience or 

interactions), physical boundaries (health-related), stress from volunteering, not feeling a 

responsibility to volunteer, (perceived) lack of skills, lack of (awareness 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 individual 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 decisions not to 

volunteer, just as reasons to engage, are the outcome of continuous and episodic balancing of 

advantages and disadvantages is also important (Ibid). Haski-[ŜǾŜƴǘƘŀƭ Ŝǘ ŀƭΩǎ όнл10) third party model 

of volunteering, focuses on both the supply and demand side of volunteering by exploring how third 

parties (the government, corporations and education institutions) can increase both the 

ΨvolunteerabilityΩ of individuals at the micro-level (their willingness, capability and capacity to 

volunteer) and the ΨrecruitabilityΩ of voluntary organisations at the meso-level (the accessibility, 

financial and human resources, and networks and co-operation with other voluntary organisations 

and third parties) to reduce barriers to volunteering and encourage individuals to become and stay 

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 increased third 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 need are not 

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 

socio-economic profiles, as well as the availability 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, Smith et al (2010, pg.264) found that different areas have 

άŎƻƳǇƭŜȄΣ ǳƴǿǊƛǘǘŜƴ ǊǳƭŜǎ ŀƴŘ ǇǊŀŎǘƛŎŜǎ ǎǳǊǊƻǳƴŘƛƴƎ ǘƘŜ ǇŀŎŜΣ ŜȄǘŜƴǘ ŀƴŘ ƴŀǘǳǊŜ ƻŦ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ 

ǾƻƭǳƴǘŜŜǊƛƴƎέ ŀƴŘ ǘƘƛǎ Ŏŀƴ ōŜ ŘƛŦŦƛŎǳƭǘ ŦƻǊ ƴŜǿŎƻƳŜǊǎ ǘƻ ŀƴ ŀǊŜŀ ǘƻ ŀŎŎŜǎǎΦ ¢Ƙƛǎ ƛǎ ǊŜƭŜǾŀƴǘ ŦƻǊ 

understanding volunteering for a school, where nŜǿ ǇŀǊŜƴǘǎ Ƴŀȅ ƴŜŜŘ ǘƻ ƭŜŀǊƴ ǘƘŜ ΨǊǳƭŜǎΩ ŀƴŘ 

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 

ŀǊŜ ŘǊŀǿƴ ǳǇƻƴΦ IŀƭŦŀŎǊŜŜΩǎ όнллфŀΤ нллфōΤ Halfacree and Rivera, 2012) work on rural migration and 

counter-ǳǊōŀƴƛǎŀǘƛƻƴ ƘƛƎƘƭƛƎƘǘǎ Ƙƻǿ ΨǊǳǊŀƭΩ ƛǎ ŀ ǇƻǇǳƭŀǊ ŎŀǘŜƎƻǊȅ ƛƳōǳŜŘ ǿƛǘƘ ǉǳŀǎƛ-utopic imaginings 

of the good life, community spirit and natural surroundings. Even when the reality of rural life does 

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

place which can lead to a refocusing of individual lives, priorities and post-hoc rationalisation of a 

move to the rural (Ibid). Engaging in local, place-based voluntary activity can be an important part of 

these ongoing processes of performing (representing) and living the rural, where 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 for the volunteer (Ibid) and contributing to the 

representational and performance of the rural, lives of the rural, and the rural space itself (Halfacree, 

2009b). 
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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 volunteering co-exist under current conditions of 

ƭŀǘŜ ƳƻŘŜǊƴƛǘȅ ŀƴŘ ƛƴ ǊŜƭŀǘƛƻƴ ǘƻ ƛƴŘƛǾƛŘǳŀƭ άōƛƻƎǊŀǇƘƛŎŀƭƭȅ ŜƳōŜŘŘŜŘ ǇŀǘǘŜǊƴǎ ƻŦ ōŜƘŀǾƛƻǳǊέ όIǳǎǘƛƴȄ 

and Lammertyn, 2003, pg.170). Their typology of styles of volunteering acknowledges both structural 

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

ǾƻƭǳƴǘŜŜǊƛƴƎ ŘŜŎƛǎƛƻƴǎΦ !ƴ ƛƴŘƛǾƛŘǳŀƭǎΩ ƭƛŦŜ ǎƛǘǳŀǘƛƻƴ ƛƴǘŜǊŀŎǘǎ ǿƛǘƘ ǘƘŜ ƛƴǎǘƛǘǳǘƛƻƴŀƭ/organisational 

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 more self-interested, flexible, 

transitory and detached forms of involvement (reflexive). Heley et alΩǎ όнлннύ ƛŘŜƴǘƛŦƛŎŀǘƛƻƴ ƻŦ ǘƘŜ ǊƛǎŜ 

ƻŦ ΨƳƛŎǊƻ-voluƴǘŜŜǊƛƴƎΩ ŦƻǊƳǎ ǇŀǊǘ ƻŦ ǘƘƛǎ ƳƻǊŜ ƛƴŘƛǾƛŘǳŀƭƛǎŜŘ/ reflexive style of volunteering, as does 

{ǘŜōōƛƴǎ όнлмрύ ŜȄǇƭƻǊŀǘƛƻƴ ƻŦ ΨǇǊƻƧŜŎǘ-ōŀǎŜŘ ƭŜƛǎǳǊŜΩ, one-ǎƘƻǘ ƻǊ ƻŎŎŀǎƛƻƴŀƭ ǇǊƻƧŜŎǘǎΣ ŀƴŘ ΨŎŀǎǳŀƭ 

ǾƻƭǳƴǘŜŜǊƛƴƎΩΦ ¢ƘŜ ƛƴŎǊŜŀǎƛƴƎ ǳǎŜ ƻŦ ǘŜŎƘƴƻƭƻƎȅ ŀƴŘ ǊƛǎŜ ƛƴ ŘƛƎƛǘŀƭ ŦƻǊƳǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ǇŀǊǘƛŎƛǇŀǘƛƻƴ 

(Heley et al, 2022) is also a crucial development in current trends in voluntary activity. To end this 

ǎŜŎǘƛƻƴΣ L ǊŜǘǳǊƴ ǘƻ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨōƻǳƴŘŀǊƛŜǎΩΦ !ǎ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘƛŜǎ ōŜŎƻƳŜ ƳƻǊŜ ŦƻǊƳŀƭƛǎŜŘ ŀƴŘ 

embedded in non-voluntary organisations, such as private companies or public services, so the 

volunteer role overlaps more often with those of paid professionals (Haski-Leventhal et al, 2010) and 

can cause tensions and boundary confusion between individuals and between role expectations 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 now move 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 the UK, with religious charity and 

independent philanthropy often founding and operating schools prior 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, voluntary-aided and -controlled schools 

όLōƛŘΤ aƻǊǊƛǎΣ нлммύΦ aƻǊŜƻǾŜǊΣ ƴŀǘƛƻƴŀƭ ǎǳǊǾŜȅǎ ŦƛƴŘ ǘƘŀǘ ŎƘƛƭŘǊŜƴΩǎ όǇŀǊǘƛŎǳƭŀǊƭȅ ǇǊƛƳŀǊȅύ ŜŘǳŎŀǘƛƻƴ 

and schools has consistently been one of the most popular fields of volunteer involvement in the UK 

(Hornung et al, 2017; McGarvey, 2020). Unsurprisingly, statistics reveal that parents of school-aged 

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

ŀƴŘ ƭƻƴƎƛǘǳŘƛƴŀƭ ǎǘǳŘƛŜǎ ǎƘƻǿ ōŜƛƴƎ ŀ ǇŀǊŜƴǘ ƛǎ ŀƴ ƛƳǇƻǊǘŀƴǘ ΨǘǊƛƎƎŜǊΩ ƻŦ ǾƻƭǳƴǘŜŜǊƛƴƎ ό.ǊƻŘƛŜ Ŝǘ ŀƭΣ 

2011; Hogg, 2016; Muddiman, 2020). Whilst parents have a long history of involvement in education 

(Morris, 2011), with the Education Reform Act 1988 forcing schools to compete for parental 

preference in an education market where funding follows the pupil (Ball, 2021; LeGrand and Bartlett, 

мффоύΣ ǇŀǊŜƴǘǎ ŀǊŜ ƴƻǿ ŜȄǇŜŎǘŜŘ ǘƻ Ǉƭŀȅ ŀƴ ƛƴŎǊŜŀǎƛƴƎƭȅ ŘƻƳƛƴŀƴǘ ǊƻƭŜ ŀǎ ΨŀŎǘƛǾŜ ŎƛǘƛȊŜƴǎΩ ƛƴ ŜŘǳŎŀǘƛƻƴ 

(Ranson et al, 2003). Indeed, Haski-Leventhal et al (2017Σ ǇƎΦсфлύ ŀǊƎǳŜ ǘƘŀǘ άŀ ŎƻƴŎŜǇǘ ŎƭƻǎŜ ǘƻ 

ǇŀǊŜƴǘŀƭ ǾƻƭǳƴǘŜŜǊƛƴƎ ƛǎ ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǎŎƘƻƻƭέ ǿƘƛŎƘ ƘŜƭǇǎ ŜȄǇƭŀƛƴ ǿƘȅ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜ ƻƴ 

voluntary activity in schools is dominated by studies focusing on the role parents play and 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) to explore 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, extra-curricular activities, and the 

donation of goods and resources. Let us explore some of these voluntary activities 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 can differ between school types, with federated 

schools sharing a governing body, for example. James et al (2010, pg.93) refer to school governors as 

άthe hidden giversέ due 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 linked clearly and positively to 

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

trends in school governance since the mid-1940s. Historically, local politicians and church 

representatives governed schools. However, from the 1980s, governing boards began to include local 

education authority (LEA) representatives, 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) has meant that 

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 now expected 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 (Ibid)Φ /ƻƴǎŜǉǳŜƴǘƭȅΣ ǘƘŜǊŜ ƛǎ ŎƻƴŦƭƛŎǘ ōŜǘǿŜŜƴ ŀ ΨǎǘŀƪŜƘƻƭŘŜǊ ƳƻŘŜƭΩ ƻŦ ƎƻǾŜǊƴŀƴŎŜ ǿƘŜǊŜ 

equal representation aims to promote inclusion on governing bodies and community participation, 

ŀƴŘ ŀ Ψǎƪƛƭƭǎ-ōŀǎŜŘ ƳƻŘŜƭΩΣ ǿƘŜǊŜ ƎƻǾŜǊƴƻǊǎ ŀǊŜ ǊŜŎǊǳƛǘŜŘ ŦƻǊ ǘƘŜ ΨŎŀǇƛǘŀƭΩ (skills) they can bring to the 

role (above representation concerns) (Ranson, 2003; Ranson et al, 2005)Φ .ŀȄǘŜǊ ŀƴŘ ²ƛǎŜΩǎ όнлмоύ 

study of federation governance found confusion around what governor functions were and that 

governors experienced a discord between 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). 

{ƻΣ ǿƘƻ ŀǊŜ ǘƘŜǎŜ ΨƘƛŘŘŜƴ ƎƛǾŜǊǎΩΚ wŀƴǎƻƴ Ŝǘ ŀƭΩǎ όнллоΤ нллрύ ƛƴǘŜǊǾƛŜǿǎ ǿƛǘƘ снс ǇŀǊŜƴǘ ƎƻǾŜǊƴƻǊǎ 

across 5 Local Education Authorities in the UK found that the majority were white, middle-aged, 

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

ŦƻǳƴŘ ǘƘŀǘ άǘȅǇƛŎŀƭƭȅΣ ŎƘŀƛǊǎΣ ǾƛŎŜŎƘŀƛǊǎΣ ŀƴŘ ŎƘŀƛǊǎ ƻŦ ǎǳō-ŎƻƳƳƛǘǘŜŜǎ ǿŜǊŜ ƳŀƭŜέ ǿƘƛƭǎǘ ǿƻƳŜƴΣ 

ethnic minorities and disadvantaged classes were under-represented (Ibid, pg.361). The studies 

discussed in Section 3.2 exploring why ethnic minority parents struggle to support their children in 

their schooling can also explain their under-representation 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 working-class who might have 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 the skills-based 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 relationships ōŜǘǿŜŜƴ ŀ ǎŎƘƻƻƭΩǎ ƘŜŀŘǘŜŀŎƘŜǊ ŀƴŘ 

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 and 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 the consequences to 

ƛƴŘŜǇŜƴŘŜƴŎŜ ŀƴŘ ŀŎŎƻǳƴǘŀōƛƭƛǘȅ ƛŦ ǘƘŜ ǊƻƭŜ ǿŜǊŜ ƴƻ ƭƻƴƎŜǊ ΨǾƻƭǳƴǘŀǊȅΩ όCƻǊǊŜǎǘ Ŝǘ ŀƭΣ нлноύΦ 

 

Parent Teacher Associations (PTAs) 

Let us now 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 recognised as important voluntary 

associations (Putnam, 2001). Their predominant roles are parental representation, community-

building and fundraising. Recent Parentkind (2018; 2019; 2020; 2021; 2022) data show that school 

fairs, raffles, food and uniform 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 (2017; Body, 2020) found that fundraising practices in schools 

ƛƴŎƭǳŘŜŘ ōƻǘƘ ΨǘǊŀŘƛǘƛƻƴŀƭΩ ƳŜǘƘƻŘǎ ƻŦ ǎŎƘƻƻƭ ŦŀƛǊǎΣ ƴƻƴ-school-uniform days, competitions, and raffles 

ōǳǘ ǿŜǊŜ ŀƭǎƻ ƛƴŎƻǊǇƻǊŀǘƛƴƎ ƛƴŎǊŜŀǎƛƴƎƭȅ ΨǎǘǊŀǘŜƎƛŎΩ ƳŜǘƘƻŘǎ ǎǳŎƘ ŀǎ ŎƻǊǇƻǊŀǘŜ ǎǇƻƴǎƻǊǎƘƛǇΣ ŀǎƪƛƴƎ 

parents for donations and approaching charitable trusts. Body and Hogg (2018) also found that PTAs 

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

than or alongside the extra-curricular enrichments they used to fund. This is attributed to government 

funding cuts necessitating schools to plug gaps 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 

ǳǎŜŘ ǘƻ ōŜ ǊŜŦŜǊǊŜŘ ǘƻ ŀǎ t¢C!ǎΣ ƛƴŎƭǳŘƛƴƎ ΨŦǊƛŜƴŘǎΩ ǿƘƻ ǿŜǊŜ ƴƻǘ ǇŀǊŜƴǘǎ ƻǊ ǎǘŀŦŦ ŀǎ ǇŀǊǘ ƻŦ ǘƘŜƛǊ 

membership. However, the use of this term is declining in favour of PTA which seems to reflect the 

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

ŀǎ ŀŎǘƛǾŜ ŎƛǘƛȊŜƴǎ ǿƘƻ ŀǊŜ ŜȄǇŜŎǘŜŘ ǘƻ ōŜ ƛƴǾƻƭǾŜŘ ƛƴ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ŜŘǳŎŀǘƛƻƴ ƛƴ ƳǳƭǘƛǇƭŜ ǿŀȅǎΣ 

including volunteering (Ranson et al, 2003). As of 2022, 45% of PTAs had no staff in their groups 

(Parentkind, 2022). This could reflect the increased workloads of staff in schools who have less time 

and capacity to be involved in formal groups and activities 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 COVID-19 which 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 part-time. 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 capital όhΩ.ǊƛŜƴΣ нллуΤ Iƻƭƭƻǿŀȅ ŀƴŘ tƛƳƭƻǘǘ-

Wilson, 2013). So, whilst PTA numbers have remained stable over the years, with female-dominated 

membership, staff and non-ǇŀǊŜƴǘ ΨŦǊƛŜƴŘǎΩ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǘƘŜǎŜ ƎǊƻǳǇǎ ŀǊŜ ŘŜŎƭƛƴƛƴƎΦ aƻǊŜƻǾŜǊΣ t¢! 

activities are predominantly 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 school ς providing good role models (especially for boys) and 

ǇŀǊǘ ƻŦ ōŜƛƴƎ ŀ ΨƎƻƻŘ ŘŀŘΩΣ ǎŎƘƻƻƭ-based volunteering does not fit with stereotypical 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 

ΨƳŀƭŜΩ ƛƴǘŜǊŜǎǘǎ όǎǳŎƘ ŀǎ ǎǇƻǊǘύ ŀǎ ǘƘƛǎ ƭŜƎƛǘƛƳƛǎŜǎ ǘƘŜƛǊ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ŀ ŦŜƳƛƴƛǎŜŘ ǎǇƘŜǊŜ ŀƴŘ ŘƻŜǎ 

not threaten, but rather confirms their masculinity (Bagnall et al, 2003). Furthermore, whilst women 

are expected to be found in PTA groups, these can be considered more informal organisations when 

ŎƻƳǇŀǊŜŘ ǘƻ ǘƘŜ ΨǎŜǊƛƻǳǎΩ ōǳǎƛƴŜǎǎ ƻŦ ǎŎƘƻƻƭ ƎƻǾŜǊƴŀƴŎŜΣ ǿƘŜǊŜ ƳŀƭŜǎ ƘƻƭŘ ŘƻƳƛƴŀƴǘ Ǉƻǎƛǘƛƻƴǎ 

(Ranson et al, 200рύΦ ¢ƘǳǎΣ Ƨǳǎǘ ŀǎ ƛƴ ǘƘŜ ǿƛŘŜǊ ǇǳōƭƛŎ ǎǇƘŜǊŜΣ ǿƻƳŜƴΩǎ ǿƻǊƪ ƛǎ ƳƻǊŜ ƭƛƪŜƭȅ ǘƻ ōŜ 

ΨƛƴǾƛǎƛōƭŜΩ ό5ŀƴƛŜƭǎΣ мфутΤ IŀǘǘƻƴΣ нлмтΤ tŜǘǘƛƴƎŜǊΣ нлмфύ ƻǊ ŘƛǎǊŜƎŀǊŘŜŘ ŀǎ ǎƛƳǇƭȅ ŀƴ ŜȄǘŜƴǎƛƻƴ ƻŦ ǘƘŜƛǊ 

motherly duties (Holloway and Pimlott-Wilson, 2013). However, governance is an interesting category 

of volunteer as whilst it is considered more formal, it is not necessarily more visible (Hatton, 2017). 

Indeed, much work of the governing body is not well-known amongst the wider school community 

when compared to the more visible 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 as meaningful 

(Daniels, 1988; Bagnall et al, 2003; DeVault, 2014).  

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 time-bound. Some of the work is done at school e.g. reading with children and so can be 

viewed as formal unpaid work. Some formal work might be done in a different location but on behalf 

of the school e.g. governors 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 school e.g. making 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 temporal variations (Williams, 

2002a; 2011a; 2011b). Whilst the literature often talks about voluntary work in schools, this work does 

not just happen within 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; Heley et al, 2022). Thus, it is more helpful to talk about voluntary activity for 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 resource or goods donated to schools which are not monetary. Body and Hogg (2018) 
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ǊŜŎƻƎƴƛǎŜŘ ǘƘŀǘ Řŀǘŀ ǘƘŜȅ ƘŀŘ ŎƻƭƭŜŎǘŜŘ ƻƴ ǎŎƘƻƻƭ Řƻƴŀǘƛƻƴǎ ŦŀƛƭŜŘ ǘƻ ŎŀǇǘǳǊŜ ΨŘƻƴŀǘƛƻƴǎ-in-ƪƛƴŘΩΣ ǎǳŎƘ 

as play equipment, and so much goods-donation remains hidden in statistics. An understanding of the 

nature and role of resource donation to schools represents a key gap in the literature which this thesis 

addresses. 

The dominance of parents in studies of school-based 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 non-parent volunteers in schools. Indeed, just as siblings, grandparents and other 

ŦŀƳƛƭȅ ƳŜƳōŜǊǎ ŀǊŜ ƛƴǾƻƭǾŜŘ ƛƴ ŀ ŎƘƛƭŘΩǎ ŜŘǳŎŀǘƛƻƴ ƧƻǳǊƴŜȅΣ ǘƘŜȅ ŀǊŜ ŀƭǎƻ ƛƴǾƻƭǾŜŘ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ 

ŦƻǊ ǘƘŜƛǊ ǎŎƘƻƻƭǎΦ CƻǊ ŜȄŀƳǇƭŜΣ aǳŘŘƛƳŀƴ Ŝǘ ŀƭ όнлнлύ ŀƴŘ IŀƳǇǘƻƴ ŀƴŘ aǳŘŘƛƳŀƴΩǎ όнлнлύ ƳƛȄŜŘ 

methods work found that grandparents not only perform vital voluntary work supporting and 

ǎǳǊǊƻǳƴŘƛƴƎ ǘƘŜƛǊ ƎǊŀƴŘŎƘƛƭŘόǊŜƴύΩǎ ǎŎƘƻƻƭΣ ōǳǘ ǘƘŜȅ ŀƭǎƻ ƘŀǾŜ ŀ ŎǊǳŎƛŀƭ ǊƻƭŜ ǘƻ Ǉƭŀȅ ƛƴ ǘƘŜƛǊ 

ƎǊŀƴŘŎƘƛƭŘόǊŜƴύΩǎ ƻǿƴ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ŎƛǾƛŎ ƳƛƴŘŜŘƴŜǎǎ ŀƴŘ ŀŎǘƛǾƛǘƛŜǎΦ .ƻŘȅ Ŝǘ ŀƭΩǎ ό2017) mixed 

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 qualitative exploration of their experiences was absent. Whilst 

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

ƭŜƴƎǘƘ ƻŦ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ǎŎƘƻƻƭƛƴƎ όwŀƴǎƻƴ Ŝǘ ŀƭΣ нллоύ ŀƴŘ ƛǘ ƛǎ ŘƛŦŦƛŎǳƭǘ ŦƻǊ ǎŎƘƻƻƭǎ ǘƻ ǊŜǘŀƛƴ ǘƘŜƳ 

(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 activity for 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 work. This thesis aims to do this. 

 

Voluntary Activity by Primary School Children 

A key yet often overlooked group undertaking voluntary activity in schools 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 voluntary activity into their curriculums, modelling a response to 

²ŜǎǘƘŜƛƳŜǊΩǎ όнлмрΤ нлмтύ ǉǳŜǎǘƛƻƴΥ ǿƘŀǘ ƪƛƴŘ ƻŦ ŎƛǘƛȊŜƴǎ Řƻ ǿŜ ƴŜŜŘΚ ¢ƘŜ ŀƛƳ ƻŦ ΨŎƻƳƳǳƴƛǘȅ 

ƛƴǾƻƭǾŜƳŜƴǘΩ ƛƴ ōƻǘƘ t{I9 ŀƴŘ ŎƛǘƛȊŜƴship education directly relates to voluntary activity, encouraging 

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

2007). However, schools lack the time and flexibility within the rigid National Curriculum to include all 

the elements of PSHE and citizenship ŀƭƻƴƎǎƛŘŜ ŀŎŀŘŜƳƛŎ ǎǳōƧŜŎǘǎΣ ŀƴŘ ŀǎ ƛǘ ƛǎ ŎƘƛƭŘǊŜƴΩǎ ǎǳŎŎŜǎǎ ƛƴ 

these subjects which are formally judged, this is where time and resources all too often get devoted 

(Holden, 2003; Formby, 2011). Perhaps due 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 well-being, citizenship or indeed, their ability to care (Noddings, 2005). 

Whilst PSHE and citizenship education are a formal part of the curriculum, supporting charity is also 

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 et al, 2020). Every year, large-scale 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 behalf, with such events becoming 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 which causes they support (Body et al, 2020). This is problematic as when adults impose 

these giving decisions 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 view of the diverse activities that 

ǘŀƪŜ ǇƭŀŎŜ ǿƛǘƘƛƴ ǘƘŜ ŎƘŀǊƛǘŀōƭŜ ǎŜŎǘƻǊ όLōƛŘύΦ /ƘƛƭŘǊŜƴΩǎ ǇŀǊǘƛŎƛǇŀǘƛƻƴ ƛǎ ǘǊƛǾƛŀƭƛǎŜŘΣ ǎǳǇŜǊŦƛŎƛŀƭ ŀƴŘ 

tokenistic as they are distanced from the very issues of society that they will grow up in and have the 

learning opportunities provided by charitable activity and the scope of means by which they may 

choose to support causes they deem worthy reduced (Ibid). Compulsory fundraising activities are also 

exclusive as families in poverty often struggle to afford to fundraise, resulting in 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 Taylor, 2018). Such practices of charitable support are thus not only 

undemocratic, but they are also unethical (Ibid; Body et al, 2021).  

IƻǿŜǾŜǊΣ ǘƘƛǎ ŘƻŜǎ ƴƻǘ ƘŀǾŜ ǘƻ ōŜ ǘƘŜ ŎŀǎŜΦ .ƻŘȅ Ŝǘ ŀƭ όнлнлΤ нлнмύ ŀŘǾƻŎŀǘŜ ŀ ŎƘƛƭŘǊŜƴΩǎ ǊƛƎƘǘǎ 

approach to fundraising which is both ethical and democratic. Children would be recognised as donors 

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

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

Such an approach would encourage the development of philanthropic citizens by empowering 

children with the knowledge 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 fundraising is not the 

ƻƴƭȅ ǎƻƭǳǘƛƻƴΦ ¢ƘŜ ŎƘƛƭŘǊŜƴ ƛƴ .Ŝƭƭ ŀƴŘ {ƛƎǎǿƻǊǘƘΩǎ όмффнύ ǎǘǳŘȅ, for example, decided that writing 

letters to the local council would be a more efficient way of addressing the litter problems in their 

village. If philanthropic citizenship wŜǊŜ ǘƻ ōŜ άƳŜŀƴƛƴƎŦǳƭƭȅ ŜƳōŜŘŘŜŘ ŀǎ ǇŀǊǘ ƻŦ ŎƛǘƛȊŜƴǎƘƛǇ 

ŜŘǳŎŀǘƛƻƴ ƛƴ ǎŎƘƻƻƭǎέ ŀǎ .ƻŘȅ Ŝǘ ŀƭ όнлнмΣ ǇƎΦуύ ƘƻǇŜΣ ǿŜ ƳƛƎƘǘ ōŜ ƻƴŜ ǎǘŜǇ ŎƭƻǎŜǊ ǘƻ ŘŜǾŜƭƻǇƛƴƎ ǘƘŜ 

ƪƛƴŘ ƻŦ ŎƛǘƛȊŜƴǎ ƻǳǊ ǎƻŎƛŜǘȅ ƴŜŜŘǎ ό²ŜǎǘƘŜƛƳŜǊΣ нлмрΤ нлмтύΦ 9ȄǇŀƴŘƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ƪƴƻǿƭŜŘƎŜ ŀƴŘ 

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 to care about these causes, they can learn to 

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

ƛƴ ǎŎƘƻƻƭǎΣ ƘƻǿŜǾŜǊΣ ǿƘƛƭǎǘ ƛƳǇƭŜƳŜƴǘƛƴƎ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ǊƛƎƘǘǎ ŀǇǇǊƻŀŎƘ ǘƻ ŦǳƴŘǊŀƛǎƛƴƎ ŀŎǘƛǾƛǘƛŜǎ 

advocated by Body et 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 

must meet the requirements of the National Curriculum and struggle (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 on who volunteers, studies of the impact of voluntary activity for schools 

often have ŀ ƭƛƳƛǘŜŘ ƛƴǘŜǊǇǊŜǘŀǘƛƻƴ ƻŦ ǿƘŀǘ ΨǎǳŎŎŜǎǎŦǳƭΩ ƻǳǘŎƻƳŜǎ ŀǊŜ ǳƴŘŜǊǎǘƻƻŘ ǘƻ ōŜΦ Lƴ ƭƛƴŜ ǿƛǘƘ ŀ 

neoliberal focus on academic success, a vast body of quantitative studies (especially randomised 

controlled trials) involving non-parent volunteers have tended to side-line 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; Miller et al, 2011; Torgerson et al, 2002; Williams et al, 2002). Beyond identifying 

ǘƘŜ ǇŀǊǘƛŎƛǇŀƴǘǎ ŀǎ ΨǾƻƭǳƴǘŜŜǊǎΩ ŀƴŘ ŘƛǎǘƛƴƎǳƛǎƘƛƴƎ ǘƘŜƛǊ ƭŜǾŜƭ ƻŦ ǘǊŀƛƴƛƴƎ ŦƻǊ ǘƘŜƛǊ ǊŜǎǇŜŎǘƛǾŜ ǊƻƭŜǎΣ ǘƘŜƛǊ 

experience as volunteers is not explored (though this can be expected of quantitative methodologies). 

Nevertheless, their findings 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 

Ƴƻǎǘ ŦƛƴŘƛƴƎ ŀ ƳƛƴƛƳŀƭ ōŜƴŜŦƛŎƛŀƭ ŜŦŦŜŎǘ ƻƴ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴŀƭ ƻǳǘŎƻƳŜǎΦ ¢Ƙƛǎ ǎǳƎƎŜǎǘǎ ǘƘŀǘ 

where volunteers are being used in schools, there may be other 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 participants, suggesting a gap between subjective and objective perceptions of the impact of 

volunteer support, which was not investigated in-depth, but which may suggest the value of volunteer 

support lies outside quantifiable attainment measures. Williams et al (2002) explored these non-

ǉǳŀƴǘƛŦƛŀōƭŜ ōŜƴŜŦƛǘǎ ŦǊƻƳ ǘƘŜ ǇŜǊǎǇŜŎǘƛǾŜ ƻŦ ǇŀǊǘƛŎƛǇŀƴǘǎ ƛƴ .¢Ωǎ ƴŀǘƛƻƴŀƭ Ψ{ŎƘƻƻƭ CǊƛŜƴŘǎΩ ǇǊƻƧŜŎǘΣ 

ŦƛƴŘƛƴƎ ǘƘŀǘ ǾƻƭǳƴǘŜŜǊǎ ǊŀƛǎŜŘ ŎƘƛƭŘǊŜƴΩǎ ŎƻƴŦƛŘŜƴŎŜΣ ǎŜƭŦ-esteem and enthusiasm, developed warm 

and supportive relationships 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, through challenging 

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). Teravainen-DƻŦŦΩǎ όнлнлύ 

analysis of surveys conducted after a 6-week Bookmark Reading programme also identified 

interactions with adults from diverse backgrounds, especially for those who did not get opportunities 

ǘƻ ǊŜŀŘ ǿƛǘƘ ŀƴ ŀŘǳƭǘ ŀǘ ƘƻƳŜ ŀǎ ǇŀǊǘƛŎǳƭŀǊƭȅ ōŜƴŜŦƛŎƛŀƭ ŦƻǊ ŎƘƛƭŘǊŜƴΩǎ ǎƻŎƛŀƭ ǎƪƛƭƭǎΣ ǎŜƭŦ-esteem and 

overall well-ōŜƛƴƎΦ ¢ƘǳǎΣ ǉǳŀƴǘƛǘŀǘƛǾŜ ǎǘǳŘƛŜǎ ŎƻƴŎƭǳŘŜ ǘƘŀǘΣ ǿƘƛƭǎǘ ǾŀƭǳŜ Ƴŀȅ ƴƻǘ ōŜ Ŝŀǎƛƭȅ ΨƳŜŀǎǳǊŜŘΩΣ 

volunteers bring both general and meaningful benefits to children in schools. However, these studies 

did not explore the content of voluntary activity beyond reading. 

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 freedom 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) (Pimlott-Wilson and Coates, 2019; Saunders et al, 2011). Volunteers working with children 

ƻŦǘŜƴ ŎƛǘŜ ǎƛƳǇƭȅ ΨōŜƛƴƎ ǿƛǘƘ ǘƘŜ ŎƘƛƭŘǊŜƴΩ ŀǎ ŀ ƪŜȅ ƳƻǘƛǾŀǘƻǊ ŀƴŘ ǎƻǳǊŎŜ ƻŦ ǎŀǘƛǎŦŀŎǘƛƻƴ ό.Ŝƭƭ ŀƴŘ 

Sigsworth, 1987; 1992), often due to the relationships of care they can develop. Voluntary 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, /ŀƭǾŜǊǘΩǎ όнллфύ ŎƻƴŎŜǊƴǎ Ƴǳǎǘ ōŜ ǊŜƳŜƳōŜǊŜŘ 

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 

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 a state-funded, 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 (Bagnall et al, 2003) and US (Lareau and Muñoz, 2012; Posey-Maddox, 2014; Murray 

et al 2019; 2020) show that whilst PTA activities may bring many benefits to schools and volunteers, 

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

improve their own cƘƛƭŘόǊŜƴύΩǎ ŜŘǳŎŀǘƛƻƴ ǘƘǊƻǳƎƘ ǘƘŜƛǊ ƛƴǾƻƭǾŜƳŜƴǘ, and membership can lead to 

Ƴŀƴȅ ŎƻƴŦƭƛŎǘǎΦ CƻǊ ŜȄŀƳǇƭŜΣ aǳǊǊŀȅ Ŝǘ ŀƭΩǎ όнлмфΤ нлнлύ ŜǘƘƴƻƎǊŀǇƘȅ ŦƻǳƴŘ ǘƘŀǘ ŀŦŦƭǳŜƴǘ ǇŀǊŜƴǘǎ 

hoard opportunities through involvement in Parent Teacher Organisations (PTOs), by forming groups 

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

own goals (bonding capital), whilst blocking activities and funding 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 inclusive than those who worked to meet regularly at times that suited working parents (Murray 

et al, 2020). In Bagnall et alΩǎ όнллоύ ǎǘǳŘȅΣ ΨŘƻƛƴƎΩ ǘƘŜ t¢! ŜƴŀōƭŜŘ ƳƛŘŘƭŜ-class mothers to perform 

ΨōŜƭƻƴƎƛƴƎΩΣ ƳŜŜǘ ǇŜƻǇƭŜ ŀƴŘ ŦƛƴŘ ƻǳǘ ǳǎŜŦǳƭ ƛƴŦƻǊƳŀǘƛƻƴ ŀōƻǳǘ ǘƘŜ ǎŎƘƻƻƭ ŀƴŘ Ƙƻǿ ǘƘƛƴƎǎ ǿƻǊƪ όǿƘŀǘ 

Ball et al (1998ύ ŎŀƭƭŜŘ ΨƘƻǘΩ knowledgeύΤ ƛǘ ƛǎ ŀƴ ƛƳǇƻǊǘŀƴǘ ƳŜŀƴǎ ƻŦ ƎŀƛƴƛƴƎ ŎŀǇƛǘŀƭ ŀƴŘ ΨƎŜǘǘƛƴƎ ŀƘŜŀŘΩ 

(Bagnall et al, 2003). Thus, PTA membership by middle-class mothers can reproduce inequalities 

through exclusion and opportunity hoarding. 

Alongside the reproduction of inequality, Lareau and MuñƻȊΩǎ όнлмнύ ŎŀǎŜ ǎǘǳŘȅ ŦƻǳƴŘ ǘƘŀǘ ƻǘƘŜǊ 

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 volunteers 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 with ǘƘŜ ǎŎƘƻƻƭΩǎ ǇǳǊǇƻǎŜǎ ŀƴŘ ǾŀƭǳŜǎ ǿƻǳƭŘ ōŜ ŀ ŘƛǎǎŜǊǾƛŎŜ ǘƻ ǘƘŜ ƛƴŎƭǳǎƛǾƛǘȅ ŀƴŘ ŦŀƛǊƴŜǎǎ 

expected of the public service that is education. Thus, motivations behind voluntary activity, whether 

that is conducted through formal groups like PTAs or undertaken informally, must be carefully 

considered in the field of education. Intentional activities to promote bridging (bringing diverse 

parents together across social distance) and bonding social capital are needed for inclusive and 

equitable school communities (Murray et al, 2020). As is recognition of the myriad ways in which 

parents can be involved with schools (Smith, 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 pŀǊŜƴǘΩǎ ǊƛƎƘǘ ǘƻ ƘŀǾŜ ŀ ǎŀȅ ƛƴ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ŜŘǳŎŀǘƛƻƴ 

(Packman, 2020). 



 

ΣΞ 
 

tŜǊƘŀǇǎ ǘƘŜ Ƴƻǎǘ ƛƳǇƻǊǘŀƴǘ ŦƛƴŘƛƴƎǎ ŦǊƻƳ .ƻŘȅ Ŝǘ ŀƭΩǎ ǊŜǎŜŀǊŎƘ ǿŜǊŜ ǘƘŀǘ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ƛƴ ǇǊƛƳŀǊȅ 

ǎŎƘƻƻƭǎ ƛǎ ƛƴŎǊŜŀǎƛƴƎ ό.ƻŘȅ ŀƴŘ IƻƎƎΣ нлмуύΣ ƛǘ ƛǎ ƻŦǘŜƴ ōŜŎƻƳƛƴƎ ŀ ƴŜŎŜǎǎƛǘȅ άǘƻ ƘŜƭǇ ŀŘŘǊŜǎǎ ōǳŘƎŜǘ 

shortfalls, increase teacher capacity and support the desire to continue to offer extra-curricular 

ŀŎǘƛǾƛǘƛŜǎέ ŀƴŘΣ ǎŎƘƻƻƭǎ ƛƴ ƭŜǎǎ ŘŜǇǊƛǾŜŘ ŀǊŜŀǎ ŀǘǘǊŀŎǘ ƳǳŎƘ ƳƻǊŜ ǾƻƭǳƴǘŜŜǊ ǘƛƳŜ όŀƴŘ ǎƪƛƭƭǎύ ŀƴŘ 

fundraised income than those in highly deprived areas (Body et al, 2017, pg.267; Body and Hogg, 

2018). Consequently, 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 schools seems to have positive 

impacts, Body and colleagues research problematises this assumption, highlighting the negative 

impacts of increased dependence and uneven distribution of voluntary support. However, whilst this 

research suggests real differences in voluntary activity are occurring between schools, it lacks the 

qualitative 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 thesis is the 

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

activity for small rural primaries. 

 

3.5. Small Rural Primary School Voluntary Activity 

.ƻŘȅ Ŝǘ ŀƭΩǎ όнлмтύ ŀƴŀƭȅǎƛǎ ƛŘŜƴǘƛŦƛŜŘ ǎƳŀƭƭ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎ ŀǎ Ƴƻǎǘ ƭƛƪŜƭȅ ǘƻ ŀǘǘǊŀŎǘ ǾƻƭǳƴǘŜŜǊǎ ŀƴŘ 

fundraised income. However, this may not be surprising, given the special histories of small school-

rural community relationships. Indeed, Ribchester and Edwards (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 find themselves 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 understanding oŦ ǇǊŜǾƛƻǳǎƭȅ ŜȄƛǎǘƛƴƎ άƭƻŎŀƭƭȅ-based 

support strategies including inter-school co-operation, anti-ŎƭƻǎǳǊŜ ŎŀƳǇŀƛƎƴǎΧ ǾƻƭǳƴǘŀǊȅ ŦǳƴŘ-

ǊŀƛǎƛƴƎέ όwƛōŎƘŜǎǘŜǊ ŀƴŘ 9ŘǿŀǊŘǎΣ мфффΣ ǇƎΦпфύ ŀƴŘ Ǿƛǘŀƭ ǎŎƘƻƻƭ-community relationships (CofE, 2014; 

Cade et al, 2018; Hargreaves, 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 considered here. As Ball (2021) highlights, it was 

church societies and voluntary organisations that provided education (for the working-classes) prior 

to the passing of the Elementary Education Act 1870. To this day, άƳǳŎƘ ƻŦ ǘƘŜ ŦŀƛǘƘ-based sector in 

both EnglŀƴŘ ŀƴŘ ²ŀƭŜǎ ŀŎǘǳŀƭƭȅ Ŏƻƴǎƛǎǘǎ ƻŦ ǎƳŀƭƭΣ ǊǳǊŀƭΣ !ƴƎƭƛŎŀƴ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎέ όIŜƳƳƛƴƎΣ нлмуΣ 

pg.805) with 26% of all primary schools in England being Church of England schools (Ibid, pg.139). This 

has important implications for these schools voluntary activity. CofE schools have foundation 

governors who are volunteers specifically tasked with ensuring the school maintain and encourage a 

Christian distinctiveness (Holmes and Pratt-Adams, 2021). Voluntary activity and strong school-

community links are also directly encouraged by the church and explored and celebrated in SIAMS 

(Statutory Inspection of Anglican and Methodist Schools) inspections which church schools must also 

undergo in addition to Ofsted (Hemming, 2018). Thus, the religious character of many small rural 

primaries provides them with close associations to voluntary activity. 



 

ΣΟ 
 

Bell and Sigsworth (1987) recognised 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 helpers who listen to 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, pgs.266-тύΦ {ƛƳƛƭŀǊƭȅΣ wƛōŎƘŜǎǘŜǊ ŀƴŘ 9ŘǿŀǊŘǎΩ όмфффύ Ǉƻǎǘŀƭ 

survey of headteachers from 12 rural counties 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 extra-curricular activities for the children. MPs in a 

recent House of Commons debate on small and village school funding also discussed the inspiring work 

of local charities, PTAs, parish councils, local businesses, friends, teachers, and parents who hold 

weekly cake raffles and provide resources in response to schools wish list websites (Hansard (HC Deb), 

2019, col. 429). Thus, voluntary activity is a recognised and vital part of the day-to-day 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 that άǎƳŀƭƭŜǊ ŎƭŀǎǎŜǎ ǇǊƻǾƛŘŜ ƎǊŜŀǘŜǊ 

ƻǇǇƻǊǘǳƴƛǘƛŜǎ ŦƻǊ ǘŜŀŎƘŜǊǎ ŀƴŘ ǎǘǳŘŜƴǘǎ ǘƻ ŘŜǾŜƭƻǇ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ƻŦ ŎŀǊŜ ŀƴŘ ǘǊǳǎǘέΣ ǘƘǳǎ ǎƳŀƭƭ ǊǳǊŀƭ 

primary schools already have ideal conditions, by virtue of their size, to enable caring relations to 

flourish. Indeed, much of the qualitative literature (Bell and Sigsworth, 1987; 1991; 1992; Bottery, 

1991; Chadwick, 2012; CofE, 2014; Cade et al, 2018; Francis, 1992) on small rural primary schools 

supports this idea that they have a familial ŀǘƳƻǎǇƘŜǊŜΣ ΨƘŀǇǇƛŜǊΩΣ ŎŀǊƛƴƎΣ ŀƴŘ ǎǳǇǇƻǊǘƛǾŜ ƭŜŀǊƴƛƴƎ 

environments, respect and high standards of behaviour, and mutually beneficial relationships 

between schools, parents and their local communities. Their unique surroundings also enables 

students to gain first-hand experience of caring for plants, animals, and the environment (Noddings, 

2005) through initiatives such as Farm schools (Saunders et al, 2011), Beach schools (Mackintosh, 

2017) and Forest schools (Pimlott-Wilson and Coates, 2019).  

The small-scale 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 

ǎȅƳōƻƭƛŎŀƭƭȅ ŀǎ ΨǘƘŜ ƘŜŀǊǘ ƻŦ ǘƘŜ ŎƻƳƳǳƴƛǘȅΩ ό.Ŝƭƭ ŀƴŘ {ƛƎsworth, 1992; Bagley and Hillyard, 2011; 

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 primaries see school-community links as a key part of their role (Ibid; Bagley and Hillyard, 

нлмфύΦ ¢Ƙƛǎ ǿŀǎ ǎƻ ƳǳŎƘ ǎƻ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭǎ ƛƴ .Ŝƭƭ ŀƴŘ {ƛƎǎǿƻǊǘƘΩǎ όмффнΣ ǇƎΦстύ ǎǘǳŘȅ ǘƘŀǘ ǘƘŜƛǊ ǾŜǊȅ 

purpose (and thus the education they provided) was directed towards ǘƘŜ άώƳŀƪƛƴƎ ƻŦϐ ŎƻƳƳǳƴƛǘȅέ 

through reciprocal support by and for the school and its volunteers. One volunteer in Bell and 

{ƛƎǎǿƻǊǘƘΩǎ όмффнΣ ǇƎΦолύ ǎǘǳŘȅ ƘƛƎƘƭƛƎƘǘŜŘ ŀ ǾŜǊȅ ŎƘƛƭŘ-centred view of educational purpose here ς 

ǘƘŜ ŎƘƛƭŘǊŜƴ άŀǊŜ ǘƘŜ ŦǳǘǳǊŜέ ŀƴŘ so there was a communal obligation felt towards the next 

generation, one that could be realised through volunteering with and for the children. This was not a 

one-way relationship either but rather 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 curriculum, thoroughly encompasses socialisation for citizenship beyond the confines 

of the school and even makes progress towards subjectification by engaging children meaningfully in 

the real local contexts of their lives.  



 

ΣΠ 
 

Considering the above literature, it may be tempting to attribute the increase in voluntary activity in 

small schools (Body et al, 2017) to their being particularly well-placed 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, 2009), drawing 

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

9ƴƎƭŀƴŘΩǎ ŎƻǳƴǘǊȅǎƛŘŜ ƛǎ ǇŜǊŎŜƛǾŜŘΦ ¸ŜǘΣ ǊŜǎŜŀǊŎƘ Ƙŀǎ ƘƛƎƘƭƛƎƘǘŜŘ ǘƘŀǘ ǘƘƛǎ ΨǊǳǊŀƭ ƛŘȅƭƭΩ ƛǎ ƻŦǘŜƴ 

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 common iǘ ƛǎ ƴƻǿ ŦŀǊ ŦǊƻƳ ΨƛŘȅƭƭƛŎΩ 

as it is increasingly used to deliver core educational activities, rather than the extra-ŎǳǊǊƛŎǳƭŀǊ ΨƭǳȄǳǊƛŜǎΩ 

it used to provide (Body, 2017; Body et al, 2017; Body and Hogg, 2018; Body, 2020) or for occasional 

anti-closure campaigns, rather than a consistent practice of ongoing support (Bagley and Hillyard, 

2014; Hargreaves et al, 2009).  

CǳǊǘƘŜǊƳƻǊŜΣ .ŀƎƭŜȅ ŀƴŘ IƛƭƭȅŀǊŘΩǎ όнлммΤ нлмпΤ нлмрΤ нлмф; Hillyard and Bagley, 2013; 2015) 

extensive 2-year 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 the North-East) emphasises 

that the local contexts in which small rural schƻƻƭǎ ŜȄƛǎǘ ǾŀǊȅ ƎǊŜŀǘƭȅ ƛƴ 9ƴƎƭŀƴŘΩǎ άƘƛƎƘƭȅ ŘƛŦŦŜǊŜƴǘƛŀǘŜŘ 

ŎƻǳƴǘǊȅǎƛŘŜέ ό.ŀƎƭŜȅ ŀƴŘ IƛƭƭȅŀǊŘΣ нлмпΣ ǇƎΦсоΤ aǳǊŘƻŎƘ Ŝǘ ŀƭΣ нллоύΦ 5ǊŀǿƛƴƎ ƘŜŀǾƛƭȅ ƻƴ .ƻǳǊŘƛŜǳΩǎ 

theory and concepts throughout their workΣ ǘƘŜȅ ŀǊƎǳŜ ǘƘŀǘ ŀ ǎǘŀōƭŜ ŎƻƳƳǳƴƛǘȅ ΨŎƻǊŜΩ ŦǊƻƳ ǿƘƛŎƘ 

social capital can be expected to flourish is difficult to promote in village schools where there is a mix 

of long-standing working-class residents and middle-class newcomers (Bagley and Hillyard, 2014; 

2019; Hillyard, 2015), and where the children are increasingly being drawn from outside the local 

ŎƻƳƳǳƴƛǘȅ όaƻǎŜǊΣ нллпΤ нллрΤ ²ŀƭƪŜǊΣ нлмлύ ǘƘǳǎ ŎƘŀƴƎƛƴƎ ǎŎƘƻƻƭǎΩ ŘŜƳƻƎǊŀǇƘƛŎ ǇǊƻŦƛƭŜǎ ŀƴŘ 

ŜŦŦŜŎǘƛƴƎ ƛǘǎ ǎŜƴǎŜ ƻŦ ΨōŜƭƻƴƎƛƴƎΩ ǘƻ ǘƘŜ ǾƛƭƭŀƎŜ ƛƴ ǿƘƛŎƘ ƛǘ ƛǎ ƭƻŎŀǘŜŘ ό/ƻǊōŜǘǘΣ нлмпΤ нлмр; Hillyard and 

Bagley, 2015; Hillyard, 2020a; 2020b). They also found that the contextual history of school-

community relationships continued to either obstruct or facilitate efforts to promote close 

ŜƴƎŀƎŜƳŜƴǘ ōȅ ǊǳǊŀƭ ƘŜŀŘǘŜŀŎƘŜǊǎ ό.ŀƎƭŜȅ ŀƴŘ IƛƭƭȅŀǊŘΣ нлмфύΦ aƻǊŜƻǾŜǊΣ ŘŜƳŀƴŘǎ ƻƴ ƘŜŀŘǘŜŀŎƘŜǊΩǎ 

time, and professional pressures associated with managing a small rural school in the current policy 

ŎƻƴǘŜȄǘ ŦƻŎǳǎŜŘ ƻƴ ŜŘǳŎŀǘƛƻƴΩǎ ǉǳŀƭƛŦƛŎŀǘƛƻƴ ŦǳƴŎtion made it difficult for the promotion of social 

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 realising the 

skilled, supportive communities envisioned by government policy may not be a realistic option for 

ƳŀƴȅΦ .ŀƎƭŜȅ ŀƴŘ IƛƭƭȅŀǊŘΩǎ ŜǘƘƴƻƎǊŀǇƘȅ Ŧƛƭƭǎ ŀƴ ƛƳǇƻǊǘŀƴǘ ƎŀǇ ƛƴ ƻǳǊ ǉǳŀƭƛǘŀǘƛǾŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ 

perceptions of and experiences in rural village schools and 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 primary schools. Drawing on this literature, the 



 

ΣΡ 
 

conceptual and theoretical stance that underpins this thesis is a combination of theories 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; 2015) which work in synergy with each other. The TSOL 

conceptual framework advocates a wide definition of work, which fits with the understanding that 

education has a wide variety of purposes which are addressed through a variety of different socio-

economic modes. The TSOL also focuses on boundaries, which works in synergy with Lamont and 

tƛŜǊǎƻƴΩǎ όнлмфύ ŀǊƎǳƳŜƴǘ ǘƘŀǘ ǎǘƛƎƳŀ ŀǊƛǎŜǎ ŦǊƻƳ ǊŜŎƻƎƴƛǘƛƻƴ ƎŀǇǎ ǎǳǊǊƻǳƴŘƛƴƎ ōƻǳƴŘŀǊƛŜǎ ōŜǘǿŜŜƴ 

individuals and groups. The concept of territorial stigmatisationШыWacquant, 2008; Wacquant et al, 

2014) links back to the recognition and construction of spatial boundaries and their social 

consequences, especially inequality. Understandings of rurality are 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). And 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)relationships of work and how the 

different levels of society (micro-, meso- and macro-) influence each other. The findings and 

contributions of this thesis will show that much more understanding is gained from a combination of 

conceptual and theoretical understandings than any one theoretical or conceptual framework would 

allow. 

Throughout this thesis, voluntary activity is conceptualised as part of the TSOL which 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 children themselves. And yet some parents are stigmatised, 

creating barriers to involvement and perpetuating inequalities. For small rural primaries in particular, 

challenges and opportunities 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 Hargreaves, 2009) conclude that too 

Ƴŀƴȅ ǎǘǳŘƛŜǎ ƛƴ .Ǌƛǘŀƛƴ ƘŀǾŜ ōŜŜƴ άƳŀŎǊƻ-ǎŎŀƭŜ ǉǳŀƴǘƛǘŀǘƛǾŜ ǎǘǳŘƛŜǎέ ǿƛǘƘ ŀ ǇƻƭƛŎȅ-driven focus 

(Hargreaves, 2017, pg.233) neglecting the everyday local practices and experiences of the people 

involved in small rural schools (Kvalsund and Hargreaves, 2009). Even studies focused on small rural 

school-ŎƻƳƳǳƴƛǘȅ ǊŜƭŀǘƛƻƴǎƘƛǇǎ όƛƴŎƭǳŘƛƴƎ .ŀƎƭŜȅ ŀƴŘ IƛƭƭȅŀǊŘΩǎ ŜǘƘƴƻƎǊŀǇƘȅύ Ŧŀƛƭ ǘƻ ƳŀƪŜ ǘƘŜ ǊƻƭŜ 

and experience of voluntary activity explicit, in both its positive and problematic outcomes. My 

research fills 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; how I went about conducting this study to answer 

my research questions.  

  



 

ΣΣ 
 

Chapter 4: Methodology 

Introduction 

This chapter presents the development of my ethnographic methodology in this thesis. Whilst I 

introduced my research sites in previous chapters, this chapter details how my research was 

conceptualised and carried out in practice. The subsections that follow are presented in chronological 

order, but various parts 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 qualitative 

approach, including the justification for adopting ethnography ŀƴŘ ǊŜŦƭŜŎǘƛƻƴǎ ƻƴ Ƙƻǿ L ΨǊŜǎŜŀǊŎƘŜŘ 

ǘƘŜ ŦŀƳƛƭƛŀǊΩΦ CƻƭƭƻǿƛƴƎ ǘƘƛǎΣ L ŘŜǘŀƛƭ Ƴȅ ŜǘƘƛŎŀƭ ǇǊŀŎǘƛŎŜǎΦ 9ǘƘƛŎǎ ŀǊŜΣ ƘƻǿŜǾŜǊΣ ǊŜŦŜǊǊŜŘ ǘƻ ǘƘǊƻǳƎƘƻǳǘ 

the thesis due to their central importance to my research from conceptualisation to write-up, 

dissemination and ongoing relationships with the field and participants. From here I explore (re-

)entering the field of Applegood and Oakington schools as a volunteer researcher. I justify the 

selection of these schools, discuss access and sampling interviewees within school communities. The 

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

how I planned to carry out the research, how the methods worked in practice, dilemmas I 

encountered, and how I overcame them to ensure my research was both ethical and meaningful to 

produce new knowledge. I finally explore the processes and emotions involved in leaving the field, 

and how I analysed and wrote up my findings (presented in Chapters 5-7). I conclude with a summary 

of my methodological decision-making, 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 

questionnaires because people struggle to (consistently) define activities as voluntary and so 

frequently do not recognise their own voluntary activity, or that 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 the literature, especially through an appreciation of gender and capital, and the views 

of children. To address the questions left unanswered and issues unexplored requires a qualitative 

approach (Gillham, 2000) which allows engagement in a search for meanings, gives participants the 

opportunity to discuss their subjective experiences and beliefs, and, in the case of my research, gave 

me the chance to gain an in-depth 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 I adopted in this research was an ethnography of two small rural 

primary schools of differing levels of deprivation. Ethnography aims to understand in-depth 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 
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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 participating in these 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 Labour (TSOL) (see Chapter 3) as it 

enables the access, 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, and individuals. It also appreciates 

the context-dependent 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 the differences or similarities and then seeking to understand them 

(Hillyard, 2020), thus helping me to answer my research questions. 

In addition, the time-span of ethnography allowed me to build (on) rapport with research participants 

(Cunliffe and Karunanayake, 2013) (some I already knew before the research began). Rapport is vital 

in any qualitative research, not just to gain access to the site or to encourage co-operation 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. 

¢ƘŜ ǎǇŜŎƛŦƛŎ ŜǘƘƴƻƎǊŀǇƘƛŎ ŀǇǇǊƻŀŎƘ L ŀŘƻǇǘŜŘ ǿŀǎ ǘƘŀǘ ƻŦ ΨǾƻƭǳƴǘŜŜǊ ŜǘƘƴƻƎǊŀǇƘŜǊΩ όDŀǊǘƘǿŀƛǘŜΣ 

2015). I became a volunteer at Applegood and Oakington throughout the duration of my ethnography 

to access and gain first-hand experience of the issues I aimed to understand at the deeper level 

required in ethnographic research (Ibid; 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 allowed me to build (on) rapport with other volunteers, staff, children, and parents/carers, 

improving my ability to answer my research questions and care for the relationships I built. Being a 

volunteer researching voluntary activity also gave me the unique opportunity to reflect on my own 

experience as a volunteer which was invaluable in identifying and exploring emerging themes and how 

I was experiencing them, and whether and why this was different or similar to other volunteers. 

Consequently, my own autoethnographic accounts and reflexive autobiographical writing appear 

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, I 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, uncertainties around my 

positionality may well have prevented me from accessing certain environments, conversations or 

individual opinions and understandings (Pole and Hillyard, 2016). This too required critical 

consideration of the impacts on knowledge production (the findings and their implications and 

contributions) and what I could claim to have understood from my fieldsites through my positionality 

as volunteer ethnographer. 

hΩwŜƛƭƭȅ όнллфΣ ǇƎΦоύ ŘŜǎŎǊƛōŜǎ ŜǘƘƴƻƎǊŀǇƘȅ ŀǎ ŀ ΨŦŀƳƛƭȅ ƻŦ ƳŜǘƘƻŘǎΩ ǳǎŜŘ ƛƴ ŘƛǊŜŎǘ ŀƴŘ ǎǳǎǘŀƛƴŜŘ 

ŎƻƴǘŀŎǘ ǿƛǘƘ ƛƴŘƛǾƛŘǳŀƭǎ ŀƴŘ ƎǊƻǳǇǎ άǿƛǘƘƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ǘƘŜƛǊ Řŀƛƭȅ ƭƛǾŜǎ όŀƴŘ ŎǳƭǘǳǊŜǎύΣ ǿŀǘŎƘƛƴƎ 
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ǿƘŀǘ ƘŀǇǇŜƴǎΣ ƭƛǎǘŜƴƛƴƎ ǘƻ ǿƘŀǘ ƛǎ ǎŀƛŘΣ ŀƴŘ ŀǎƪƛƴƎ ǉǳŜǎǘƛƻƴǎέΦ LƴŘŜŜŘΣ ŜǘƘƴƻƎǊŀǇƘȅ ŜƴŀōƭŜŘ ƳŜ ǘƻ 

undertake multiple methods including observations, interviews, autoethnography, documentary 

analysis and research with children as and when they were the most appropriate to answer a research 

question, 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 participating in their activities, and ensured ethical practice in what method I used, 

how I deployed it, and with whom. Ethnography is also flexible, which enabled me to adjust my 

approach based on what I found, who I spoke to, the changing day-to-day rhythms of the field, 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 I was unable to attend governorsΩ 

meetings in-person to observe (due to the confidential nature of such meetings), I interviewed the 

governors and asked non-governors about their understanding of governance. Self-reported data 

gained from interviews (inevitably influenced by the social interaction created within that specific 

interview context) (Marvastri and Tanner, 2020) could also be helpfully supplemented by my own 

observations and analysis of related documents. Alternatively, what I observed in the field could be 

explained and explored in both informal field conversations and more formal semi-structured 

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 an inevitably time-consuming and labour-intensive process (Atkinson, 2015; Fine and 

Hancock, 2017). Indeed, I spent up to three days a week in each school over two 7-month periods (14 

months in total), with school holidays and the gap between in-school phases being taken up with 

interviews, transcriptions, documentary analysis and early coding, analysis, and writing (Hammersley 

and Atkinson, 1997). However, as a PhD student I was in the fortunate position to dedicate an 

extended period to my research (Fine and Hancock, 2017; Hammersley, 2018). And, as outlined above, 

I 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 fieldwork also helped to prevent an ahistorical perspective developing 

(Hammersley, 2005) as I was able to explore and consider the local history of the schools and their 

communities (including short-term and long-term patterns of change) and the biographies of 

participants when collecting and analysing data and presenting my findings. 

Due to the inevitable role played by relationships in the field, ethnography is also an emotionally 

intensive approach (Mills and Morton, 2013; DeLuca and Maddox, 2016). I was committed to the 

relationships developed in the field and aware that ethical dilemmas were likely to arise throughout 

the research. Where they did, I have highlighted 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 and they (and those initiated in the field) will exist long after. I was already emotionally 

invested in these schools, which leads to another (perhaps the fundamental) criticism of ethnography; 

cultural (observer) bias. Because I was researching the familiar, I 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 confronted the data 

(Hammersley, 1990; Brewer, 1994). 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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Whilst researching the familiar undoubtedly had its benefits in terms of accessing and understanding 

my field sites (Hockey, 1993), I sought to improve the rigour of my analysis by regularly reminding 

ƳȅǎŜƭŦ ƻŦ Ƴȅ ǊŜǎŜŀǊŎƘŜǊ ǊƻƭŜ ŀƴŘ ŜƴƎŀƎƛƴƎ ƛƴ ŜŦŦƻǊǘǎ ǘƻ ΨƪŜŜǇ ǘƘŜ ŦŀƳƛƭƛŀǊ ǎǘǊŀƴƎŜΩ ōȅ regularly 

questioning 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 

(Hammersley, 1992; 2005), I 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 both (Hammersley, 2018). I 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, 1997; Hammersley, 1990; Brewer, 1994) and thereby judge for 

themselves the integrity and validity of my research practice and findings.  

Whilst my fieldwork was carried out in two specific small rural school contexts, the findings have 

relevance and can contribute to our understanding of issues in their wider context, as well as providing 

theoretical and conceptual insight. I sought to uncover how voluntary activity happens, is experienced 

and is different in and between different school contexts. It is the context-specific nature of these 

schools and their communities which made them worthy of study. Hammersley (2005) argues that 

ethnographers too often fail to establish how the data in the setting studied relate to the larger 

population. I have sought to establish this relatedness by detailing the background of the schools I 

have studied in relation to the policy context and to the literature on 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), I found that many of the 

themes I was finding 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 physically detaching myself from 

the schools and their day-to-day goings on whilst completing the final analysis and write-up of my 

research όǎŜŜ Ψ[ŜŀǾƛƴƎ ǘƘŜ CƛŜƭŘΩ below), I aimed to achieve analytical distance to faithfully and 

reflexively convey the findings that had arisen from my ethnographic work in two specific schools and, 

connect them to wider debates in literature, policy, and practice (Hammersley and Atkinson, 1997; 

IŀƳƳŜǊǎƭŜȅΣ мффлύΦ ¢Ƙƛǎ ǘŜƴǎƛƻƴ ōŜǘǿŜŜƴ ǘǊȅƛƴƎ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǇŜƻǇƭŜΩǎ ǇŜǊǎǇŜŎǘƛǾŜǎ ŦǊƻƳ ǘƘŜ ƛƴǎƛŘŜ 

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 ethnography. By engaging with this dynamism,  

ethnography as both a method and methodology (Brewer, 1994) 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, I ŎƻƴǘŜƴŘ an ethnographic 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 rural primary 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 activity (and its intersections with other 

forms of labour, gender, stigma and inequalities) in primary education. 
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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 I researched in (and living 

only a 3-minute walk from Oakington), I was uniquely situated to access, empathise, ask relevant 

questions of relevant people, and understand the daily routines and practices that occur within and 

surrounding these schools and their voluntary activity. I was researching the familiar. Whilst this 

brought huge benefits to my research, I 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; Marvastri and Tanner, 2020) as well as 

careful consideration of who I was likely to encounter throughout the research, the nature and history 

of my relationship with them, and how I would respond to them in the field (Hockey, 1993). I held 

multiple roles and identities within these school communities and my positionality was different 

between the two schools. At Applegood, I was an ex-pupil and now adult volunteer researcher. At 

Oakington, I was an ex-pupil and ex-staff member and now a volunteer researcher. Initial volunteering 

at Applegood before data collection began was crucial for me to (de-)familiarise myself with the school 

(by which I mean differentiate how it was now to how I remembered it as a child) and get to know its 

staff and pupils. At Oakington, I already had familiarity with the school, staff, and children due to 

previously working there. However, as one Reception child succinctly worded it in July 2023, I now 

had άtwo worksέ (by which she meant my university-ōŀǎŜŘ ǿƻǊƪΣ ŀƴŘ Ƴȅ ΨǿƻǊƪΩ ƛƴ ƘŜǊ ǎŎƘƻƻƭύΦ ²Ƙƛƭǎǘ 

I still looked and behaved like a TA (especially to the children), I was no longer in school every day, and 

my research work took place both within and outside school. I thus had to be alert to and manage (the 

perception of) my multiple roles and identities and their impact on my research findings (this was 

ǇŀǊǘƛŎǳƭŀǊƭȅ ǊŜǾŜŀƭƛƴƎ ŦƻǊ Ƙƻǿ ŎƘƛƭŘǊŜƴ ǳƴŘŜǊǎǘƻƻŘ ΨǾƻƭǳƴǘŜŜǊǎΩΣ ŦƻǊ ŜȄŀƳǇƭŜύ ŀƴŘ ŜǘƘƛŎǎ όǊŜƎǳƭŀǊƭȅ 

ensuring people knew I was researching) throughout (Hockey, 1993). 

It became apparent early in my research at Applegood that my age was a key factor in my relationships 

within the schools. I was closer in age to some of the children in these schools than the staff. Whilst I 

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 I was a child in these schools and 

so had those memories of me, alongside my now adult presence in their workplaces. This felt slightly 

different in Oakington where I had worked as a TA 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 

before or not), I felǘ L ƘŀŘ ǘƻ Řƻ ŀ ƭƻǘ ƻŦ ƛƴǾƛǎƛōƭŜ ΨōƻǳƴŘŀǊȅ ǿƻǊƪΩΣ ŜƛǘƘŜǊ ǘƻ ǇǊƻǾŜ ǘƻ ǘƘŜƳ L ǿŀǎ 

ΨŎŀǇŀōƭŜΩ ƻŦ ōŜƛƴƎ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ŀƭƻƴƎǎƛŘŜ ǘƘŜƳΣ ƻǊ ǘƻ ŘƛŦŦŜǊŜƴǘƛŀǘŜ Ƴȅ ƴƻǿ ǊŜǎŜŀǊŎƘŜǊ ǊƻƭŜ ŦǊƻƳ 

my previous TA role (Ibid). There were particular staff I found it very difficult to connect with and even 

experienced micro-aggressions from (I reflect more on this in Chapter 5).  

[ŜDŀƭƭŀƛǎΩ όнллуύ ŘƛǎŎǳǎǎƛƻƴ ƻŦ degrees of insiderness and outsiderness was 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 participants in 

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 organisation, 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). I 
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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 (trusted former TA at 

Oakington and new volunteer at Applegood). In both schools I was rarely recognised by parents/carers 

as a volunteer (many saw me as a TA). Whilst the staff knew I was a volunteer, at Oakington I felt more 

of a necessity (helpful but taken-for-granted), whilst at Applegood I felt more of a scheduled extra 

(even sometimes a nuisance). However, this depended on the space in which I was helping, who I was 

helping and changed over the course of data collection. At Applegood, as I became a more regular 

face around the school, I became more accepted and trusted by staff ς more of an insider. At 

Oakington, however, it became clear to staff as my research progressed that I was no longer a TA in 

the same way as them (I recall a difficult discussion with Samira over the unfair difference in salaries 

between a TA and a funded doctoral student, for example) ς I 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 I was of least nuisance and most help, for example) 

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, I 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 personal time and spaces (I had to carefully 

ŎƻƴǎƛŘŜǊΣ ŦƻǊ ŜȄŀƳǇƭŜΣ ǿƘŜƴ ƛǘ ǿƻǳƭŘ ōŜ ΨǎŀŦŜΩ ǘƻ ǿŀƭƪ Ƴȅ ŘƻƎ ƛƴ Ƴȅ ǇȅƧŀƳŀǎ ǎƻ ǘƘŀǘ L ǿƻǳƭŘ ƴƻǘ ōŜ 

seen by research participants!) Some relationships in the field also pre-existed (and exist after) my 

research, and some participants are close to members of my own family too. The work of Günel et al 

όнлнлύ ƻƴ ŘŜǾŜƭƻǇƛƴƎ άŀ ƴŜǿ ƳŜǘƘƻŘƻƭƻƎƛŎŀƭ ŀƴŘ ǘƘŜƻǊŜǘƛŎŀƭ ŀǇǇǊƻŀŎƘ ǘƻ ŜǘƘƴƻƎǊŀǇƘȅέΣ ŎŀƭƭŜŘ 

ΨǇŀǘŎƘǿƻǊƪ ŜǘƘƴƻƎǊŀǇƘȅΩ ǿŀǎ ŜȅŜ-opening in this regard. They argue that, especially after the 

ǇŀƴŘŜƳƛŎΣ ǊŜǎŜŀǊŎƘ ƴŜŜŘǎ ǘƻ ŀŎŎƻƳƳƻŘŀǘŜ άǊŜŎƻƳōƛƴŀǘƛƻƴΩǎ ƻŦ ΨƘƻƳŜΩ ŀƴŘ ΨŦƛŜƭŘΩέΣ ǘƘŜ ŎƻƳǇƭŜȄƛǘȅ 

of researchers lives (and multiple commitments) which shape knowledge production and the lives 

(and commitments) of and relationships with research ǎǳōƧŜŎǘǎέ όLōƛŘύΦ aȅ ǊŜǎŜŀǊŎƘ ŘŜŦƛƴƛǘŜƭȅ ƛƴǾƻƭǾŜŘ 

a (re-)combination of home and field for me, and I felt I had multiple commitments to research 

participants and my relationships with them. I 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. I also carefully considered how to talk about findings 

pertinent to specific individuals who, even though they are anonymised, would nevertheless be 

identifiable within the school contexts (Hockey, 1993). They had been made aware of this beforehand, 

but I also conducted follow-ǳǇ Ǿƛǎƛǘǎ όǎŜŜ Ψ[ŜŀǾƛƴƎ ǘƘŜ CƛŜƭŘΩ ōŜƭƻǿ ŦƻǊ ŦǳǊǘƘŜǊ ŘƛǎŎǳǎǎƛƻƴύ ǘƻ Ǝŀƛƴ ǘƘŜƛǊ 

feedback on my presentation of their stories (in Chapter 7) as I felt committed to honouring the trust 

ǘƘŜȅ ƘŀŘ ƎƛǾŜƴ ƳŜΦ L ŀƭǎƻ ŘƛǎŎǳǎǎŜŘ ǿƛǘƘ ǘƘŜ ŜȄŜŎǳǘƛǾŜ ƘŜŀŘ ǿƘŀǘ ǎƘŜ ǿŀƴǘŜŘ ǘƘŜ ǎŎƘƻƻƭǎ ǘƻ ΨƎŜǘ ƻǳǘ 

ƻŦΩ ǘƘŜ ǊŜǎŜŀǊŎƘ ǎƻ L ŎƻǳƭŘ ǳƴŘŜǊǎǘŀƴŘ Ƙƻǿ Ƴȅ ǊŜǎŜŀǊŎƘ ŎƻǳƭŘ ǇƻǎƛǘƛǾŜƭȅ ƛƳǇŀŎǘ ǘƘem directly, as well 

as having a wider contribution to the field. Thus, carefully managing the multiple commitments I 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 I was often asked to be involved in voluntary activities for the school (Ibid). This included 

delivering invites to locals for school events, tracking down email 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 supervisors where we agreed that so long as I 

ŘƛŘ ƴƻǘ ǇŜǊŦƻǊƳ ŀƴ ŀŎǘƛǾŜ ǊƻƭŜ ƛƴ ǎŜǘǘƛƴƎ ǳǇ hŀƪƛƴƎǘƻƴΩǎ t¢! ŀƴŘ ǘƘŜ ǇŀǊƛǎƘ ŎƻǳƴŎƛƭ ƳŜŜǘƛƴƎ ŀǘǘŜƴŘŜŘ 

ǿŀǎ ŀ ΨƻƴŜ-ƻŦŦΩ ƻŎŎŀǎƛƻƴΣ L ŎƻǳƭŘ ŜǘƘƛŎŀƭƭȅ ǎǳǇǇƻǊǘ ǘƘŜ ǎŎƘƻƻƭ ǿƛǘƘƻǳǘ ŎƻƳǇǊƻƳƛǎƛƴƎ ǘƘŜ ƛƴǘŜƎǊƛǘȅ ƻŦ 

my research. I 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 as the schools' 

commitment to (re-)building its relationship with locals (which I also personally care about). Thus, 

these instances involving my own voluntary activity were beneficial for my research in multiple ways; 

giving me access to (the views of) local community groups, and an understanding of what certain 

volunteers (such as those with 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 

άǿƻǊƪƛƴƎ ǿƛǘƘ ǊŀǘƘŜǊ ǘƘŀƴ ŀƎŀƛƴǎǘΧ ŎƻƴǎǘǊŀƛƴǘǎΣ ǇŀǊǘƛŀƭ ƪƴƻǿƭŜŘƎŜΣ ŀƴŘ ŘƛǾŜǊǎŜ ŎƻƳƳƛǘƳŜƴǘǎέ ŀƴŘ 

sometimes fragmentary data collection across multiple sites and media, which provided me with a 

rich and insightful ethnography (Günel 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). As one component of my wider ethnography, my 

autoethnography focused on my own experience, feelings, attitudes, and perceptions (as distinct from 

fieldnotes which have other people as the central focus) as a volunteer in Applegood and Oakington, 

thus investigating the ΨautobiographyΩ of my research questions (Ibid). Autoethnography provided 

ƘŜƭǇŦǳƭ ƛƴǎƛƎƘǘǎ ŀƴŘ ŀƴƎƭŜǎ ƻƴ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ŀƴŘΣ ǿƘŜƴ ǳǎŜŘ ǿƛǘƘ ƻǘƘŜǊ ǎƻǳǊŎŜǎ ƘŜƭǇŜŘ ǘƻ άŜƴǊƛŎƘ 

ŀƴŘ ŎƻƳǇƭŜȄƛŦȅέ ǘƘŜ ǇƛŎǘǳǊŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ L ǿŀǎ ŀōƭŜ ǘƻ ŀŎŎŜǎǎΣ ǳƴŘŜǊǎǘŀƴŘ ŀƴŘ ŎƻƳƳǳƴƛŎŀǘŜ 

(Ibid, pg.324).Ш!ǳǘƻŜǘƘƴƻƎǊŀǇƘȅ ŀƭǎƻ ǇǊƻǾƛŘŜŘ ŀ ǎǇŀŎŜ άŦƻǊ ŜȄŎŜǎǎ ŀƴŘ ŜǎŎŀǇŜέ ŦǊƻƳ ǊŜǎŜŀǊŎƘ 
demands (Ibid, pg.325). It enabled me to record and later explore my own feelings and emotions as 

they arose, and reflections made throughout the research (Mills and Morton, 2013). This included how 

I felt about certain participants, and how I perceived they felt about me, how the schools felt different 

from what I remembered or expected, and my own insecurities and uncertainties about my 

positionality and research practices in the field (Sampson et al, 2008). Thus, autoethnography acted 

as a method of self-care, an ethical practice, a method to 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 example, Delamont (2009, pg.58) defines 

autoethnography as the self-obsessed introspection of the researcher with no analytical mileage, 

whereas ethnography analyses social settings to which the researcher has access and is acutely aware 

of their interrelationships role in and impact on fieldwork. Key to this important discussion is the 

concept and practice of reflexivity (Hammersley and Atkinson, 1997). One can engage in reflexive 

autobiographical writing, where the researcherΩs reflections are followed by reflexive analytical 

accounts which άƻǇŜƴ ǳǇ ŀŎŀŘŜƳƛŎ ƛǎǎǳŜǎ ǿƘƛŎƘ ŀǊŜ ŀ ƭŜƎƛǘƛƳŀǘŜ ŦƻŎǳǎ ŦƻǊ ǎƻŎƛŀƭ ǎŎƛŜƴŎŜέ ό5ŜƭŀƳƻƴǘΣ 

2009, pg.57). LƴŘŜŜŘΣ ǎǳŎƘ ǿǊƛǘƛƴƎ ƛǎ άŎŜƴǘǊŀƭ ǘƻ ǘƘŜ ǇǊƻƎǊŜǎǎ ƻŦ ŜǘƘƴƻƎǊŀǇƘȅέ όLōƛŘΣ ǇƎΦрмύΦ ¢ƘǳǎΣ ǿƘŜƴ 

I draw on my autoethnographic accounts in this thesis, these are written as reflexive autobiography 
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where I 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 I discuss my boundaries 

within the two schools, I reflect on my own introspective thoughts and feelings in an encounter with 

Sue, a TA. However, I then seek to go beyond this by analysing what this encounter revealed in terms 

of answering my research questions and connecting to the literature. Thus, I seek to engage in 

reflexive autobiographical writing beyond reflection to 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 school communities. But by thinking, analysing and writing reflexively about my 

autoethnographic experience of the research topic, I can develop and contribute a greater 

understanding of the social science issues that surround 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 write-up and future presentation and 

publication. Ethics are both a complex and persistent part of qualitative research (Mills and Morton, 

2013) and so interpretation of ethical principles in the real-life contexts and situations with which I 

was presented were a key part of my ethnography. Ethical principles often interacted with (data) 

quality considerations and practical constraints throughout the research process (Webster et al, 

2014). Reflections on these issues and the decisions made are discussed in more depth in the sections 

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. I gained ethical approval 

for my research through my School ethics approval committee at the University of Kent. In addition 

ǘƻ ŦƻƭƭƻǿƛƴƎ ΨǊŜƎǳƭŀǘƻǊȅΩ ŜǘƘƛŎŀƭ ƎǳƛŘŀƴŎŜΣ Ƴȅ ǊŜǎŜŀǊŎƘ ŜǘƘƛŎǎ ŀƭǎƻ ŦƻŎǳǎŜŘ ƻƴ ΨǊŜƭŀǘƛƻƴǎƘƛǇǎΩ ŀƴŘ ōŜƛƴƎ 

ΨǊŜŦƭŜŎǘƛǾŜΩ όǿƘŀǘ /ŀƭŘŜǊ όнлнлύ ǊŜŦŜǊǎ ǘƻ ŀǎ ǘƘŜ ǘƘǊŜŜ wΩǎ ƻŦ ŜǘƘƛŎǎύΦ vǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ ŎǊŜŀǘŜǎ ŀƴŘ 

depends upon relationships, and I ensured that everyone in my research was comfortable with their 

involvement and my presence, and that I considered any power dynamics at play and the contexts in 

which relationships were built and played out (Ibid). In addition, being reflective involved me clearly 

stating how I interpreted ethical rules and regulations and how I 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 emails and documentation before 

my research took place. 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 be anonymised for confidentiality 

and recorded and stored securely throughout the research. I made it clear to the schools and 

participants that I was a researcher; this was not covert research, and I provided my contact 

information should they wish to know more about various aspects of the research process going 

forward. I 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 my research 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 key senior staff 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 comfortable with my practices, trusted me to act ethically and made my presence as useful and 

least disruptive for the day-to-Řŀȅ ǊǳƴƴƛƴƎ ƻŦ ǘƘŜ ǎŎƘƻƻƭǎ ŀǎ ǇƻǎǎƛōƭŜ όǎŜŜ Ψ!ŎŎŜǎǎΩ below for further 

discussion). School staff are extremely busy, and I 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 opportunity limited this. I also ensured my research participants 

were kept fully informed about the progress of my research throughout. Indeed, my ethical 

considerations were part of an ongoing process of ethical research which I reflected on throughout 

the study and communicated to participants either verbally or in written form at each stage (Ibid).  

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 schools in the Southeast. I made this possibility clear to the schools to ensure 

they were aware of this before agreeing to be part of my research. Moreover, whilst I did not show 

any transcripts to participants throughout the research, if reading the final PhD text, there is the 

possibility that the various research participants 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 I caused no harm, I discussed the possibility of within-school 

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, I did not attribute them to a specific individual at all to reduce the risk of identifiability.  

There was also the ongoing pandemic situation to consider. Having worked in schools throughout the 

COVID-19 pandemic (early 2020s) I 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.  

 

/ƘƛƭŘǊŜƴΩǎ tŀǊǘƛŎƛǇŀǘƛƻƴ 

I followed all due processes relating to the involvement of children in my research. From my job as a 

TA, I 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. I adhered to 

these first and foremost throughout my time in the schools. I sought permission from the schools and 

parents/carers for the children to be involved in my research (Wellington, 2015). I also created child-

friendly information sheets (Clark and Moss, 2011) to explain my presence and my research (detailing 

the methods I intended to use to engage the children in the research and all ethical considerations 

made). These were sent to parents/carers and displayed around the schools throughout the data 

collection phases (see Figure 5).  
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¢ƻ ǊŜǎǇŜŎǘ ŎƘƛƭŘǊŜƴΩǎ ǾƻƛŎŜǎ ŀƴŘ ŜƴǎǳǊŜ Ƴȅ ǊŜǎŜŀǊŎƘ 

ǿŀǎ ŎƻƴŘǳŎǘŜŘ ΨǿƛǘƘΩ ǘƘŜƳ όŀǎ ƻǇǇƻǎŜŘ ǘƻ ΨƻƴΩ ǘƘŜƳύ 

(Lundy et al, 2011; Bradbury-Jones and Taylor, 2015), I 

introduced the research in child-friendly terms to the 

children in their classrooms at the beginning of each 

data collection phase, using my child-friendly 

information sheets (aware that their parents/carers 

may not have shown them or explained them), and gave 

them the opportunity to ask me questions about the 

research. I also reassured the children that 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, I also wanted my research to be a 

positive experience with the children. I emphasised the 

importance of their views and their role in the research 

(Clark and Moss, 2011; Lundy et al, 2011). This was vital 

not only because, in their experience at school, children have 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, 2011). Any documents produced by children throughout the research were 

photographed (with their permission) for later analysis so that the children could keep the originals 

(Clark and Moss, 2011; Breathnach et al, 2018). Further details on how my research with children 

ƘŀǇǇŜƴŜŘ Ψƛƴ ǘƘŜ ŦƛŜƭŘΩ ŀǊŜ ŘƛǎŎǳǎǎŜŘ later in this chapter.  

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, I 

was aware that many participants thought and engaged with me as if I were 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 was a research 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 parent/carer and child consent forms were 

good opportunities to remind parents/carers and their children of my research and ensure they were 

giving informed consent. I also engaged regularly in conversations with staff about my research to 

remind them I was collecting data through my volunteer (TA) role. I formally ended the data collection 

ƛƴ ŜŀŎƘ ǎŎƘƻƻƭ όǎŜŜ Ψ[ŜŀǾƛƴƎ ǘƘŜ CƛŜƭŘΩ ōŜƭƻǿύΣ ƛƴŦƻǊƳƛƴƎ ǘƘŜ ǎǘŀŦŦ ŀƴŘ ŎƘƛƭŘǊŜƴ L ǿƻǳƭŘ ōŜ ƎƻƛƴƎ ŀǿŀȅ 

to write-up my research. I also sent a research poster to all participants four months 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 in my notebook and/or password-protected journaling app and later typed up in full) 

(Carspecken, 1996; Mills and Morton, 2013), ŀǳǘƻŜǘƘƴƻƎǊŀǇƘƛŎ ǊŜŦƭŜŎǘƛƻƴǎΣ άƛŘŜŀǎ ŀƴŘ ƘǳƴŎƘŜǎέ 

(Hammersley and Atkinson, 1997, pg.205) (recorded in my journalling app in real-time), interview 

audio (recorded on my password-protected ǇƘƻƴŜ ƻǊ Ǿƛŀ ǘƘŜ ǎŜŎǳǊŜ ΨǊŜŎƻǊŘΩ ŦŜŀǘǳǊŜǎ ƛƴ ǾƛŘŜƻ-

conferencing software Microsoft Teams) and transcripts, documents, screenshots of social media, 

ŦƛŜƭŘ ǇƘƻǘƻƎǊŀǇƘǎΣ ǇƘƻǘƻǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŀǊǘǿƻǊƪΣ ŀƴŘ ŀǊǘ ƎǊƻǳǇ ƻōǎŜǊǾŀǘƛƻƴ ƴƻǘŜǎ όǊŜŎƻǊŘŜŘ ƛƴ Ƴȅ 

notebook and later typed up in full). For both practical and ethical reasons, it was vital that these were 

organised effectively and stored securely. I used the NVivo software (on my password-protected 

laptop) to organise, manage and store my data, as well as aid my analysis and writing by having all 

data types in audio, written or visual format in one 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 

I selected two small rural primary schools with differing levels of deprivation within (and around) 

which I based my ethnography of voluntary activity. The rationale for selecting these types of 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 received attention in the literature, the voluntary activity occurring for them 

is a neglected (and taken-for-granted) subject in previous studies. Small rural primary schools 

therefore represent an important and relevant environment in which to study voluntary activity in-

depth. I 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 of the area 

ƛƴ ǿƘƛŎƘ ǎŎƘƻƻƭǎ ŀǊŜ ƭƻŎŀǘŜŘΦ IƻǿŜǾŜǊΣ ǘƘŜȅ ŘƛŘ ƴƻǘ ŦƛƴŘ ƻǳǘ ǿƘŀǘ ǘƘƛǎ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ Ψƭƻƻƪǎ ƭƛƪŜΩ ƻǊ 

the experiences of those involved day-to-Řŀȅ ŀƴŘ ǘƘŜ ƛƳǇŀŎǘ ǘƘƛǎ Ƙŀǎ Ψƻƴ ǘƘŜ ƎǊƻǳƴŘΩΦ L ƘƻǇŜŘ ǘƻ 

address these gaps with my ethnography. 

My research adopted the following criteria: 

¶ Small is defined as less than 100 students. 

¶ wǳǊŀƭ ƛǎ ŘŜŦƛƴŜŘ ōŀǎŜŘ ƻƴ ǎŎƘƻƻƭǎΩ ƛƴŎƭǳǎƛƻƴ ƻƴ ǘƘŜ 5Ŧ9Ωǎ ƭƛǎǘ ƻŦ ƭƻŎŀƭ ŀǳǘƘƻǊƛǘȅ ƳŀƛƴǘŀƛƴŜŘ ǊǳǊŀƭ 

primary schools. 

¶ Levels of deprivation is identified using the index of multiple deprivation (IMD) ranking of the 

school and its catchment area postcodes combined with school-level data on the percentage 

of pupils eligible for free school meals (FSM).  

Whilst I had these criteria in mind, I also needed to consider practical and logistical issues of 

researching in and around the schools I selected. Access to schools can be notoriously difficult (Mills 

and Morton, 2013) and permission to access and research in these schools was more likely to be 

granted than in schools where I had pre-existing levels of trust and rapport, rather than those where 

I was a complete stranger. In addition, the schools needed to be close enough to me that I 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 I had both personal and professional 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 deprived ones (Murdoch et al, 2003). In addition, schools 

can have mixed intakes and draw pupils from further afield than their local catchment postcodes 

ό²ŀƭƪŜǊΣ нлмлύΦ IƻǿŜǾŜǊΣ ƻƴŎŜ L ŀŎŎŜǎǎŜŘ ǘƘŜ ǎŎƘƻƻƭǎΣ L ǿŀǎ ŀōƭŜ ǘƻ ƛƳǇǊƻǾŜ ǘƘŜ ΨǇƛŎǘǳǊŜΩ ƻŦ ǘƘŜƛǊ ΨƭŜǾŜƭ 

ƻŦ ŘŜǇǊƛǾŀǘƛƻƴΩ ōŀǎŜŘ ƻƴ ǘƘŜƛǊ ƻǿƴ Řŀǘŀ ŀƴŘ ƪƴƻǿƭŜŘƎŜ ƻŦ ǘƘŜ ŎƛǊŎǳƳǎǘŀƴŎŜǎ ƻŦ ǘƘŜ ŦŀƳƛƭƛŜǎ ŀƴŘ 

communities they serve. This formed a more accurate basis on which to draw conclusions on the 

ǎŎƘƻƻƭǎ ŀƴŘ ǘƘŜƛǊ ŎƻƳƳǳƴƛǘƛŜǎΩ ŘŜǇǊƛǾŀǘƛƻƴ ƭŜǾŜƭǎΦ ¢ƘǳǎΣ ǘƘŜ ǎŜƭŜŎǘion of Applegood and Oakington 

was a carefully balanced compromise between access and practical considerations and how accurately 

the schools fit the selection criteria to provide meaningful data for analysis in the context of the 

literature and my research questions. 

 

Access 

When I first asked to research in these schools, I was 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 contact for permission to access and base my research on both schools. I had informal discussions 

with Richard [then Federation Head] and Katherine [then Oakington Head] about my research in May 

2021 and an official meeting in September 2021. They were worried about my research adding to staff 

workload, to which I assured them that my approach meant I would be doing most of the work, and 

that I would only ask staff for interview time, but I would emphasise that they would not be pressured 

or required to interview. Richard also asked what the schools were going to get out of my research. I 

explained that I was planning to be in the schools up to three days a week for a 7-month period as a 

volunteer to conduct my research (thus also helping reduce staff workload). I 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 2022 I had an official meeting with Crystelle [Applegood Head] and Katherine [by 

then Federation Head] to finalise the details of my research. I also had a meeting with Brendan, the 

chair of governors in March 2022 to address his concerns about my research. These were mainly to 

do with the fact that he thought I would not find much to write about and that I may not find what I 

expected to find. I explained my research approach meant I did not have any specific hypotheses and 

aimed to be guided by what I did find. After addressing his concerns and explaining the ethical 

procedures I had undertaken, he was also happy for my research to take place. 

As well as seeking approval from senior leadership, I 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 with the initial 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, child-friendly 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. I also created a 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 follow-up emails and physical copies of consent forms. Reasons the 

video failed included the file being too big to share, Wi-Fi issues at the schools, and privacy policies 

surrounding the schools YouTube account. 

I engaged in volunteering in each school to (re-)introduce myself and build (on) rapport and 

relationships with the staff, children, community members and parents/carers before fieldwork began 

(Reeves, 2010). This was particularly important in Applegood where I was a relative stranger to most 

participants and where I began volunteering in April 2022. At Oakington I mostly volunteered with 

their (then new) woodland nursery, Hatchlings rather than in the main school where I was already 

well-known as a TA. BeiƴƎ ƛƴǾƻƭǾŜŘ ƛƴ !ǇǇƭŜƎƻƻŘΩǎ ǿƻƻŘƭŀƴŘ ƴǳǊǎŜǊȅΣ {ŜŜŘƭƛƴƎǎ ǿŀǎ ƛƴǾŀƭǳŀōƭŜ ƛƴ 

getting to know some of the mums from school (two of whom I later interviewed) and thus, through 

them signalling my credibility to other parents/carers (who I needed to sign consent forms for their 

children to be involved in the research). I was also around in the mornings and after school on the 

playground to get to know parents/carers, explain my presence and research, answer any questions 

they had, and gain informed consent in-person. 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 cases based on purposive sampling where, from my 

own observations early in the research, and the knowledge of school staff (Reeves, 2010), I selected a 

range of individuals involved with voluntary activity in these schools (including staff, parents/carers, 

governors, other volunteers, and community members) who could provide rich, in-depth 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 activity and practices 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 without being personally asked. Most of my requests to interview staff and parents/carers 

were made in-person (often on school premises). As interviews were being conducted in the context 

of my ethnography, I had already met most of my interviewees prior to their interviews and so had 

built rapport with them and many agreed when I 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 I had assured her that her son (with SEN) would not also be interviewed. 

Governors were approached either in-person (Holly and Kate) or via email (Brendan and Charlotte). 

Lord and Lady Spencer were initially approached through a mutual friend, with later communication 

via phone and email. Interviewees were sent an email reiterating the aims of my research, the ethical 

considerations made, an accompanying information sheet and consent form to sign and my contact 

information.  

Data collection took place in two stages corresponding to the same extended period in each school: 

June-December 2022 in Applegood, and June-December 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. Scheduling data 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 during and outside of school hours and term times (including weekends, evenings and school 

holidays) and was multi-sitedЯШwith many activities taking place off school premises (including online) 

throughout the two stages. IƻǿŜǾŜǊΣ ŘŜǎǇƛǘŜ ǘƘŜ ƳǳƭǝπƳŜǘƘƻŘ ŀƴŘ ƳǳƭǝπǎƛǘŜŘ ŀǇǇǊƻŀŎƘ ƻŦ 

ŜǘƘƴƻƎǊŀǇƘȅΣ ǘƘŜǊŜ ƛǎ ŀƭǿŀȅǎ ŀ Ŏƻƴǎǘŀƴǘ ǎǳǎǇƛŎƛƻƴ ǘƘŀǘ ǎƻƳŜǘƘƛƴƎ ƳƻǊŜ ƛƴǘŜǊŜǎǝƴƎ ŀƴŘ ƛƳǇƻǊǘŀƴǘ ƛǎ 

ƘŀǇǇŜƴƛƴƎ ŜƭǎŜǿƘŜǊŜ όtƻƭŜ ŀƴŘ IƛƭƭȅŀǊŘΣ нлмсύΦ LƴŘŜŜŘΣ ŘŜǎǇƛǘŜ ŎƻƴǎƛŘŜǊŜŘ ǎŎƘŜŘǳƭƛƴƎ ŀƴŘ ǎŀƳǇƭƛƴƎΣ 

L ŦŜŜƭ ǘƘŀǘ ǘƘŜǊŜ ǿŜǊŜ ǎƻƳŜ ǇŀǊǘǎ ƻŦ ǘƘŜǎŜ ǎŎƘƻƻƭ ŎƻƳƳǳƴƛǝŜǎ ǘƘŀǘ L ǿŀǎ ƴƻǘ ŀōƭŜ ǘƻ ŀŎŎŜǎǎΦ CƻǊ 

ŜȄŀƳǇƭŜΣ L ŘƛŘ ƴƻǘ ƘŀǾŜ ŀŎŎŜǎǎ ǘƻ ǘƘŜ ǇŜǊǎƻƴŀƭ ƳŜǎǎŀƎŜǎ ǘƘŀǘ ƻŎŎǳǊ ōŜǘǿŜŜƴ ǎǘŀũ ŀƴŘ ǇŀǊŜƴǘǎ Ǿƛŀ 

CŀŎŜōƻƻƪ ŀǘ hŀƪƛƴƎǘƻƴ ŀƴŘ ǿŀǎ ƴƻǘ ǇŜǊƳƛǧŜŘ ǘƻ Ƨƻƛƴ ǘƘŜ ǎǘŀũ ƻǊ ǇŀǊŜƴǘ ²Ƙŀǘǎ!ǇǇ ƎǊƻǳǇǎ ŀǘ 

!ǇǇƭŜƎƻƻŘΦ aƻǊŜƻǾŜǊΣ ŀƴŘ ŘŜǎǇƛǘŜ ŎƻƴŎŜǊǘŜŘ ŜũƻǊǘǎ όǊŜǇŜŀǘŜŘ ŦƻƭƭƻǿπǳǇǎΣ ǊŜŀǊǊŀƴƎŜƳŜƴǘǎΣ ŦƻǊƳŀǘ 

ŀŘŀǇǝƻƴǎύΣ ǘƘŜǊŜ ǿŜǊŜ ǎƻƳŜ ƛƴŘƛǾƛŘǳŀƭǎ L ŘƛŘ ƴƻǘ ƳŀƴŀƎŜ ǘƻ ŎƻƴŘǳŎǘ ƛƴǘŜǊǾƛŜǿǎ ǿƛǘƘ ŘǳǊƛƴƎ ǘƘŜ 

ǊŜǎŜŀǊŎƘΣ ƛƴŎƭǳŘƛƴƎ Ƴŀƴȅ ǇŀǊŜƴǘǎ ǿƘƻ ǿŜǊŜ ƭŜǎǎ ΨǇƘȅǎƛŎŀƭƭȅΩ ƛƴǾƻƭǾŜŘΦ IƻǿŜǾŜǊΣ L ǘƻƻƪ ƻǇǇƻǊǘǳƴƛǝŜǎ ǘƻ 

ƘŀǾŜ ŎƻƴǾŜǊǎŀǝƻƴǎ ǿƛǘƘ ǘƘŜǎŜ ǇŀǊŜƴǘǎ ǿƘŜƴŜǾŜǊ L ŦŜƭǘ ƛǘ ŀǇǇǊƻǇǊƛŀǘŜΣ ŀƴŘ ǘƘƛǎ ǊŜƅŜŎǘǎ ǘƘŜ ŎƘŀǊŀŎǘŜǊ ƻŦ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ƛƴ ǘƘŜ ŎǳǊǊŜƴǘ ŎƭƛƳŀǘŜΤ ƴŀƳŜƭȅ Ƴŀƴȅ ǇŀǊŜƴǘǎ ƘŀǾŜ ŀ ǇŜǊƛǇƘŜǊŀƭ 

ǊŜƭŀǝƻƴǎƘƛǇ ǿƛǘƘ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύΩǎ ǎŎƘƻƻƭǎΣ ŀƴŘ ǘƘƛǎ ǿŀǎ ŜǾƛŘŜƴǘ ƛƴ ǘƘŜ ŬŜƭŘǿƻǊƪ ŀǎ ǿŜƭƭ ŀǎ ōŜƛƴƎ 

ŎƻƳƳǳƴƛŎŀǘŜŘ ǘƘǊƻǳƎƘ ǘƘŜ ǊŜǎŜŀǊŎƘ ŬƴŘƛƴƎǎ όǎŜŜ /ƘŀǇǘŜǊ сύΦ  

In summary, my ethnography involved repeated visits to the field over two 7-month periods (14 

months in total), research carried out at different times and across multiple sites, using multiple 

methods and with a variety of participants. I now move on to detail in-depth the methods I 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 I chose were adapted over time to the contexts of the schools and 

participants as well as ethical and practical considerations as and when they arose (Webster et al, 

2014). In line with my holistic research approach, I 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 section details the methods I used and how data was gathered in practice, 

processed, and the practical and ethical decisions made in the field.  
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Table 2 ш Descriptive Overview of Ethnographic Tools 

 
 

Observations and Fieldnotes 

Observations are central to any ethnographic methodology, both as a source of data in themselves 

όǊŜŎƻǊŘŜŘ ŀǎ ŦƛŜƭŘƴƻǘŜǎύ ōǳǘ ŀƭǎƻ ǘƻ ƎŜǘ ŀ ΨǎŜƴǎŜΩ ƻŦ ǘƘŜ ŦƛŜƭŘ ŜŀǊƭȅ ƛƴ ǘƘŜ ǊŜǎŜŀǊŎƘ ǘƻ ŀƛŘ ƛƴ ǘƘŜ 

ƎŜƴŜǊŀǘƛƻƴ ƻŦ ǉǳŜǎǘƛƻƴǎ ǘƻ ŀǎƪ ǇŜƻǇƭŜ ƛƴ ƛƴǘŜǊǾƛŜǿǎ ƻǊ ǘƻ Ψƭƻƻƪ ƻǳǘ ŦƻǊΩ ƛƴ ŦǳǘǳǊŜ ƻōǎŜǊǾŀǘƛƻƴǎ όaƛƭƭǎ 

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 participating. As I was conducting my ethnography through my role as a volunteer (Garthwaite, 

2015), observations day-to-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 I tried to pay attention to both the visual and the aural throughout my time in the field. I 

ŜƴŘŜŀǾƻǳǊŜŘ ǘƻ ƳŀƪŜ άƪŜŜƴΣ ŘŜǘŀƛƭŜŘ ŀƴŘ ǊŜŦƭŜŎǘƛǾŜ ƻōǎŜǊǾŀǘƛƻƴǎέ ό/ƻǊǿƛƴ ŀƴŘ /ƭŜƳŜƴǎΣ нлнлΣ 

ǇƎΦплфύ ƻŦ ǘƘŜ ǎŎƘƻƻƭǎΩ ǎŜǘǘƛƴƎǎΣ όvoluntary) activities, people, and relationships in my fieldnotes. In 

ƭƛƴŜ ǿƛǘƘ Ƴȅ ǉǳŀƭƛǘŀǘƛǾŜ ǊŜǎŜŀǊŎƘ ŀǇǇǊƻŀŎƘΣ L ƳŀŘŜ ΨǘƘƛŎƪ ŘŜǎŎǊƛǇǘƛƻƴǎΩ όDŜŜǊǘȊΣ мфтоύ ƻŦ ǿƘŀǘ L 

observed about voluntary activity (in all its forms, practices, and relations) in and for each school, as 

well as including my own impressions and interpretations (Mills and Morton, 2013, pg.83). I followed 

/ŀǊǎǇŜŎƪŜƴΩǎ όмффсΣ ǇƎΦптύ ǎǳƎƎŜǎǘƛƻƴǎ ŦƻǊ άthick descriptionέ in educational settings by including 

speech, body movements, contextual information, and even simple diagrams. I also used low-

ƛƴŦŜǊŜƴŎŜ ǾƻŎŀōǳƭŀǊȅ ǎǳŎƘ ŀǎ ΨŀǇǇŜŀǊǎ ǘƻ ōŜΩ ƻǊ Ψƛǘ ǎŜŜƳǎΩ ǘƻ ƘŜƭǇ ŜƴǎǳǊŜ L ǿŀǎ ƴƻǘ ŀǎǎǳƳƛƴƎ ǘƻƻ ƳǳŎƘ 

ŀƴŘ ŎƻǳƭŘ ŘƛǎǘƛƴƎǳƛǎƘ ōŜǘǿŜŜƴ ŜƳǇƛǊƛŎŀƭ ΨŦŀŎǘǎΩ ŀƴŘ Ƴȅ ƻǿƴ ǎǇŜŎǳƭŀǘƛƻƴǎ ŀōƻǳǘ ƳŜŀƴƛƴƎ όLōƛŘύΦ ¢ƘŜǎŜ 

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, I would notice items being donated to the school on one occasion 

(such as a train set) and later observe whether and how the staff or children had used them (e.g. as a 

reward, or as a source of arguments). From these observations, I could then ask the children and staff 

what they thought of these items (e.g. positive for the children, or more trouble than it's worth for 

the staff). This 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 participant self-reporting but 

ŜȄǇƭƻǊŜ ǘƘŜ άǘƻǘŀƭ ǎƻŎƛŀƭ ŎƻƴǘŜȄǘέ ƛƴ ŀ ƘƻƭƛǎǘƛŎ ǿŀȅ ŀŎǊƻǎǎ ǘƛƳŜ ŀƴŘ ǎǇŀŎŜ όLōƛŘΣ ǇƎǎΦрн-3; Hammersley, 

2018). Fieldnotes of observations enable the resŜŀǊŎƘŜǊ ǘƻ άǇǊƻǾƛŘŜ ŀ ǇƻǊǘŀƭ ŦǊƻƳ ǘƘŜ ǊŜŀŘŜǊ ǘƻ ǘƘŜ 

ǊŜǎŜŀǊŎƘ ǎŜǘǘƛƴƎέΣ ōǳƛƭŘƛƴƎ ŀ ƪŜŜƴ ŀƴŘ ŘŜǘŀƛƭŜŘ ǇƛŎǘǳǊŜ όƛƴŎƭǳŘƛƴƎ ǊŜŦƭŜŎǘƛǾŜ ƻōǎŜǊǾŀǘƛƻƴǎύ ǿƘƛŎƘ 

ƛƳǇǊƻǾŜǎ ǘƘŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘ ǎƛǘŜ ŀƴŘ ǘƻǇƛŎ ƻŦ ǎǘǳŘȅ ŀƴŘ ǘƘŜ ΨǘǊǳǎǘǿƻǊǘƘƛƴŜǎǎΩ ƻŦ ǘƘŜ 

research in the eyes of the reader (Corwin and Clemens, 2020, pgs.410-11; Shah, 2017). However, I 

ǿŀǎ ƴŜǾŜǊ ŀ ΨŘŜǘŀŎƘŜŘ ƻōǎŜǊǾŜǊΩ ŀǎ L Řƻ ƴƻǘ ōŜƭƛŜǾŜ ƛǘ ƛǎ ǇƻǎǎƛōƭŜ ƻǊ ŘŜǎƛǊŀōƭŜ ŦƻǊ ŀ ǊŜǎŜŀǊŎƘŜǊ ǘƻ 

remove themselves (their own interpretations, understandings, and values) from the contexts they 

study (Ibid). Indeed, ongoing fieldnotes helped chart the evolution of my own thinking in relation to 

practices, participants, and contexts (Mills and Morton, 2013). As Corwin and Clemens (2020) argue, 

fieldnotes are both a process and a product and so it was equally important that I 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 note-making itself may have impacted the research was crucial in 

considering how my presence and practices may have impacted the research (Ibid). At Applegood, for 

example, Alice (a class teacher) was uncomfortable with my note-taking early on and would often ask 

if her lesson had been okay when she would see me making notes. I realised she thought I was making 

notes on her and somehow judging her (understandable as a new teacher in a performative culture). 

I assured her that I was only ever making notes related to voluntary activity and not on her directly or 

her teaching practices (Hockey, 1993). After this encounter, however, I would try and make notes 

outside of the classroom if possible and I worked ǾŜǊȅ ƘŀǊŘ ǘƻ ōŜ ƻŦ ǳǎŜ ƛƴ !ƭƛŎŜΩǎ Ŏƭŀǎǎ ŀƴŘ ƳŀƪŜ ƘŜǊ 

feel at ease. Recognising my more outsider status at Applegood (LeGallais, 2008) I had to make greater 

efforts to blend in and allay suspicions than I did at Oakington (Hockey, 1993). However, I believe this 

was successful and beneficial to the research because towards the end of my research, Alice and I had 

excellent rapport, and she was much more comfortable with my presence, even suggesting things for 

me to make note of unprompted (Shah, 2017). Thus, adapting my note-making practices were both 

an ethical necessity and crucial to observing and understanding authentic practices in the field. 

In addition to day-to-day fieldnotes, I 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, Harvest Festivals, Christmas nativities, as well as 

ŀŎǘƛǾƛǘƛŜǎ Ǌǳƴ ŀƴŘ ǎǳǇǇƻǊǘŜŘ ōȅ ǾƻƭǳƴǘŜŜǊǎ όǎǳŎƘ ŀǎ CŀǊƳ {ŎƘƻƻƭ ƻǊ ǘƘŜ ²ƻƻŘƭŀƴŘ ƴǳǊǎŜǊȅΩǎύΦ ²Ƙƛƭǎǘ 

ǘƘŜǎŜ ΨŜǾŜƴǘǎΩ ǘŀƪŜ ǇƭŀŎŜ ƛƴ ŀ ǎǇŜŎƛŦƛŎ ǇƭŀŎŜ ŀƴŘ ǘƛƳŜŦǊŀƳŜΣ ǘƘŜ ƻǊƎŀƴƛǎŀǘƛƻƴ ŀƴŘ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ 

leading up to the event was also recorded (through fieldnotes) for later analysis. And whilst I 

ǇŀǊǘƛŎƛǇŀǘŜŘ ƛƴ ǘƘŜ ΨōǳƛƭŘ-ǳǇΩΣ ƻǊƎŀƴƛǎƛƴƎ ŀƴŘ ŘŜƭƛǾŜǊȅ ƻŦ ŜǾŜƴǘǎ ŀƴŘ ŀŎǘƛǾƛǘƛŜǎΣ L ǿƻǳƭŘ ŀƭǎƻ ƳŀƪŜ ƳƻǊŜ 

ΨǳƴƻōǘǊǳǎƛǾŜ ƻōǎŜǊǾŀǘƛƻƴǎΩΣ ǎǳŎƘ ŀǎ ǿŀƭƪƛƴƎ ŀǊƻǳƴŘ ǘƘŜ ŦŀƛǊǎ ǘo observe and note down characteristics, 

behaviours or social interactions. I also engaged with people in the moment and the very things I 

observed often raised questions I wanted to ask participants in real time, as well as in later interviews. 

These events were also vital in seeking consent form signatures from parents/carers. Therefore, 

observations for a single event were multi-sited, multi-purpose 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. I made it clear in ethics documentation and in the moment that 

participants did not need to engage with or answer my questions in the field if they did not wish to. I 

also checked in specific circumstances that participants were happy for me to note down our 

ŎƻƴǾŜǊǎŀǘƛƻƴǎΦ aƻǊŜ ΨŦƻǊƳŀƭΩ ǎŜƳƛ-structured interviews also took place to build on or more deeply 

explore observations from the field, or to access individuals not often in the field (e.g. governors). I 

had previously constructed interview topic guides for different groups of interviewees (including staff, 

parent/carers (non-)volunteers, community member (non-)volunteers) informed by my research 

questions and the issues (and gaps) raised in the literature (Mason, 2018). However, from my 

observations, I started making notes of specific people I wanted to interview, ways to ask or access 

interviewees, and the topics and specific questions I wanted to explore with each individual. Questions 

and topics thus emerged and evolved from being in the field and could vary depending on the 

individual interviewee.  

I began carrying out interviews at Applegood during the school holidays in August 2022. This was a 

time when I believed staff and parents/carers 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 I 

had observed (and questions that subsequently arose) prior to interview, giving focus and tangible 

examples of voluntary activity to discuss. Interviews continued throughout the first data collection 

phase, durinƎ Ƴȅ ŦƛǊǎǘ ΨōǊŜŀƪΩ ŦǊƻƳ in-school phases between January 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. Whilst I preferred for interviews to be conducted in-person, I gave interviewees 

the option of whether they would prefer to be interviewed online over Teams (it was also necessary 

to conduct interviews online when I was COVID 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 interview in-person. Remaining faithful to my wish 

to accommodate my interviewees needs, I 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 

ƘƻƭƛŘŀȅǎΦ [ƻǊŘ ŀƴŘ [ŀŘȅ {ǇŜƴŎŜǊΩǎ ƛƴǘŜǊǾƛŜǿΣ ŀƴŘ [ƛǾ ŀƴŘ bŀǘΩǎ interview were conducted in pairs at 

their request.  

Building on ideas and questions raised by earlier observations and those raised by the literature, I used 

ƛƴǘŜǊǾƛŜǿǎ ǘƻ άǇǊƻōŜ ŀƴ ƛƴǘŜǊǾƛŜǿŜŜΩǎ ǘƘƻǳƎƘǘǎΣ ǾŀƭǳŜǎΣ ǇǊŜƧǳŘƛŎŜǎΣ ǇŜǊŎŜǇǘƛƻƴǎΣ ǾƛŜǿǎΣ ŦŜŜƭƛƴƎǎ ŀƴŘ 

ǇŜǊǎǇŜŎǘƛǾŜǎέ όΨŜȄǇŜǊƛŜƴŎŜΩύ ό²ŜƭƭƛƴƎǘƻƴΣ нлмрΣ Ǉg.137) of voluntary activity. The semi-structured 

nature of my interviews allowed them to be guided by the interviewee in ways that were relevant and 

meaningful to them and afforded a flexibility that allowed me to ask new and probing questions in 

response to topics raised which I had not anticipated or wanted them to elaborate on (Bryman, 2016; 

Gillham, 2000; Mason, 2018; Yeo et al, 2014). Whilst the structure of interviews varied, I ended 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 know about them and their experiences (Gillham, 2000; 

Mason, 2018). Background information on each interviewee was also collected to provide useful data 

for the analysis phases of my research. I 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 a SEN parent and voluntary activity). 

I was aware of the potential for social desirability in who agreed to interview, and in their responses 

(Bryman, 2016). I hoped my informal volunteering prior to the research period and my formal 

volunteering prior to interview stages would build relationships with potential interviewees that 

would make them feel comfortable with me and that they could trust me. From this, I hoped they 

would be more likely to agree to interview. To reduce the potential for social desirability bias in 

interviews, I made it cƭŜŀǊ ǘƻ ƛƴǘŜǊǾƛŜǿŜŜǎ ǘƘŀǘ L ŘƛŘƴΩǘ ǿŀƴǘ ǘƘŜƳ ǘƻ ŦŜŜƭ ǘƘŜȅ ŎƻǳƭŘƴΩǘ ǊŜǾŜŀƭ ǘƘŜƛǊ 

honest opinions and reminded them that I would ensure their responses were anonymised and that 

no-one else would hear or see their full responses. This reassured participants to disclose, especially 

negative aspects associated with voluntary activity, which was as important for me to understand as 

the positive aspects. There were individuals who did not come forward to interview, or who I could 

not access. However, as these interviews were part of my ethnographic approach, I was able to collect 

data about many participants and talk to them in the field, and so I believe I 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). I was polite and friendly in every interview 

and ensured I thanked every interviewee for their time (Marvastri and Tanner, 2020). However, some 

interviews were more difficult than others. [REDACTED]  Whilst I found the interview difficult, I did 

glean useful information and 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, I completed a total of 25 interviews with 27 individuals across both 

schools. As most school staff and parent/carer interviewees were female, there is a gender bias in this 

sample (23 female and 4 male). However, I 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 

the benŜŦƛǘ ƻŦ ŀƴ ŜǘƘƴƻƎǊŀǇƘƛŎ ƳŜǘƘƻŘƻƭƻƎȅύΦ LƴǘŜǊǾƛŜǿŜŜǎ ŀƎŜǎ ǊŀƴƎŜŘ ōŜǘǿŜŜƴ нс ŀƴŘ ΨƻǾŜǊ срΩ ŀƴŘ 

came from a range of occupational and educational backgrounds. All identified as White British. This 

was the major ethnicity in both schools, with a minority from the GRT community also 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 whilst transcribing as the event was still recent and 

ensured I 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 time-consuming process 

(Hammersley, 2020), I knew it (and the process of re-listening 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 and analysis phases by highlighting 

interesting comments, differences in opinion and repetition as data collection progressed (Ibid; 

Gibson and Brown, 2009; Hammersley, 2020). 
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Research with Children 

Before beginning any research with the children, it was vital I consider my relationship with them and 

how this might affect the research. In different contexts and with different children, I may have been 

considered a helper, friend, mediator, and teaching assistant (Breathnach et al, 2018, pg.395). All 

children initially oriented to me as  an authority figure, but I hoped to disrupt this άgenerational adult-

child social orderέ ōȅ ǘŀƪƛƴƎ ŀ ǎǘŀƴŎŜ ŀǎ ŀ ΨƭŜŀǊƴŜǊΩ όLōƛŘΣ ǇƎǎΦофт-8) during research activities. 

.ǊŜŀǘƘƴŀŎƘ Ŝǘ ŀƭ όнлмуΣ ǇƎΦоффύ ŦƻǳƴŘ ǘƘŀǘ ōȅ ŘƻƛƴƎ ǘƘƛǎΣ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊ Ŏŀƴ ŎǊŜŀǘŜ άƛƴǘŜǊŀŎǘƛƻƴŀƭ 

space for children to take up stances as the expert insiders and informants about their school 

ǇǊŀŎǘƛŎŜǎέΦ IƻǿŜǾŜǊΣ L ŦƻǳƴŘ ŀƭƭ ǘƘŜ ŎƘƛƭŘǊŜƴ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭs continued to see me as a TA even though 

I had explained my role as a volunteer researcher to them. Because I was in school on a regular basis, 

ǎǘŀŦŦ ŜƴŎƻǳǊŀƎŜŘ ŎƘƛƭŘǊŜƴ ǘƻ Ŏŀƭƭ ƳŜ Ψaƛǎǎ [ŀǿΩ and my activities resembled almost exactly those of a 

TA, the children 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, I already did and so I felt the children had a good rapport with me, 

and some developed (or already had) particularly close bonds. Indeed, some research with children 

occurred spontaneously in that I was observing events and activities they were involved in day-to-day 

and asking them their knowledge and opinions about them. I 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), I did still aim to adopt the stance of 

ΨƭŜŀǊƴŜǊΩ ōȅ ƭƛǎǘŜƴƛƴƎ ƛƴǘŜƴǘƭȅΣ ŀǎƪƛƴƎ ǘƘŜƳ ŀōƻǳǘ ǘƘŜƛǊ ŀǊǘǿƻǊƪΣ ǇǊƻōƛƴƎ ǘƘŜƛǊ ƪƴƻǿƭŜŘƎŜ ŀƴŘ ƻǇƛƴƛƻƴǎ 

and emphasising that I found everything they said interesting. 

When researching with children, I gave every child (unless specifically requested not to) the 

opportunity to be involved (Lundy et al, 2011). I had sent parent/carer and child consent forms home 

to all families in both digital and physical form repeatedly throughout the research process and sought 

consent form signatures in-person too. However, before any research activity began, I made sure to 

ask the children if they wanted to take part and assured them that they did not have to if they did not 

want to. If children wished to be involved but their parents/carers had not consented for them to do 

so (or had not yet consented), I still allowed the children to participate in activities, so they did not 

feel excluded (Bradbury-Jones and Taylor, 2015). Any children for whom I was not able to gain consent 

by the end of the research process had their data removed from the research. In addition, if 

parents/carers had given consent for their child to be involved, but the child did not want to be I 

ǊŜǎǇŜŎǘŜŘ ǘƘŜ ŎƘƛƭŘΩs wishes and did not involve them. I made it clear to the children that they could 

leave the activity at any point if they no longer wished to participate. I checked-in verbally with the 

children throughout to ensure they were comfortable and happy (Breathnach et al, 2018). I was also 

ǎŜƴǎƛǘƛǾŜ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ƴƻƴ-verbal (as well as verbal) cues throughout any research activity as to 

whether they were comfortable with their involvement (Ibid). Thus, consent was sought from several 

sources and at several levels. 

L ŀŘƻǇǘŜŘ /ƭŀǊƪ ŀƴŘ aƻǎǎΩǎ όнлммύ aƻǎŀƛŎ !ǇǇǊƻŀŎƘ ǿƘŜƴ ǊŜǎŜŀǊŎƘƛƴƎ ǿƛǘƘ ŎƘƛƭŘǊŜƴ ōȅ ǊŜŎƻƎƴƛǎƛƴƎ 

that children are not a homogenous group but have different strengths and ways of communicating 

and expressing their views and experiences and so different methods are required to give all children 

ŀ ǊŀƴƎŜ ƻŦ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ǘƻ ǘƘƛƴƪ ŀƴŘ ŜȄǇƭƻǊŜΦ ¢Ƙƛǎ ŀǇǇǊƻŀŎƘ ƎƛǾŜǎ ǎǘŀǘǳǎ ǘƻ ŎƘƛƭŘǊŜƴΩǎ ƪƴƻǿƭŜŘƎŜ ŀƴŘ 

details ways (multi-ƳŜǘƘƻŘ ŀǇǇǊƻŀŎƘŜǎ ƛƴǘŜƎǊŀǘƛƴƎ ǘƘŜ Ǿƛǎǳŀƭ ŀƴŘ ǘƘŜ ǾŜǊōŀƭύ ƛƴ ǿƘƛŎƘ άǘƘŜ 

complexities of [their] lƛǾŜŘ ŜȄǇŜǊƛŜƴŎŜέ Ŏŀƴ ōŜ ǊŜǾŜŀƭŜŘ όLōƛŘΣ ǇƎ.6). With this approach in mind, I 
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ŜƴǎǳǊŜŘ Ƴȅ ƳŜǘƘƻŘǎ ŀƴŘ ŀǇǇǊƻŀŎƘŜǎ ǘƻ ǊŜǎŜŀǊŎƘƛƴƎ ǿƛǘƘ ŎƘƛƭŘǊŜƴ ƳŀǘŎƘŜŘ ƛƴŘƛǾƛŘǳŀƭ ŎƘƛƭŘǊŜƴΩǎ ŀƎŜǎ 

and competencies so that no child felt overwhelmed or excluded from the research (Clark and Moss, 

2011; Bradbury-Jones and Taylor, 2015). Initial observations in each school helped me to judge what 

methods might be best for different children before any research with them began. As mentioned 

ŀōƻǾŜΣ ΨƛƴŦƻǊƳŀƭΩ ƛƴŘƛǾƛŘǳŀƭ ŀƴŘ ƎǊƻǳǇ ŘƛǎŎǳǎǎƛƻƴǎ ǿŜǊŜ ŎƻƴŘǳŎǘŜŘ ǿƛǘƘ ŎƘƛƭŘǊŜƴ ƻŦ ŀƭƭ ŀƎŜǎ ŀƴŘ 

occurred especially during activities or events where voluntary activity was present or visible but also 

arose naturally in day-to-day interactions. This method thus overlapped with observations, serving as 

ŀ ΨǎǇǊƛƴƎōƻŀǊŘΩ ŦƻǊ ŦǳǊǘƘŜǊ άǘŀƭƪƛƴƎΣ ƭƛǎǘŜƴƛƴƎ ŀƴŘ ǊŜŦƭŜŎǘƛƴƎέ όLōƛŘΣ ǇƎΦуύΦ CƻǊ ŜȄŀƳǇƭŜΣ ǿƘŜƴ ƭƛǎǘŜƴƛƴƎ 

to James (Year 1, Applegood) read a book about jam muffins, he mentioned that his mum made them. 

Knowing his mum was a regular and well-regarded contributor to school cake sales, this interaction 

allowed me to ask him about his mums voluntary activity (and his opinion on it) in more detail.  

Art groups employing different mediums (collage, drawing, colouring, playdough, clay etc.) (visual 

methodologies) were the main research activity I conducted with the children in both schools, and so 

I reflect on these in more detail. Art activities both eƭƛŎƛǘŜŘ ŎƘƛƭŘǊŜƴΩǎ ǾƛŜǿǎ ŀƴŘ ŘŜǇƛŎǘŜŘ ǘƘŜƳ ό/ƭŀǊƪ 

and Moss, 2011). Thus, they acted as both a method and data source. L ŘƛŘ ƴƻǘ ǳǎŜ ǘƘŜ ǎŎƘƻƻƭǎ 

ǊŜǎƻǳǊŎŜǎ ŦƻǊ Ƴȅ ŀǊǘ ƎǊƻǳǇǎ ōǳǘ ƛƴǎǘŜŀŘ ōǊƻǳƎƘǘ Ƴȅ ƻǿƴ ŎƻƭƻǳǊƛƴƎ ǇŜƴǎ ŀƴŘ ǇŜƴŎƛƭǎΣ ŘƛũŜǊŜƴǘ ǎƛȊŜŘ 

ŀƴŘ ŎƻƭƻǳǊŜŘ ǇŀǇŜǊΣ ǝǎǎǳŜ ǇŀǇŜǊΣ ƎƭǳŜ ǎǝŎƪǎΣ ǎŎƛǎǎƻǊǎΣ ƳƻŘŜƭƭƛƴƎ Ŏƭŀȅ ŀƴŘ ǇƭŀȅŘƻǳƎƘΦ L ŀƭǎƻ ōǊƻǳƎƘǘ 

ǇƘȅǎƛŎŀƭ ŎƻǇƛŜǎ ƻŦ ǘƘŜ ǇŀǊŜƴǘκŎŀǊŜǊ ŀƴŘ ŎƘƛƭŘ ŎƻƴǎŜƴǘ ŦƻǊƳǎΦ L ǳǎŜŘ Ƴȅ ǇƘƻƴŜ ǘƻ ǘŀƪŜ ǇƘƻǘƻǎ ƻŦ ǘƘŜƛǊ 

ŀǊǘǿƻǊƪ όǿƛǘƘ ǘƘŜƛǊ ǇŜǊƳƛǎǎƛƻƴ ŀƴŘ ǎƘƻǿƛƴƎ ǘƘŜƳ ǘƘŜ ǇƘƻǘƻ ŀƊŜǊǿŀǊŘǎύ ŀƴŘ ƳŀŘŜ ƴƻǘŜǎ ƛƴ ŀ ǎƳŀƭƭ 

ƴƻǘŜōƻƻƪΦ ¦ǎƛƴƎ ŀ ƴƻǘŜōƻƻƪ ƎŀǾŜ ŀ ŎǊŜŘƛōƛƭƛǘȅ ǘƻ ǘƘŜ ŀŎǝǾƛǘȅ ŀƴŘ ǘƘŜ ǎŜǊƛƻǳǎƴŜǎǎ ǿƛǘƘ ǿƘƛŎƘ L ǘƻƻƪ 

ǘƘŜƛǊ ǾƛŜǿǎΦ Lǘ ŀƭǎƻ ŜƴŎƻǳǊŀƎŜŘ ŎƘƛƭŘǊŜƴ ǘƻ ŀǎƪ ǉǳŜǎǝƻƴǎ ŀōƻǳǘ ǿƘŀǘ L ǿŀǎ ǿǊƛǝƴƎΦ L ŀƭƭƻǿŜŘ ǘƘŜ 

ŎƘƛƭŘǊŜƴ ǘƻ ƎǳƛŘŜ ǘƘŜ ŘƛǎŎǳǎǎƛƻƴǎ ōǳǘΣ ƛƴ ŀƭƭ ǎŜǎǎƛƻƴǎΣ L ǎǘŀǊǘŜŘ ōȅ ŀǎƪƛƴƎ ƛŦ ǘƘŜȅ ǊŜƳŜƳōŜǊŜŘ ǿƘŀǘ Ƴȅ 

ǊŜǎŜŀǊŎƘ ǿŀǎ ŀōƻǳǘ όƳŀƴȅ ŘƛŘ ƴƻǘ ŀƴŘ ǎƻ ƴŜŜŘŜŘ ǊŜƳƛƴŘƛƴƎύΦ L ŀƭǎƻ ŜƴŎƻǳǊŀƎŜŘ ǘƘŜƳ ǘƻ ǎǳƎƎŜǎǘ ǿƘŀǘ 

ǘƘŜ ŎƻƴŎŜǇǘǎ ƻŦ ǾƻƭǳƴǘŜŜǊƛƴƎΣ ŦǳƴŘǊŀƛǎƛƴƎ ŀƴŘ Řƻƴŀǝƻƴǎ ƳŜŀƴǘ ǘƻ ǘƘŜƳ ŀƴŘ ǇǊƻƳǇǘŜŘ ǘƘŜƳ ǘƻ ŘƛǎŎǳǎǎ 

ŜȄŀƳǇƭŜǎ ƛƴ ǘƘŜƛǊ ǎŎƘƻƻƭ ŀƴŘ ŦǊƻƳ ǘƘŜƛǊ ŜȄǇŜǊƛŜƴŎŜ ŀƴŘ ƳŜƳƻǊƛŜǎΦ L ŜȄǇƭŀƛƴŜŘ ǘƘŜ ŎƻƴǎŜƴǘ ŦƻǊƳǎ ƛƴ 

ǘŜǊƳǎ ǘƘŜ ŎƘƛƭŘǊŜƴ ǿƻǳƭŘ ǳƴŘŜǊǎǘŀƴŘ ŀƴŘ ǿŀǎ ǇƭŜŀǎŜŘ ǿƘŜƴ ǘƘŜȅ ŜƳōǊŀŎŜŘ ǘƘŜ ǎǇŀŎŜ ǘƻ ƳŀƪŜ ǘƘŜƛǊ 

ƻǿƴ ƳŀǊƪ ƻǊ ǎƛƎƴ ǘƘŜƛǊ ƻǿƴ ƴŀƳŜ ƻƴ ǘƘŜ ŦƻǊƳǎΣ ǘŀƪƛƴƎ ƻǿƴŜǊǎƘƛǇ ƻŦ ǘƘŜƛǊ ǊƻƭŜ ƛƴ ǘƘŜ ǊŜǎŜŀǊŎƘΥ 

I asked if I could take pictures of their art work and they all agreed (although one child seemed 

confused why I wanted to, so I had to further explain for him). I gave them the consent forms 

and said they needed to get their parents to sign too, so that I could use their artwork. Danielle 

said, άŎŀƴΩǘ L Ƨǳǎǘ ǎŀȅ ȅŜǎ ōŜŎŀǳǎŜ L ƪƴƻǿ Ƴȅ ƳǳƳ ǿƻǳƭŘ ǎŀȅ ȅŜǎέ, I said άI still need it signed 

but there is space for you to sign tooέ. Ada and Danielle were very excited by this, and I 

showed them both where they could write their names and do a signature. I explained a 

signature was like a special squiggle that meant them. Danielle said, άcan I do a squiggle?έ, I 

said άof course you canέ. It seemed to make them feel quite grown-up and responsible to have 

ǘƘŜ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ǎƛƎƴ ǘƘŜ ŎƻƴǎŜƴǘ ŦƻǊƳǎΣ ƴƻǘ Ƨǳǎǘ ǘƘŜƛǊ ǇŀǊŜƴǘǎ ǎƻ LΩƳ ǊŜŀƭƭȅ ƎƭŀŘ L ƛƴŎƭǳŘŜŘ 

this. 

[Oakington Art Group 6 Observations, 2nd October 2023] 
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L ōŜƭƛŜǾŜ ǘƘŜ ǝƳƛƴƎ ƻŦ ǘƘŜ ŀǊǘ ƎǊƻǳǇǎ ŘǳǊƛƴƎ ǘƘŜ ȅŜŀǊ ƛƳǇŀŎǘŜŘ ƻƴ ŎƘƛƭŘǊŜƴΩǎ ƳŜƳƻǊƛŜǎ ŀƴŘ ǘƘŜ ŀǊǘ ǘƘŜȅ 

ǎǳōǎŜǉǳŜƴǘƭȅ ƳŀŘŜΦ CƻǊ ŜȄŀƳǇƭŜΣ ŀǊǘ ƎǊƻǳǇǎ ǿƛǘƘ ǘƘŜ ¸ŜŀǊ с ŎƘƛƭŘǊŜƴ ǿŜǊŜ ŎƻƴŘǳŎǘŜŘ ƛƴ ǘƘŜ ǎǳƳƳŜǊ 

ƳƻƴǘƘǎ ǘƻǿŀǊŘǎ ǘƘŜ ŜƴŘ ƻŦ ǘŜǊƳ ŀǎ ǘƘŜȅ ǿƻǳƭŘ ōŜ ƳƻǾƛƴƎ ƻƴǘƻ ǘƘŜƛǊ ǎŜŎƻƴŘŀǊȅ ǎŎƘƻƻƭǎ ōȅ {ŜǇǘŜƳōŜǊΦ 

¢Ƙƛǎ ƳŜŀƴǘ ǎǳƳƳŜǊ ŦŀƛǊǎ ŀƴŘ ǊŜƅŜŎǝƻƴǎ ƻƴ ǘƘŜƛǊ ƭŀǎǘ ƳƻƴǘƘǎ ŀǘ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭ ǿŜǊŜ ŦƻǊŜƳƻǎǘ ƛƴ ǘƘŜƛǊ 

ƳƛƴŘǎΦ Lƴ ŎƻƴǘǊŀǎǘΣ ǘƘŜ ƎǊƻǳǇǎ ǿƛǘƘ ǘƘŜ ȅƻǳƴƎŜǊ ŎƘƛƭŘǊŜƴ ǿŜǊŜ ŎƻƴŘǳŎǘŜŘ ōŜǘǿŜŜƴ hŎǘƻōŜǊ ŀƴŘ 

5ŜŎŜƳōŜǊΦ {ƻƳŜǝƳŜǎ ǘƘŜ ŎƘƛƭŘǊŜƴ ŎƻǳƭŘ ƴƻǘ ǘƘƛƴƪ ƻŦ ŜȄŀƳǇƭŜǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀƴŘ ǊŜǉǳƛǊŜŘ 

ǇǊƻƳǇǝƴƎ ōǳǘ ƛŦ ŎŜǊǘŀƛƴ ŜǾŜƴǘǎ ƘŀŘ ƘŀǇǇŜƴŜŘ ƻǊ ǿŜǊŜ ƎƻƛƴƎ ǘƻ ƘŀǇǇŜƴ ŀǊƻǳƴŘ ǘƘŜ ǝƳŜǎ ǘƘŜ ŀǊǘ 

ƎǊƻǳǇǎ ǿŜǊŜ ŎƻƴŘǳŎǘŜŘΣ ǘƘŜȅ ŦƻǳƴŘ ƛǘ ŜŀǎƛŜǊ ǘƻ ǊŜƳŜƳōŜǊΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜŘ ŜǾŜƴǘǎ ǎǳŎƘ ŀǎ IŀǊǾŜǎǘ 

CŜǎǝǾŀƭΣ !ǇǇƭŜƎƻƻŘ ǎŎƘƻƻƭΩǎ ǿŜƭƭƛŜ ǿŀƭƪΣ ǎǇƻƻƪȅ ŘƛǎŎƻǎΣ ŎŀƪŜ ǎŀƭŜǎΣ ƴŀǝǾƛǝŜǎΣ ǘƘŜ ǇŀƴǘƻƳƛƳŜ ǘǊƛǇΣ ƻǊ 

/ƘǊƛǎǘƳŀǎ ŦŀƛǊǎΦ !ǘ !ǇǇƭŜƎƻƻŘ ǘƘŜ ŀǊǘ ƎǊƻǳǇǎ ǿŜǊŜ ǇƭŀƴƴŜŘ ŦƻǊ ƭǳƴŎƘ ǝƳŜǎ ōǳǘ ƻƊŜƴ ƻǾŜǊǊŀƴ ƛƴǘƻ 

ŎƻƭƭŜŎǝǾŜ ǿƻǊǎƘƛǇ ǿƘƛŎƘ ǘƻƻƪ ǇƭŀŎŜ ŀƊŜǊ ƭǳƴŎƘ όŀƴŘ ǿƘƛŎƘ ǘƘŜ ŎƘƛƭŘǊŜƴ ǿŜǊŜ ƻƊŜƴ ǉǳƛǘŜ ƘŀǇǇȅ ǘƻ 

ƳƛǎǎΦ L ƘŀŘ ŀǎƪŜŘ ǇŜǊƳƛǎǎƛƻƴ ŦƻǊ ǘƘŜ ŎƘƛƭŘǊŜƴ ǘƻ ǊŜƳŀƛƴ ƛƴ ǘƘŜ ŀǊǘ 

ƎǊƻǳǇǎ ŘǳǊƛƴƎ ŎƻƭƭŜŎǝǾŜ ǿƻǊǎƘƛǇύΦ ¢ƻǿŀǊŘǎ ǘƘŜ ŜƴŘ ƻŦ Ƴȅ Řŀǘŀ 

ŎƻƭƭŜŎǝƻƴ ƛƴ 5ŜŎŜƳōŜǊΣ !ƭƛŎŜ ŀƭƭƻǿŜŘ ƳŜ ǘƻ ǘŀƪŜ ƘŜǊ Ŏƭŀǎǎ ŦƻǊ ŀǊǘ 

ƎǊƻǳǇǎ ƛƴ ǘƘŜ ŀƊŜǊƴƻƻƴǎ ǿƘŜƴ ǘƘŜǊŜ ǿŀǎ ƴƻǘ ǘƻƻ ƳǳŎƘ ŎǳǊǊƛŎǳƭǳƳ 

ǿƻǊƪ ƎƻƛƴƎ ƻƴ ŀǘ ǘƘŜ ŜƴŘ ƻŦ ǘŜǊƳΦ !ǘ hŀƪƛƴƎǘƻƴ ǘƘŜ ŀǊǘ ƎǊƻǳǇǎ ǘƻƻƪ 

ǇƭŀŎŜ ƛƴ ǘƘŜ ŀƊŜǊƴƻƻƴǎ ŀƊŜǊ όƻǊ ōŜŦƻǊŜύ ŎƻƭƭŜŎǝǾŜ ǿƻǊǎƘƛǇΦ Lƴ ōƻǘƘ 

ǎŎƘƻƻƭǎ L ǎƻǊǘŜŘ ǘƘŜ ŎƘƛƭŘǊŜƴ ƛƴǘƻ ƎǊƻǳǇǎ ōŀǎŜŘ ƻƴ Ƴȅ ƪƴƻǿƭŜŘƎŜ ƻŦ 

ǘƘŜ ŎƘƛƭŘǊŜƴ ǿƘƻ ǿƻǳƭŘ ǿƻǊƪ ǿŜƭƭ ǘƻƎŜǘƘŜǊ όŀƴŘ ǘƘƻǎŜ ǿƘƻ ǿƻǳƭŘ 

ƴƻǘύΦ L ǎƻǳƎƘǘ ŀŘǾƛŎŜ ŦǊƻƳ ǎǘŀũ ƛƴ ōƻǘƘ ǎŎƘƻƻƭǎ ƻƴ ǘƘŜ ƎǊƻǳǇǎ L ƘŀŘ Ǉǳǘ 

ǘƻƎŜǘƘŜǊ ŀƴŘ ƳŀŘŜ ŎƘŀƴƎŜǎ ŀŎŎƻǊŘƛƴƎ ǘƻ ǘƘŜƛǊ ǎǳƎƎŜǎǝƻƴǎΦ Lƴ ōƻǘƘ 

ǎŎƘƻƻƭǎ ǎƻƳŜ ŎƘƛƭŘǊŜƴ ŀǎƪŜŘ ǘƻ ǘŀƪŜ ǇŀǊǘ ƳƻǊŜ ǘƘŀƴ ƻƴŎŜΣ ŜƛǘƘŜǊ ǘƻ 

ŀǎǎƛǎǘ ƻǘƘŜǊǎ όƻƊŜƴ ȅƻǳƴƎŜǊ ǇǳǇƛƭǎύ ƛƴ ǎǳōǎŜǉǳŜƴǘ ƎǊƻǳǇǎ ƻǊ ōŜŎŀǳǎŜ 

ǘƘŜȅ ŜƴƧƻȅŜŘ ǘƘŜ ǎŜǎǎƛƻƴǎ ǎƻ ƳǳŎƘΣ ǘƘŜȅ ǿŀƴǘŜŘ ǘƻ Řƻ ƛǘ ŀƎŀƛƴΦ ²ƘŜǊŜ 

ǇƻǎǎƛōƭŜ L ŀƭƭƻǿŜŘ ǘƘƛǎΦ 

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 school-related activity that they were compelled to engage 

in, but something that they could engage in only if they 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 

enjoyed using. The woodland classrooms at Oakington (Figure 7) 

are used for ǿƻƻŘƭŀƴŘ ǎŜǎǎƛƻƴǎ ƛƴ ōŀŘ ǿŜŀǘƘŜǊ ŀƴŘ ǘƘŜ ǎŎƘƻƻƭǎΩ 

woodland nursery, Hatchlings. They had previously been used as 

temporary classrooms during building works and when I 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 

(Figure 8) was used with the youngest children. It is now a separate 

classroom space but at the time I conducted my art groups, the 

children excitedly 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 

[ŔŊƨƖĲЮΩЮцЮƓƓũĲŊŸŸĬжЮÑőĲЮcƨĤ 

[ŔŊƨƖĲЮΪЮцЮ§ċťŔŰŊƣŸŰжЮìŸŸĬũċŰĬЮ
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groups were conducted in the classroom (some different to 

their usual classroom, but still a classroom), and one was even 

ŎƻƴŘǳŎǘŜŘ ƛƴ YŀǘƘŜǊƛƴŜΩǎ ƻŦŦƛŎŜΦ bŜǾŜǊǘƘŜƭŜǎǎΣ ōŜŎŀǳǎŜ ǘƘŜ 

groups were constructed as separate to and different from 

school work, the children still enthusiastically engaged. 

It was important to me that the children enjoyed the art groups 

ŀƴŘ ŘƛŘƴΩǘ ŦŜŜƭ ǇǊŜǎǎǳǊŜŘ ǘƻ ΨǿƻǊƪΩΦ Not only does this 

contribute to better-quality research outcomes (Lundy et al, 

2011) ς reducing the likelihood of social desirability bias, but it 

ŀƭǎƻ ŜƴǎǳǊŜǎ L ŀƳ ŎŀǊƛƴƎ ŦƻǊ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŜƳƻǘƛƻƴŀƭ ǿŜƭƭ-being 

in a research situation with which they may be unfamiliar 

(Bradbury-Jones and Taylor, 2015). Enjoyable art sessions suited 

to thŜ ŎƘƛƭŘǊŜƴΩǎ ƴŜŜŘǎ, help reduce barriers to participation and 

placed the children at the centre of the research activity. This 

ensures any knowledge produced comes from a range of 

children who have chosen to take part and feel happy doing so. Art Group 5 at Applegood which 

included four Reception children (4-year-olds) provides a good example of my primary concern for the 

ŎƘƛƭŘǊŜƴΩǎ ǿŜƭƭ-being. The children 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. I enjoyed spending time with these children as I did not 

know them as well as the other year groups, and this gave me the chance to get to know them more. 

I was also pleased they enjoyed the activity 

ƛǘǎŜƭŦΣ ŜǾŜƴ ƛŦ L ŘƛŘ ƴƻǘ Ǝŀƛƴ ƳǳŎƘ ΨǊŜƭŀǘŜŘΩ 

artwork from this session. In all sessions I 

engaged in off-topic discussions the children 

pursued to put them at ease and further 

ŜƳǇƘŀǎƛǎŜ ǘƘƛǎ ǿŀǎ ƴƻǘ ΨǎŎƘƻƻƭ ǿƻǊƪΩ. ¢ƘŜ 

ŎƘƛƭŘǊŜƴ ǿŜǊŜ ŀǎƪŜŘ ƛŦ ǘƘŜȅ ǿŀƴǘŜŘ ǘƻ ǘŀƪŜ 

ǘƘŜƛǊ ŀǊǘ ƘƻƳŜ ǿƛǘƘ ǘƘŜƳ όŜȄŎŜǇǘ ǿƘŜǊŜ 

ǇƭŀȅŘƻǳƎƘ ƻǊ Ŏƭŀȅ ƴŜŜŘŜŘ ǘƻ ōŜ ǊŜπǳǎŜŘΣ ƛƴ 

ǿƘƛŎƘ ŎŀǎŜ ǘƘŜȅ ǿŜǊŜ ƻũŜǊŜŘ ŀ ǇƘƻǘƻ ƻŦ ǘƘŜƛǊ 

ŀǊǘ ǘƻ ƪŜŜǇύΦ ²ƘŜƴ ŀƭƭ ŀǊǘ ƎǊƻǳǇǎ ƘŀŘ ōŜŜƴ 

ŎƻƴŘǳŎǘŜŘ ƛƴ ŜŀŎƘ ǎŎƘƻƻƭΣ L ŘƻƴŀǘŜŘ ǘƘŜ ŀǊǘ 

ƳŀǘŜǊƛŀƭǎ ǘƻ ǘƘŜ ǎŎƘƻƻƭǎ ŀǎ L ƪƴŜǿ Ƙƻǿ ǾŀƭǳŜŘ 

ǘƘŜǎŜ ǊŜǎƻǳǊŎŜǎ ǿŜǊŜ ōȅ ǘƘŜ ŎƘƛƭŘǊŜƴ ŀƴŘ ǎǘŀũ 

όǎŜŜ CƛƎǳǊŜ фύΦ 

 

Documents and Visual Material 

Ψ5ƻŎǳƳŜƴǘǎΩ ƛƴ Ƴȅ ǊŜǎŜŀǊŎƘ ƛƴŎƭǳŘŜŘ ŀƴȅ ǿǊƛǘǘŜƴΣ ƎǊŀǇƘƛŎΣ ƻǊ ǇƛŎǘƻǊƛŀƭ ŎƻƳƳǳƴƛŎŀǘƛƻƴǎ ǿƘƛŎƘ ǘǊŀƴǎƳƛǘ 

or store information or meaning (Grant, 2019). Documents come in both paper and electronic forms 

(Grant, 2020). There was a wealth of data contained in public documents on and about these schools 

including government data, school websites, newsletters, and social media posts. I also created my 

[ŔŊƨƖĲЮΫЮцЮ§ċťŔŰŊƣŸŰжЮÑőĲЮÅċŔŰĤŸƽЮÅŸŸů 

[ŔŊƨƖĲЮάЮцЮ§ċťŔŰŊƣŸŰЮÅĲĦĲƓƣŔŸŰЮĦőŔũĬѩƚЮĬƖċƽŔŰŊЮŸŉЮƣőĲЮ
ĦŸũŸƨƖŔŰŊЮƓĲŰƚЮƚőĲЮƨƚĲĬЮĬƨƖŔŰŊЮőĲƖЮ ƖƣЮ]ƖŸƨƓЮċŰĬЮƽőŔĦőЮfЮ

ũċƣĲƖЮĬŸŰċƣĲĬЮƣŸЮƣőĲЮƚĦőŸŸũ 



 

ΥΥ 
 

own drawings, sketches, and maps (Grant, 2019; 2020; Mills and Morton, 2013) to be used in the 

analysis phases of the 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 

ŦƛƴŘƛƴƎǎ ό!ƭƭŜƴΣ нлнлύΦ L ǳǎŜŘ ǇǳōƭƛŎƭȅ ŀŎŎŜǎǎƛōƭŜ ǇƘƻǘƻǎ ƻƴ ǘƘŜ ǎŎƘƻƻƭΩǎ ǎƻŎƛŀƭ ƳŜŘƛŀ ŀƴŘ ƴŜǿǎƭŜǘǘŜǊǎΣ 

and asked permission to take my own photographs of key events, scenes 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). Inclusion aƴŘ ŀƴŀƭȅǎƛǎ ƻŦ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŀǊǘ ƛǎ ƛƴŎƭǳŘŜŘ ǘƘǊƻǳƎƘƻǳǘ Ƴȅ ǘƘŜǎƛǎ3 and 

ŦƻǊƳǎ ŀ Ǿƛǘŀƭ ǇŀǊǘ ƻŦ Ƴȅ ŜǘƘƛŎŀƭ ǇǊŀŎǘƛŎŜ ƛƴ ŜƴǎǳǊƛƴƎ ŎƘƛƭŘǊŜƴΩǎ ǇŜǊǎǇŜŎǘƛǾŜǎ ŀǊŜ ŎƻƳƳǳƴƛŎŀǘŜŘ ǘƘǊƻǳƎƘ 

this research (Ibid). 

 

Leaving the Field 

CǊƻƳ ǘƘŜ ǇƭŀƴƴƛƴƎ ǎǘŀƎŜǎ ƻŦ ǘƘƛǎ ǊŜǎŜŀǊŎƘΣ ǘƘŜ ΨŜƴŘΩ ƻŦ ŜŀŎƘ Řŀǘŀ ŎƻƭƭŜŎǘƛƻƴ ǇƘŀǎŜ ǿŀǎ ŎƭŜŀǊƭȅ 

scheduled ς I would leave after the Christmas term in each school (Pole and Hillyard, 2016). Whilst I 

continued to volunteer in between in-school phases and conducted interviews too, I 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 interactions to see the bigger picture and adopt a critical voice (Hockey, 

1993). However, physically leaving the field sites is not the same as emotionally ending the connection 

to the field and its participants (or the impact each has on the other) (Ibid). And so, this section details 

ǘƘŜ ǿŀȅǎ ƛƴ ǿƘƛŎƘ L ΨƭŜŦǘΩ Ƴȅ ŦƛŜƭŘ ǎƛǘŜǎΣ ŀƴŘΣ ƛƴ ƪŜŜǇƛƴƎ ǿƛǘƘ Ƴȅ ǊŜŦƭŜȄƛǾŜ ŀǇǇǊƻŀŎƘΣ L ǊŜŦƭŜŎǘ ƻƴ Ƙƻǿ 

leaving impacted myself, my participants and the research itself. 

L ŦƛǊǎǘ ΨƭŜŦǘΩ !ǇǇƭŜƎƻƻŘ ŀǎ ŀ ǊŜǎŜŀǊŎƘ ŦƛŜƭŘ ƛƴ 5ŜŎŜƳōŜǊ нлннΦ IƻǿŜǾŜǊΣ L ŎƻƴǘƛƴǳŜŘ ǘƻ ǾƻƭǳƴǘŜŜǊ ƛƴ ǘƘŜƛǊ 

reading scheme until September 2023 when staffing issues at Oakington necessitated I be based there. 

I never had the opportunity to recommence reading at Applegood after this. Thus, I felt I had not 

formally ended my connection there but rather, through circumstance and research necessity, had 

become focused solely on Oakington. In contrast, when I left Oakington, I knew I would not be 

continuing to volunteer and so I made more precise plans for leaving than the circumstances at 

Applegood had allowed (Ibid). This involved preparing Oakington for my exit (so that the staff were 

aware I 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 certain children who had 

(formed) a particularly close bond with me. Another important part of my finishing the data collection 

and formally leaving the field was thanking the staff and children in both schools for being involved in 

my research. I 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 and formally end the data collection before commencing my final analysis and 

write-up stages (Ibid). 

 
3 !ƭƭ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŀǊǘǿƻǊƪ όŦƻǊ ǿƘƛŎƘ ŎƻƴǎŜƴǘ ǿŀǎ ǊŜŎŜƛǾŜŘύ ƛǎ ƛƴŎƭǳŘŜŘ ƛƴ !ǇǇŜƴŘƛȄ фΦ 
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I went back to Applegood in December 2023 with my gifts and cards, intending to go round each class 

ŀƴŘ ŎƘŜŎƪ ƛƴ ǿƛǘƘ ǘƘŜ ŎƘƛƭŘǊŜƴ ŀƴŘ ǎǘŀŦŦ ŀƴŘ ǎŀȅ Ƴȅ ΨǘƘŀƴƪ ȅƻǳǎΩ ŀƴŘ ΨŦƛƴŀƭΩ ƎƻƻŘōȅŜǎΦ !ǎ ŎƘŀƴŎŜ ǿƻǳƭŘ 

have it, however, on the day I went in, Alice (the teacher with whom I had become very close) was 

due to lead collective worship and invited 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 άLola surprised me by making me jump earlier today and Miss Law gave me 

a lovely surprise when she came to the classroom because I ƘŀŘƴΩǘ ōŜŜƴ ŜȄǇŜŎǘƛƴƎ herέ. Then 

she saidΣ άMiss Law has another lovely surprise for everyoneέ and could they remember what 

they had done with Miss Law when she was here? Two children said άreadingέ, one said άwe 

made sculpturesέ, someone said άarts and craftsέ, another said άdrawingέΦ Lola said άat 

Oakington I remember Miss Law doing free play with meέ. I smiled fondly at all the kids 

memories. I 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. Alice said, άit sounds like Miss 

Law has helped a lot of youέ. She invited me to take over and explain what I had brought in. I 

said, άI finish my research in the schools on Friday, so I wanted to bring each class a thank you 

present for taking partέ. Alice said maybe someone from each class should take their class 

ōŀƎΦ L ƘŀƴŘŜŘ ǘƘŜƳ ƻǳǘ ώΧϐ The kids kept hold of their bags and 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. I smiled and said, άȅƻǳΩǊŜ ǿŜƭŎƻƳŜέ. 

[Applegood Daily Fieldnotes, 12th December 2023] 

I 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. I felt I had fulfilled multiple obligations to my participants by properly ending the research, 

thanking them for taking part and explaining that I 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 I left, and I felt very satisfied 

with Ƙƻǿ L ƘŀŘ ƴƻǿ ΨŦƻǊƳŀƭƭȅΩ ƭŜŦǘ ǘƘŜ ŦƛŜƭŘ ŀǘ !ǇǇƭŜƎƻƻŘΦ hŀƪƛƴƎǘƻƴΣ ƘƻǿŜǾŜǊΣ ǿŀǎ ŀ ŘƛŦŦŜǊŜƴǘ ǎǘƻǊȅΦ 

My last day at Oakington was also in December 2023 and I 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 leavers assembly for me, where I was presented 

with a card (see Figure 10) and gift of a fluffy hoodie and socks: 

DǊŜƎ ŀǎƪŜŘ ƛŦ ǘƘŜǊŜ ǿŀǎ ŀ ƳŜǎǎŀƎŜ LΩŘ ƭƛƪŜ ǘƻ ƎƛǾŜ ŜǾŜǊȅƻƴŜΣ L ǎŀƛŘ άthank you so much for 

ƘŜƭǇƛƴƎ ǿƛǘƘ Ƴȅ ǊŜǎŜŀǊŎƘ ŀƴŘ L ŎŀƴΩǘ ǿŀƛǘ ǘƻ Ǝƻ ŀƴŘ ǿǊƛǘŜ ƛǘ ŀƭƭ ǳǇ ŀƴŘ ŦƻǊ ŀƴȅƻƴŜ ǿƘƻ ǊŜŀŘǎ ƛǘ 

to know what amazing schools you areέ. They all said άahhέ again and Dan called out άI want 

you to use my Coors bottle!έ. I laughed and promised him I would [see Figure 14]. Greg said, 

άMiss law will you come back and visit us?έ I said άabsolutelyέ, and they cheered. Greg said 

άthree cheers for Miss Lawέ ώΧϐ I went 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 I was so moved that they had taken the time to do this for me. Freya was crying as she 

ŘƛŘƴΩǘ want me to leave so she went and sat with Kayleigh. I felt guilt creeping up again as Orla 

sat on my lap and looked through my card with me. I very nearly cried as I was looking at these 
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adorable messages the kids had written for me, knowing I would not see them properly for a 

long time. 

[Oakington Daily Fieldnotes, 15th December 2023] 

I found leaving Oakington more difficult than Applegood as my sense of guilt was strong (DeLuca 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. I felt like I was letting many children down as they saw me as 

another staff member who they perceived was also άrunning awayέ όwƻǎƛŜΣ ¸ŜŀǊ рύ. I also felt guilty 

ǘƘŀǘ hŀƪƛƴƎǘƻƴΩǎ ǿƻƻŘƭŀƴŘ ƴǳǊǎŜǊȅΣ IŀǘŎƘƭƛƴƎǎ ŎƻǳƭŘ ƴƻ ƭƻƴƎŜǊ Ǌǳƴ ǿƛǘƘƻǳǘ Ƴȅ ƛƴǾƻƭǾŜƳŜƴǘ ŀƴŘ ǘƘŜ 

school were having 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 I knew how volatile pupil numbers were. 

Consequently, I experienced leaving Oakington as a much harder process than leaving Applegood. 

How I left the field caused me to reflect on the difference between physically leaving the spaces and 

emotionally leaving the relationships I had made behind. Whilst I knew and agreed with the 

methodological arguments for ceasing daily interaction with the schools in the write-up phase, I 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, 2008). {ŀƳǇǎƻƴ Ŝǘ ŀƭΩǎ 

(2008, pg.927) ǊŜǎŜŀǊŎƘ ŦƻǳƴŘ ǘƘŀǘ ƭŜŀǾƛƴƎ ǘƘŜ ŦƛŜƭŘ ŎƻǳƭŘ ōŜ άǇǊƻōƭŜƳŀǘƛŎ ŀƴŘ ǎƻƳŜǘƛƳŜǎ ƘŜŀǊǘ-

ǿǊŜƴŎƘƛƴƎέ ŦƻǊ ǊŜǎŜŀǊŎƘŜǊǎΦ For me it was both. Still living within walking distance of Oakington made 

physical distance difficult and I felt a commitment to honouring the promise I had made to visit. 

However, I believe my visits, continued contact with various participants in both schools, and the 

sending out of a research poster to visually communicate my research progress in April 2024, were 

necessary ethical practices which ŀƳŜƭƛƻǊŀǘŜŘ ǘƘŜ ŦŜŜƭƛƴƎ ǘƘŀǘ L ƘŀŘ ƻƴƭȅ ōŜŜƴ ΨǳǎƛƴƎΩ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭǎ 

in these schools for my research (Ibid; DeLuca and Maddox, 2016). I wanted my participants to know 

and to feel they still had a stake in the outcomes of my research, and that I still cared about these 

ǎŎƘƻƻƭǎ ŦǳǘǳǊŜǎΦ ¢ƘǳǎΣ L ŀƎǊŜŜ ǿƛǘƘ tƻƭŜ ŀƴŘ IƛƭƭȅŀǊŘΩǎ όнлмсΣ ǇƎΦммлύ ŎƻƴŎƭǳǎƛƻƴǎ ǘƘŀǘ άǘƘŜ ǊŜǎŜŀǊŎƘŜǊ 

ƴŜǾŜǊ ŜƴǘƛǊŜƭȅ ƭŜŀǾŜǎ ǘƘŜ ŦƛŜƭŘέ ŀƴŘ άǘƘŜ ŦƛŜƭŘ ƴŜǾŜǊ ŜƴǘƛǊŜƭȅ ƭŜŀǾŜǎ ǘƘŜ ǊŜǎŜŀǊŎƘŜǊέΦ ²Ƙƛƭǎǘ L ŘƛŘ ƛƴƛǘƛŀǘŜ 

ŀ ΨōǊŜŀƪΩ ǿƛǘƘ Ƴȅ ǊŜǎŜŀǊŎƘ Ŧƛelds to write-up my research, my continued emotional commitment to 

my participants inevitably impacted the writing process and required careful consideration in how I 

presented and communicated my findings. This was especially so when I 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 I was ultimately criticising the practices of individuals who I knew 

well. I attempted to balance these competing demands of accurately presenting my critical research 

findings and avoiding blame or judgement on any specific individual by ensuring I considered and 

presented multiple perspectives on an issue so that readers could follow the arguments I had made 

and how I reached my conclusions (Hammersley, 2005). Further detail on how I wrote up my research 

is discussed below. 
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Analysis, Writing and Follow-ups 

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 data my 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 effectively. My thematic 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, choosing 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). Visǳŀƭ ŀƴŀƭȅǎƛǎ ƻŦ ŎƘƛƭŘǊŜƴΩǎ ŀǊǘǿƻǊƪ ǿŀǎ ŀƭǎƻ ǳƴŘŜǊǘŀƪŜƴ όƛƴ ŀŘŘƛǘƛƻƴ ǘƻ ǘƘŜƳŀǘƛŎ 

analysis) and is discussed further below.  

Between January and May 2023 when I had left Applegood (as a research field for data collection) and 

before entering Oakington, I began an extensive reading of all data sources I had so far, as an essential 

step of familiarising myself with my data (Atkinson, 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 NVivo (by me, not 

the software) (Ibid; Pole and Hillyard, 2016, pg.128). Langdridge (2004) and Watts (2014, pg.5) suggest 

ǘƘǊŜŜ ƭŜǾŜƭǎ ƻŦ ŎƻŘƛƴƎ ǿƛǘƘ ǘƘŜ ŀƛƳ ƻŦ ƛŘŜƴǘƛŦȅƛƴƎ άƪŜȅ ǘƘŜƳŜǎΣ ƛǎǎǳŜǎ ŀƴŘ ƳŜŀƴƛƴƎǎ ǿƛǘƘƛƴ ǘƘŜ Řŀǘŀ 

ǎŜǘ ƛƴ ŀ ǘƘƻǊƻǳƎƘ ŀƴŘ ǎȅǎǘŜƳŀǘƛŎ ŦŀǎƘƛƻƴέΦ ¢ƘŜ ŦƛǊǎǘ ƛǎ ŘŜǎŎǊƛǇǘƛǾŜ ŎƻŘƛƴƎ όǎƛƳǇƭŜ ƭŀōŜƭƭƛƴƎύΦ ¢Ƙƛǎ 

involved studying all data sources to find out what 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 looking at how certain 

issues had been discussed, constructed, framed, and understood (Ibid; Bryman, 2016; Gibson and 

Brown, 2009; Hesse-Bibber and Leavy, 2010). At the third level of coding, theming started to occur, 

and I 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.  

²Ƙƛƭǎǘ L ǳƴŘŜǊǘƻƻƪ ƛƴƛǘƛŀƭ ŀƴŀƭȅǎƛǎ ƻŦ !ǇǇƭŜƎƻƻŘΩǎ Řŀǘŀ ŦƛǊǎǘ όǿƛǘƘ ƛŘŜŀǎ ŦƻǊ ǘƘŜƳŜǎ ŜƳŜǊƎƛƴƎύΣ ŀŦǘŜǊ L 

began researching at Oakington in June 2023, I was able to analyse this new data in the same thorough 

and systematic way whilst simultaneously collecting data, 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 

Oakington (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, after completing data collection at 

Oakington in December 2023, it was particularly important to explore my coding across both schools 

and re-engage with all the data again in its totality (Pole and Hillyard, 2016) for comparative purposes 

to see where differences and similarities had emerged and how they had been (or could be) explained 

(returning to all three levels of coding again). At this stage, I synthesised my codes into final themes 

and sub-themes (Watts, 2014; Braun et al, 2018). I then decided which themes I would include in my 
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thesis and began writing my thematic chapters, building on, and amending my earlier analytical 

writings.  

Lƴ ŀŘŘƛǘƛƻƴ ǘƻ ǘƘŜƳŀǘƛŎ ŀƴŀƭȅǎƛǎΣ L ŀƭǎƻ ŎƻƴŘǳŎǘŜŘ Ǿƛǎǳŀƭ ŎƻƳǇƻǎƛǘƛƻƴŀƭ ŀƴŀƭȅǎƛǎ ƻŦ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ 

artwork in terms of their content and production (Rose, 2016). This began with physically sorting 

printouts of the artwork into various sections on the floor to visualise the themes that were present 

ŀƴŘ Ƙƻǿ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŀǊǘǿƻǊƪ ŘƛŦŦŜǊŜŘ ōŜǘǿŜŜƴ ǘƘŜ ǎŎƘƻƻƭǎ όLōƛŘΤ ²ƻƻŘǿŀǊŘΣ нлнлύΦ tƘƻǘƻǎ ǿŜǊŜ 

taken whenever printouts were re-positioned to aid visual analysis. Some images were chosen for 

closer analysis (seen throughout 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). I explored the content, colours, spatial organisation, lighting, 

and expressive content of each image (Ibid). 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 and practices that produce, saturate and enable interpretation of 

the images (Ibid). 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 themes discussed. 

There are as many ways to write ethnography as there are ethnographers (Mills and Morton, 2013). 

My approach (including the structure of my findings chapters) emerged from my experience of being 

in the field over time (Ibid) and attempting to understand what the data was telling me in response to 

my research questions (with analysis and writing informing each other). Adopting the lens of the TSOL, 

the first theme that emerged in the field was boundaries (how and when they were crossed and 

maintained) and the invisible labour taking place for these school communities (hence Chapter 5). 

Within this exploration of boundaries, and as I began to compare the voluntary activity between the 

two schools, the specific importance of geography and social networks emerged as deserving of a 

dedicated analysis chapter of their own (hence Chapter 6). In both Chapters 5 and 6, the focus was 

predominantly on the meso-level analysis of the schools, with insights from the micro-level 

experiences of individuals, and connections made to macro-level 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 

schools and communities, and at a societal level. My final findings chapter (7) therefore brings these 

threads together by focusing on trajectories at the meso-, micro- and macro-level, again utilising the 

TSOL framework, with a focus on how these interact over time and the consequences at all levels. 

Thus, the organisation of my findings chapters reflects how I made analytical sense of the data. Whilst 

I considered different ways to tell this story, I choose to retain the live process by which I came to 

understand the data and to remain faithful to the fieldsites, my participants and the analyses. 

Moreover, the order of the findings chapters are cumulative, with each providing conceptual and 

theoretical foundations which build upon each other as the thesis progresses. Their structure is 

therefore crucial to both the narrative telling and development of understandings and arguments of 

the research. 

When writing, including participants own words was vital in understanding and communicating their 

experience of voluntary activity in their school communities. However, it was also important not over-

rely on words spoken only in interviews and to consider the social context in which interviews took 

place, recognising them as social accomplishments in and of themselves (Atkinson and Silverman, 

1997; Silverman, 2017). When using interview transcripts or participants words from fieldnotes, I 
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sought to give background to the discussions that took place and indicated where participants 

backtracked, repeated or sought to clarify (warrant) their words, and position themselves as well as 

when pauses occurred and where I, as the interviewer, spoke too (Silverman, 2017). This was done to 

communicate as faithfully as possible the situational knowledge gained from talk, and to improve the 

robustness of analysis (Ibid). With these words, I hoped to άǇǊƻǾƛŘe a portal from the reader to the 

research settinƎέ ό/ƻǊǿƛƴ ŀƴŘ /ƭŜƳŜƴǎΣ нлнлΣ ǇƎǎΦплф-10) and connect them to the research in 

meaningful ways (Woodward, 2020). Alongside words, I also included visual data to enhance the 

ǘŀƴƎƛōƛƭƛǘȅ ƻŦ ǘƘŜ ǊŜǎŜŀǊŎƘ ǘƻ ǘƘŜ ǊŜŀŘŜǊ ό!ƭƭŜƴΣ нлнлύ ŀƴŘ ǘƻ ǊŜŦƭŜŎǘ ǘƘŜ ΨŀǘƳƻǎǇƘŜǊŜΩ ŀƴŘ ΨŦŜŜƭƛƴƎΩ ƻŦ 

ǘƘŜ ǎŎƘƻƻƭǎΩ ŀƴŘ ǘƘŜƛǊ ǾƻƭǳƴǘŀǊȅ activity (Rose, 2016). This included photos from the field, screenshots 

ƻŦ ǎƻŎƛŀƭ ƳŜŘƛŀ ǇƻǎǘǎΣ ŀƴŘ ŎǊǳŎƛŀƭƭȅ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŀǊǘǿƻǊƪΦ L ƘŀŘ ǇǊƻƳƛǎŜŘ ŀƭƭ ŎƘƛƭŘǊŜƴ ǿƘƻ ƘŀŘ ŎƻƴǎŜƴǘ 

that their artwork would appear in my final text and so any not included in the main body are included 

in Appendix 9.  

A key methodological contribution lies in the mapping methods I employed throughout this thesis. 

Various forms of mapping (social network, life-course, 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 (Woodward, 2020). Mapping was also a reflective 

tool that enabled me to re-engage with and re-animate my data (Ibid), explore both regular and 

surprising data, inconsistencies 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 voluntary activity in these 

schools, that words alone could not do justice. I discuss the specific mapping methods used in more 

detail in the context of my findings chapters, including how I developed them to analyse and 

communicate my data, and their benefits and downfalls. 

Due to the vast amount of data I 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 faithful to the themŜǎ ǇŀǊǘƛŎƛǇŀƴǘǎΩ ƘŀŘ ǊŀƛǎŜŘ ŀƴŘ ǿƘƛŎƘ ōŜǎǘ ǊŜǇǊŜǎŜƴǘ 

their first-person perspectives and experiences (Ibid; Hesse-Bibber and Leavy, 2010) and, for this 

research, reflect the differences and similarities between the two schools. Thus, Watts (2014, pg.7) 

advƻŎŀǘŜǎ άŀ purposive sample of extracts drawn relative to the themesέΦ ¢ƘŜ ŜȄǘǊŀŎǘǎ ŎƘƻǎŜƴ ǎƘƻǳƭŘ 

be able to answer my research questions and connect to the literature in a meaningful way (Ibid; 

Braun et al, 2018; Bryman, 2016; Hesse-.ƛōōŜǊ ŀƴŘ [ŜŀǾȅΣ нлмлύΦ Lǘ ƛǎ ŀǘ ǘƘƛǎ ǎǘŀƎŜ ǘƘŀǘ ŀ ΨǘƘƛǊŘ-person 

ǇŜǊǎǇŜŎǘƛǾŜΩ ƻŦ ǘƘŜ άƪƴƻǿƭŜŘƎŜŀōƭŜ ŀƴŘ ǘƘŜƻǊŜǘƛŎŀƭƭȅ ƛƴŦƻǊƳŜŘέ ǊŜǎŜŀǊŎƘŜǊ ǿŀǎ ŀŘƻǇǘŜŘ ǘƻ άŎƻƴǎƛŘŜǊ 

each extract in terms of its capacity to support, qualify, question or outright contradict some accepted 

aspect of ǘƘŜ ǊŜƭŜǾŀƴǘ ƭƛǘŜǊŀǘǳǊŜέ ό²ŀǘǘǎΣ нлмпΣ ǇƎΦтύΦ IƻǿŜǾŜǊΣ ŀǎ ǿƛǘƘ ŜǾŜǊȅ ǇƘŀǎŜ ƻŦ Ƴȅ ǊŜǎŜŀǊŎƘΣ 

ethical consideration for my participants was also vital in the extracts I selected and how I chose to 

present them.  

A specific example came when I was writing the analytical chapter on trajectories (Chapter 7). 

Exploring trajectories enabled me to answer my research questions and connect to the literature 

exploring voluntary activity across the life-course. I had selected four individuals whose histories with 

their schools I explored in further detail through biography and trajectory maps (Woodward, 2020) I 

constructed to highlight key factors shaping individuals voluntary activity over time. As these were 

particularly personal stories to tell, I 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 
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milestones in their histories and how they were depicted. For this chapter, although data collection in 

ǘƘŜ ǎŎƘƻƻƭǎ ƘŀŘ ΨŦƛƴƛǎƘŜŘΩΣ L ŎƻƴŘǳŎǘŜŘ ŀƴ ƛƴǘŜǊǾƛŜǿ ǿƛǘƘ YŀȅƭŜƛƎƘ ŀǎ Ƴȅ ƪƴƻǿƭŜŘƎŜ ƻŦ ƘŜǊ ǘǊŀƧŜŎǘƻǊȅ 

through observations, informal discussions and other interviews 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 ex-pupil, SEN parent and staff member) (Watts, 2014). This decision 

shows how leaving the field is a flexible process that is never quite achieved (Pole and Hillyard, 2016). 

L ŦŜƭǘ ƛǘ ǿŀǎ ƛƳǇƻǊǘŀƴǘ ǘƻ ǊŜǘǳǊƴ ǘƻ ŀ ǇŀǊǘƛŎƛǇŀƴǘ ŦǊƻƳ ǘƘŜ ŦƛŜƭŘ ŜǾŜƴ ǘƘƻǳƎƘ L ƘŀŘ ΨŜƴŘŜŘΩ Řŀǘŀ ŎƻƭƭŜŎǘƛƻƴ 

because I believed the inclusion of her story was vital to ethically conveying the complexity and 

vibrancy of voluntary activity as had emerged from the data as I simultaneously analysed, wrote, and 

thought about my research questions and participants. Following up with participants in this way 

reflects my commitment 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 was to άgo beyondέ (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 and/or substantive literature (particularly the gaps in knowledge that my research 

questions aimed to address) (Watts, 2014). I hope I have achieved this throughout my empirical 

chapters and especially in my overall thesis conclusion (Chapter 8). I believe the methodology I 

adopted enabled me to research ethically and reflexively, producing findings to contribute not only to 

the literature and debates in my field, but also the everyday practices of those in small rural primary 

schools. 

 

Conclusion 

In this chapter, I have detailed the ethnographic methodology I adopted in my research. I have argued 

that my topic focus and literature gaps necessitated a qualitative research approach and justified my 

ethnographic methodology. Ethnography enabled me to use multiple methods to explore voluntary 

activity first-hand as a volunteer ethnographer. Through my reflection on my positionality (researching 

the familiar) and the ethical practices I adopted, I have shown how a commitment to regulations, 

relationships, and reflection (reflexivity) have underpinned every aspect of my study. I next presented 

a reflective account of entering the field (school selection, access, and interview sampling), and of 

being in the field. The latter included detailed discussion of how I adopted different methods, with 

examples given and decisions justified throughout. Finally, I discussed how I left the field to complete 

the final analysis and write-up of my research.  

Throughout the research I 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 I have sought to think and write reflexively about how my presence may have impacted 

the research, and how the research has impacted me. I believe my autoethnographic reflections in 

particular, when written reflexively and incorporated into the research findings and discussions, 

provide detail on how I exercised 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 to reveal or understand. 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 understanding as possible 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 I hope to meaningfully contribute to both the schools work going 

forward but also to the wider literature and debates on voluntary activity in primary education. And 

so, the next three chapters detail and discuss my empirical research findings, organised into the 

themes of boundaries and invisible labour, socio-spatial networks and stigma, and trajectories of 

voluntary activity. These themes represent how analytical sense was made of the data in relation to 

my ethnographic experience in the field, the arguments I seek to develop in answer to my research 

questions 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 

²ƻǊƪ ƛǎ άǿƘŀǘ ƎŜǘǎ ŘƻƴŜ ǘƻ ƳŀƪŜ ƭƛŦŜ ǇƻǎǎƛōƭŜέ όtŜǘǘƛƴƎŜǊΣ нлмфΣ ǇƎΦрύΦ Lǘ ƛǎ ƴƻǘ ŎƻƴŦƛƴŜŘ ǘƻ ǘƘŜ ǊŜŀƭƳ 

ƻŦ ŜŎƻƴƻƳƛŎǎ ōǳǘ ǊŀǘƘŜǊ ƛǘ άƛǎ ŜƳōŜŘŘŜŘ ƛƴΣ entangled with, conducted and expressed through other 

ŀŎǘƛǾƛǘƛŜǎ ŀƴŘ ǊŜƭŀǘƛƻƴǎ ǿƘƛŎƘ Ƴŀȅ ōŜ ǎƻŎƛŀƭΣ ǇƻƭƛǘƛŎŀƭΣ ƪƛƴǎƘƛǇΣ ǎŜȄǳŀƭ ƻǊ ŦŀƳƛƭƛŀƭέ όDƭǳŎƪǎƳŀƴƴΣ мффрΣ 

ǇƎΦсрύΦ ²ƛǘƘƛƴ ŀƴȅ ǎƻŎƛŜǘȅΣ ƭŀōƻǳǊ ƛǎ άŘƛǾƛŘŜŘ ǳǇ ōŜǘǿŜŜƴ ŀƴŘ ŀƭƭƻŎŀǘŜŘ ǘƻ ŘƛŦŦŜǊŜƴǘ ǎǘǊǳŎǘǳǊŜǎΣ 

ƛƴǎǘƛǘǳǘƛƻƴǎ ŀƴŘ ŀŎǘƛǾƛǘƛŜǎέ όLōƛŘΣ ǇƎΦстύ ŀƴŘ ǘƘŜ ǎǘǊǳŎǘǳǊŀƭ ǊŜƭŀǘƛƻƴǎ ŀƴŘ ƛƴǘŜǊƴŀƭ ƻǊƎŀƴƛǎŀǘƛƻƴ ǿƛǘƘƛƴ 

spheres of activity can change in different spaces, and over time (Ibid, pg.71). Conceptualising work in 

this way is what Glucksmann (1995) has termed ǘƘŜ Ψ¢ƻǘŀƭ {ƻŎƛŀƭ hǊƎŀƴƛǎŀǘƛƻƴ ƻŦ [ŀōƻǳǊΩ ό¢{h[ύ 

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, 

soŎƛŀƭ ƎǊƻǳǇǎΣ ŀƴŘ ƛƴŘƛǾƛŘǳŀƭǎΦ ±ƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ Ƙŀǎ ǎƻ ƻŦǘŜƴ ōŜŜƴ ΨƛƴǾƛǎƛōƭŜΩ ό5ŀƴƛŜƭǎΣ мфутΤ tŜǘǘƛƴƎŜǊΣ 

2019) in the sociology of work but it is recognised and valued within the TSOL approach. As well as 

ǊŜŎƻƎƴƛǎƛƴƎ ΨƛƴǾƛǎƛōƭŜ ƭŀōƻǳǊΩΣ ǘƘŜ ¢{h[ ŘǊŀǿǎ ƻǳǊ ŀǘǘŜƴǘƛƻƴ ǘƻ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨōƻǳƴŘŀǊƛŜǎΩ ς a concept 

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 Molnár, 2002). Thus, understanding the properties, mechanisms, and content 

of boundaries (Ibid) enable investigation of the foundations and implications of boundary recognition 

(or non-recognition ς which I conceptualise as invisible labour), boundary-work, boundary crossing 

and boundary maintenance within and between fields of activity. 

¢Ƙƛǎ ŎƘŀǇǘŜǊ ǿƛƭƭ ŜȄǇƭƻǊŜ ǘƘŜ ǎƛƎƴƛŬŎŀƴŎŜ ŀƴŘ ƛƳǇƭƛŎŀǝƻƴǎ ƻŦ ǘƘŜ ǘƘŜƳŜǎ ƻŦ ΨōƻǳƴŘŀǊƛŜǎΩ ŀƴŘ ΨƛƴǾƛǎƛōƭŜ 

ƭŀōƻǳǊΩ ƛƴ ǘƘŜ ǿƻǊƪ ǘƘŀǘ ǘŀƪŜǎ ǇƭŀŎŜ ǘƻ ΨƎŜǘ ŜŘǳŎŀǝƻƴ ŘƻƴŜΩ ŀǘ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΦ L ōŜƎƛƴ ōȅ 

ǇǊŜǎŜƴǝƴƎ ǘǿƻ ŎƻƴǘǊŀǎǝƴƎ ŜǘƘƴƻƎǊŀǇƘƛŎ ŜȄǘǊŀŎǘǎΣ ƻƴŜ ŦǊƻƳ ŜŀŎƘ ǎŎƘƻƻƭΣ ǘƻ ǎƘƻǿ Ƙƻǿ ōƻǳƴŘŀǊƛŜǎ ŀǊŜ 

ŎǊƻǎǎŜŘ ƛƴ ƻǊŘŜǊ ǘƻ ŀŎƘƛŜǾŜ ŎŜǊǘŀƛƴ ŀƛƳǎ ǘƘǊƻǳƎƘ ǘƘŜ ǳǎŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀǎ ǇŀǊǘ ƻŦ ǘƘŜ ¢{h[ ƛƴ 

ǘƘŜǎŜ ǎŎƘƻƻƭǎΦ L ǘƘŜƴ ǇǊŜǎŜƴǘ Ƴȅ ŀŘŀǇǘŜŘ ¢{h[ ǘȅǇƻƭƻƎȅ ŦƻǊ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴ ǘƻ ŦǳǊǘƘŜǊ 

ŎƻƴǘŜȄǘǳŀƭƛǎŜ ǘƘƛǎ ŎƘŀǇǘŜǊΩǎ ŜȄǇƭƻǊŀǝƻƴ ƻŦ ōƻǳƴŘŀǊȅ ŎǊƻǎǎƛƴƎΣ ƛƴǾƛǎƛōƭŜ ƭŀōƻǳǊ όƛƴŎƭǳŘƛƴƎ ŜƳƻǝƻƴŀƭ 

ƭŀōƻǳǊΩǎ ƛƴǾƛǎƛōƛƭƛǘȅύΣ ŀƴŘ ōƻǳƴŘŀǊȅ ƳŀƛƴǘŜƴŀƴŎŜ όƛƴŎƭǳŘƛƴƎ ƎŜƴŘŜǊŜŘ ōƻǳƴŘŀǊƛŜǎύ ŀǇǇƭƛŜŘ ǘƻ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ǿƛǘƘƛƴ ǇǊƛƳŀǊȅ ŜŘǳŎŀǝƻƴΦ L ŜƳǇƘŀǎƛǎŜ ŎƘƛƭŘǊŜƴΩǎ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ŀƴŘ ǊƻƭŜ ǿƛǘƘƛƴ ǘƘŜƛǊ ǎŎƘƻƻƭΩǎ 

¢{h[Φ L ŜƴŘ ǘƘŜ ŎƘŀǇǘŜǊ ǿƛǘƘ ŀ ǊŜƅŜȄƛǾŜ ŀǳǘƻŜǘƘƴƻƎǊŀǇƘƛŎ ŀŎŎƻǳƴǘ ǘƘŀǘ ǊŜƅŜŎǘǎ ƻƴ ŀƴŘ ŦǳǊǘƘŜǊ ŜȄǘŜƴŘǎ 

ǘƘŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ōƻǳƴŘŀǊƛŜǎ ŀƴŘ ƛƴǾƛǎƛōƭŜ ƭŀōƻǳǊ ƛƴ ǘƘŜǎŜ ŜŘǳŎŀǝƻƴŀƭ ŎƻƴǘŜȄǘǎΦ 

 

¢ƘŜ ¢ƻǘŀƭ {ƻŎƛŀƭ hǊƎŀƴƛǎŀǝƻƴ ƻŦ [ŀōƻǳǊ ƛƴ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴ 

The literature on boundaries and invisible labour applies to work in primary education, whether 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. They learn inside the 

classroom, and they learn outside it. They take part in curricular and extra-curricular activities. They 

fundraise and they donate and, in the age of marketisation, they promote their school. All the work 

that is undertaken to make education (in its many forms and purposes) possible, takes place in many 

socio-ŜŎƻƴƻƳƛŎ ƳƻŘŜǎΣ ōȅ Ƴŀƴȅ ŘƛŦŦŜǊŜƴǘ ǇŜƻǇƭŜ ŀƴŘ ƛƴǾƻƭǾŜǎ ΨōƻǳƴŘŀǊƛŜǎΩ ƻŦ Ƴŀƴȅ ƪƛƴŘǎΦ Lǘ ƛǎ ŀƭǎƻ 



 

ΦΥ 
 

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 extracts (one from each school) illustrate key examples of 

ƛƴǎǘŀƴŎŜǎ ǿƘŜǊŜ ǘƘŜ ¢{h[ ŜƴŀōƭŜŘ ǘƘŜ ǿƻǊƪ ƻŦ ŜŘǳŎŀǘƛƻƴ ǘƻ ΨƎŜǘ ŘƻƴŜΩ. The first details the people 

and practices involved in the Applegood Summer Fair in 2022, an annual event that fundraises for the 

school and brings the community together: 

Arriving at school through the main gate onto the currently deserted playground, I saw 

gazebos and tables (stalls) had been set out in a horseshoe shape. Entering school through the 

ΨIƻƎǿŀǊǘǎΩ ŘƻƻǊ L ŦƻǳƴŘ bŀƴŎȅ ǎƛǘǘƛƴƎ ƛƴ ǘƘŜ Ƙŀƭƭ όƴƻǿ ǘƘŜ ǊŜŦǊŜǎƘƳŜƴǘ ŀǊŜa) putting sweets 

ƛƴǘƻ ōŀƎǎΦ L ǎŀƛŘ άIƛΣ Ƙƻǿ ŀǊŜ ȅƻǳΚέ όL ƪƴŜǿ ǎƘŜ ƘŀŘ ƴƻǘ ōŜŜƴ ǾŜǊȅ ǿŜƭƭ ǘƘƛǎ ǿŜŜƪύΦ {ƘŜ ƘŀŘ ŀ 

hoarse voice and seemed really fed up (which, I thought did not bode well for the rest of the 

Řŀȅύ Χ 

Walking through school I noticed a huge, filled hamper from the local farm shop in reception 

ŀƴŘ ǎŀǿ {ƻǇƘƛŜΩǎ ȅƻǳƴƎŜǎǘ ǎƻƴΣ /ƘŀǊƭƛŜΣ ǇƭŀȅƛƴƎ ƻǳǘǎƛŘŜΧ 

Back on the playground I found Sophie with her husband Steve and their eldest son George 

ǎŜǘǘƛƴƎ ǳǇ ǎƻƳŜ ǎǘŀƭƭǎΦ {ƘŜ ǿŀǎ ŜȄǘǊŜƳŜƭȅ ŜƴǘƘǳǎƛŀǎǘƛŎ ǘƻ ǎŜŜ ƳŜΤ ά¢ŀȅƭŀƘΗ ¢Ƙŀƴƪ ȅƻǳ ǎƻ ƳǳŎƘ 

ŦƻǊ ŎƻƳƛƴƎ ƛƴΗέ L ŀǎƪŜŘ ǿƘŀǘ ǎƘŜ ǿƻǳƭŘ ƭƛƪŜ ƳŜ ǘƻ ŘƻΣ ŀƴŘ ǎƘŜ ŀǎƪŜŘ ƳŜ ǘƻ set up some 

ŎƻƭƻǳǊƛƴƎ ƛƴ {ǘŀǊ Ŏƭŀǎǎ ŀǎ ŀ ŦǊŜŜ ŀŎǘƛǾƛǘȅ ŦƻǊ ǘƘŜ ƪƛŘǎΧ 

On the hunt for colouring sheets in Moon class, I met Val [village resident and grandmother of 

Amanda, Year 5] setting up a bric-a-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 

ǳǇ ǘƘŜƛǊ ǎǘŀƭƭ όǿƘƛŎƘ ǘƘŜȅ ŀǊŜ ƎƛǾŜƴ ŦǊŜŜ ƻŦ ŎƘŀǊƎŜ ƛƴ ŜȄŎƘŀƴƎŜ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭΩǎ ŦǊee use of the 

ǾƛƭƭŀƎŜ Ƙŀƭƭ ŦƻǊ ŜǾŜƴǘǎύΧ 

After setting up the colouring I went to Sun class to help Steph and Laura [both TAs] wrap and 

tie tombola prizes. Steph seemed very flustered. I asked whether all the prizes had been 

donated, ŀƴŘ {ǘŜǇƘ ǎŀƛŘ ǘƘŜȅ ƘŀŘ ǿƘƛŎƘ ǿŀǎ ǾŜǊȅ ƎƻƻŘΣ ōǳǘ ǎƘŜ ƭŀƳŜƴǘŜŘ ǘƘŀǘ ǘƘŜȅ ŘƛŘƴΩǘ ƘŀǾŜ 

ŀƴȅƻƴŜ ǘƻ ƘŜƭǇ ǿƛǘƘ ΨǘƘƛǎ ōƛǘΩ όǘƘŜ Ŏƻ-ordination of donations, wrapping of prizes and setting 

up of stalls). She said that her and Laura had been in town by 8:15 this morning buying extra 

stuff for the fair and getting the sports shieƭŘǎ ŜƴƎǊŀǾŜŘ ŀƴŘ ǘƘŀǘ ǘƘŜȅ ƘŀŘƴΩǘ ŜǾŜƴ ƘŀŘ ǘƛƳŜ 

to eat yet. Natasha [parent] 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 

ǎŀȅƛƴƎΣ άȅƻǳΩǊŜ ƻǾŜǊ ǘƘŜǊŜΣ /ŀƴŘyέΦ /ŀƴŘƛŎŜ ǎŜƭƭǎ ƘŜǊ ƻǿƴ ƘŀƴŘƳŀŘŜ ƧŜǿŜƭƭŜǊȅ ŀƴŘ Ƙŀǎ ŀ ǎǘŀƭƭ 

ŀǘ ǘƘŜ ǎǳƳƳŜǊ ŦŀƛǊΧΦ 
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On my way back to the playground I saw Joy [parent] 

with her daughters setting up a stall in Star class. They 

ƘŀŘ ōǊƻǳƎƘǘ ŀ ƎŀƳŜ ǘƘŀǘ ǘƘŜƛǊ ƻǿƴ ŦŀƳƛƭȅ ƘŀŘ ƳŀŘŜΧ 

.ŀŎƪ ƻƴ ǘƘŜ ǇƭŀȅƎǊƻǳƴŘΣ {ƻǇƘƛŜ ǎŀƛŘ ά¢ŀȅƭŀƘΗ ¸ƻǳΩǊŜ ƻƴ 

ǘƘŜ ōŜŀƴōŀƎ ǘƻǎǎέ ŀƴŘ ŜȄǇƭŀƛƴŜŘ ǘƘŜ ǊǳƭŜǎΦ L ƘŀŘƴΩǘ ōŜŜƴ 

expecting to run a stall, but I put my bag down and took 

up position. It was very hot, and I was relieved they had 

tarpaulin and gazebos set up for those of us running 

stalls. Natasha was there, Claire [TA] and her daughters, 

Luke [trainee teacher], George and his friend and Steve. 

Sophie, her mother-in-law, and Lucy [parent and PTA 

treasurer] ǿŜǊŜ ǊǳƴƴƛƴƎ ǘƘŜ ǘƻƳōƻƭŀΣ ǊŀŦŦƭŜΣ ŀƴŘ ΨōŀǊǊŜƭ 

of drinkΩ ǎǘŀƭƭ ǘƻƎŜǘƘŜǊΧ  

Danny [Crystelle, head of ǎŎƘƻƻƭǎΩ ǎƻƴ] and Charlie spent 

ƳƻǊŜ ƳƻƴŜȅ ǘƘŀƴ ŀƴȅƻƴŜ ŜƭǎŜ ƻƴ ǘƘŜ ōŜŀƴōŀƎ ǘƻǎǎΧ 

Violet came to my stall and asked άŀƳ L ŀƭƭƻǿŜŘ ǘƻ ƘǳƎ ȅƻǳ ǘƻŘŀȅ ōŜŎŀǳǎŜ ƛǘΩǎ ƴƻǘ ǎŎƘƻƻƭΚέ 

ŀƴŘ L ǎƳƛƭŜŘ ŀƴŘ ƎŀǾŜ ƘŜǊ ŀ ƘǳƎΧ YŀǊŜƴ [ex-parent and ex-PTA member] turned up and hugged 

Sophie before coming to chat with me (her children had gone to Applegood at the same time 

ŀǎ Ƴȅ ǎƛǎǘŜǊ ŀƴŘ LύΧ 

²ƘŜƴ ǘƘŜ ǊŀŦŦƭŜ ǿŀǎ ŘǊŀǿƴΣ /ǊȅǎǘŜƭƭŜΩǎ ƘǳǎōŀƴŘ [ŀƴŘ {ƻǇƘƛŜΩǎ ōƻǎǎ], Rob, was drawn out 

ƳǳƭǘƛǇƭŜ ǘƛƳŜǎ ŀƴŘ Ƙƛǎ ǘƛŎƪŜǘǎ ǿŜǊŜ Ǉǳǘ ōŀŎƪ ƛƴ ǎƻ ǘƘŀǘ ǎƻƳŜƻƴŜ ŜƭǎŜ ƳƛƎƘǘ ōŜ ŎƘƻǎŜƴΧ 

At the end of the fair Candice, her daughter and I 

helped Nancy, Sophie, and her family pack up. I heard 

Nancy tell Sophie there had been comments that the 

ǘƻƳōƻƭŀ ǇǊƛȊŜǎ ƭƻƻƪŜŘ ΨǊǳǎƘŜŘΩΦ {ƻǇƘƛŜ ǎŜŜƳŜŘ ǊŜŀƭƭȅ 

annoyed and huffed άwell no one came to help did 

they!?έ Nancy said to me that her and Sophie had 

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 that 

morning and that her kids and Steve had been there 

ƘŜƭǇƛƴƎ ǎƛƴŎŜ уŀƳΦ {ƘŜ ǎŀƛŘ ƛǘ ǿŀǎ ΨǘǊŀŘƛǘƛƻƴΩ ōǳǘ ǿŀǎ 

ǎǘƛƭƭ ŀƴƎǊȅ ŀǘ ŎƻƳƳŜƴǘǎ bŀƴŎȅ ƘŀŘ ƻǾŜǊƘŜŀǊŘΧ 

In the kitchen, I 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. 

{ƘŜ ǎŀƛŘ {ƻǇƘƛŜΩǎ ŦŀƳƛƭȅ ƪŜǇǘ ŀƭƭ ǘƘƛǎ ǎǘǳŦŦ ǳƴŘŜǊ ǘƘŜƛǊ ǎǘŀƛrs as Steve had made a special 

cupboard for PTA stuff. 

ώ9ȄǘǊŀŎǘǎ ŦǊƻƳ CƛŜƭŘƴƻǘŜǎ ŀǘ !ǇǇƭŜƎƻƻŘ {ŎƘƻƻƭΩǎ {ǳƳƳŜǊ CŀƛǊ нлннΣ мсth July 2022] 

Figure 11 - Outside area of Applegood 
Summer Fair 2022 

Figure 12 - Clearing up after the fair with 
Sophie's family 
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In the next extract 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 ς maintaining the staff toilet: 

So, like, you know, the toilet was just gross. Like the, you know, it was just like, gross in there. 

IŀŘƴΩǘ ōŜŜƴ ǇŀƛƴǘŜŘ ƛƴ ŀƎŜǎΦ ¢ƘŜ ǎŜŀǘ ōǊƻƪŜΦ {ƻΣ ƛǘ ŜƴŘŜŘ ǳǇΦ L ǇŀƛƴǘŜŘ ǘƘŜ ǘƻƛƭŜǘ ƻƴ ŀ {ŀǘǳǊŘŀȅΦ 

Katherine bought the toilet seat. Um, I went to fix the toilet to, to fix the toilet seat on and 

went άOh, hang on. This is a bit more complicateέ, because I 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 into it. Yoǳ ƘŀŘ ǘƻ ƳŜŀǎǳǊŜ ƛǘΦ !ƴŘ ȅƻǳ ƘŀŘ ǘƻΣ L ǿŀǎ ƭƛƪŜ ƻƘ ƎƻǎƘΣ ƛǘΩǎ ŀ ōƛǘ 

complicated, I'm gonna mess this up. And so, I said to Liv άhƘΣ LϥƳ ǊŜŀƭƭȅ ǎƻǊǊȅΣ L ƘŀǾŜƴΩǘ Ǉǳǘ 

that on yet, it looks a bit fiddly. I might get [caretaker] to do itέ. She was like άOh, no, don't 

worryέ. So, she just rang one of her lads. And the next thing I 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, you know, nƻǿ ǘƻƛƭŜǘǎ ǊŜŀƭƭȅ ƭƻǾŜƭȅΦ ²ŜΩǾŜ Ǝƻǘ ŀ ƴŜǿ 

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 school. 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 boundary-ŎǊƻǎǎƛƴƎ ƴŀǘǳǊŜΣ ƳǳŎƘ ƻŦ ǘƘƛǎ ǿƻǊƪ Ŏŀƴ ŀƭǎƻ ōŜ ŎŀƭƭŜŘ ΨƛƴǾƛǎƛōƭŜΩ ŀǎ ƛǘ ƛǎ 

rarely recognised (or appreciated) as work by both those who are doing it, or those who are benefitting 

from it (Daniels, 1987). At its simplest, these instances highlight simultaneously that not all the work 

ƻŦ ŜŘǳŎŀǘƛƻƴ ƛǎ ΨŀŎŀŘŜƳƛŎΩ ŀƴŘ ǘƘŀǘ Ƴŀƴȅ ƳŜƳōŜǊǎ ƻŦ ŀ ǎŎƘƻƻƭ όŀƴŘ ƻŦǘŜƴ ǿƛŘŜǊύ ŎƻƳƳǳƴƛǘȅ ŀǊŜ ŘǊŀǿn 

ƛƴǘƻ ǿƻǊƪ ŦƻǊ ŀ ǎŎƘƻƻƭΩǎ ōŜƴŜŦƛǘΦ {ƻΣ Ƙƻǿ ƳƛƎƘǘ ǘƘƛǎ ǿƻǊƪ ōŜ ǳƴŘŜǊǎǘƻƻŘΚ  

 

Crossing Boundaries 

DƭǳŎƪǎƳŀƴƴΩǎ ¢{h[ ŦǊŀƳŜǿƻǊƪΣ ŜȄǘŜƴŘŜŘ ōȅ ōƻǘƘ ¢ŀȅƭƻǊ όнллпΤ нлмсύ ǘƻ ƛƴŎƭǳŘŜ ǾƻƭǳƴǘŀǊȅ ǿƻǊƪ ŀƴŘ 

Williams (2002a; 2002b; 2011a; 2011b) to include informal work (or the fourth sector) and different 

forms of community self-help, conceptualises work as existing on a continuum from formal to informal 

and as paid or unpaid (including gift exchange and in-kind labour). Although work can be fitted into 

ƻƴŜ ƻŦ ǘƘŜǎŜ ΨȊƻƴŜǎΩΣ ǘƘŜ ōƻǳƴŘŀǊƛŜǎ ōŜǘǿŜŜƴ ǘƘŜƳ ŀǊŜ ōƭǳǊǊŜŘ ŀƴŘ ŦǳȊȊȅ ŀnd the interconnections 

and interdependencies of different forms of work are of vital importance to understanding the 

implications of different TSOL configurations. I have adapted this framework to illustrate how the work 

of education is organised at Applegood 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 of Figure 3) 

including the giving of time, talent, money and resources. However, whilst the work undertaken in 

ǘƘŜǎŜ ǎƳŀƭƭ ǊǳǊŀƭ ǇǊƛƳŀǊƛŜǎ Ƴŀȅ ōŜ ŦƛǘǘŜŘ ƛƴǘƻ ƻƴŜ ƻŦ ǘƘŜǎŜ ƴƛƴŜ ΨȊƻƴŜǎΩΣ ǘƘŜ ƛƴǘŜǊŎƻƴƴŜŎǘƛƻƴǎΣ ŀƴŘ 

interdependencies between them are of vital importance to understanding the implications of this 

TSOL configuration for the school, and for the members of its community. 
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Figure 13 - TSOL typology adapted for Applegood and Oakington 



 

ΝΜΞ 
 

I have placed the organisation and delivery of fundraising/community 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 Nancy (school 

business manager, PTA secretary and village resident), Sophie (former TA, current parent, PTA chair 

and village resident), and Crystelle (current parent, teacher and head of school) (all of whom have 

positions which cross boundaries) to organise the event, which takes place both in and outside (but 

for) the school (sections 4 and 5). Staff (predominantly TAs and other support staff) and 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 categorised as section 3, this is ultimately at a lower value to 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 and raffle prizes are donated by parents, staff (at all levels) and 

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 spend their own time setting 

up the fair and clearing it away (section 8). Both Steph and Sophie lamented to me that whilst the 

parent community were very generous in their donations of money and goods at fundraisers, there is 

ŀƭǿŀȅǎ ŀ ƭŀŎƪ ƻŦ ōƻŘƛŜǎ όǘƛƳŜύ ŦƻǊ ǘƘŜ ƳƻǊŜ ΨƛƴŦƻǊƳŀƭΩ ǿƻǊƪ όǎŜŜ ΨLƴǾƛǎƛōƭŜ .ƻǳƴŘŀǊƛŜǎΩ ǎŜŎǘƛƻƴ ōŜƭƻǿ 

and Chapter 6ύΦ ±ŀƭ ŦǊƻƳ ǘƘŜ ǾƛƭƭŀƎŜ Ƙŀƭƭ ŎƻƳƳƛǘǘŜŜ ƛǎ ŀƭƭƻǿŜŘ ŀ ǘŀōƭŜ ŀǘ !ǇǇƭŜƎƻƻŘΩǎ ŦŀƛǊǎ ŦƻǊ ŦǊŜŜ ƛƴ 

ŜȄŎƘŀƴƎŜ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭΩǎ ŦǊŜŜ ǳǎŜ ƻŦ ǘƘŜ ǾƛƭƭŀƎŜ Ƙŀƭƭ ŦƻǊ ŜǾŜƴǘǎ όǎŜŎǘƛƻƴ фύΦ LƴŘŜŜŘΣ ǿƘƛlst the summer 

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 discussed further below. 

 

Lǘ ƛǎ ǿƻǊǘƘ ƴƻǘƛƴƎ ƘŜǊŜ ǘƘŀǘ hŀƪƛƴƎǘƻƴΩǎ ŦǳƴŘǊŀƛǎƛƴƎ/community events are organised and delivered 

ǎƭƛƎƘǘƭȅ ŘƛŦŦŜǊŜƴǘƭȅ ŘǳŜ ǘƻ ōŜƛƴƎ ƭŜŘ ōȅ ǎǘŀŦŦ ŀƴŘ ǘŀƪƛƴƎ ǇƭŀŎŜ ŘǳǊƛƴƎ ǎŎƘƻƻƭǎ ƘƻǳǊǎΦ hŀƪƛƴƎǘƻƴΩǎ ǎǇƻǊǘǎ 

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: 

ƛǘ ǿƻǊƪǎ ǊŜŀƭƭȅ ǿŜƭƭ ƻƴ ǎǇƻǊǘǎ Řŀȅ ōŜŎŀǳǎŜ ȅƻǳϥǾŜ Ǝƻǘ ŎŀǇǘƛǾŜ ŀǳŘƛŜƴŎŜΧ ŀƴŘ ŀŎǘǳŀƭƭȅΣ ƛŦ ȅƻǳ 

want, if you want to get to as many people as possible, there's an ideal opportunity. Hopefully, 

you know, if the weather's good. It's, it all works out. 

Events such as sports day and summer fair, often have many 

purposes, including fundraising, enrichment, parental 

involvement/community development, and marketing. 

Indeed, many activities within the TSOL cross boundaries in 

terms of having overlapping purposes. In particular, events 

which are run for the enrichment (and enjoyment) of the 

children at Applegood, usually have some sort of fundraising 

element. For example, tickets are sold for school discos and 

film evenings at Applegood to raise funds for the school. In 

contrast, Oakington put these events on for free (paid for 

through previous fundraised income), knowing many of 

their families could not afford a ticketed event. At 

Figure 14 - Models by Dan (Year 4, Oakington) 
showing the ice lollies a parent brings for the 
children at Sports Day, and the Coors Beer 

his family donated as a prize for Summer Fair 
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Oakington, events involving external people often always have a marketing (reputation-building) 

element, whereas Applegood focus more on community interaction. The combination of purposes 

ǿŀǎ ŜǾŜƴ ǊŜŦƭŜŎǘŜŘ ƛƴ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŀǊǘǿƻǊƪΦ CƛƎǳǊŜ мп ǎƘƻǿǎ ƘƻǿΣ ŦƻǊ 5ŀƴ ό¸ŜŀǊ пΣ hŀƪƛƴƎǘƻƴύΣ 

ǎǳƳƳŜǊ ŦŀƛǊ ŀƴŘ ǎǇƻǊǘǎ Řŀȅ ǊŜǇǊŜǎŜƴǘ ǘƘŜ ΨǎŀƳŜ ǘƘƛƴƎΩ ŀǎ ǘƘŜȅ ƘŀǇǇŜƴ ƻƴ ǘƘŜ ǎŀƳŜ ŘŀȅΦ Iƛǎ ƳƻŘŜƭΣ 

made in response to discussions about what fundraising for school and donations to school were, 

shows his families donation of (specifically Coors) beer, and the ice-ƭƻƭƭƛŜǎ ŀƴƻǘƘŜǊ ŎƘƛƭŘ ƛƴ Ƙƛǎ ŎƭŀǎǎΩǎ 

mum usually brought for all the children to enjoy on what was (hopefully) a hot sunny day. Thus, for 

Dan, the same event was both fun for him and his friends, whilst also involving resource donation for 

his school. 

Other boundary-crossing activities in both 

schools are Farm School (Saunders et al, 2011) 

and Woodlands (Forest School) (Pimlott-Wilson 

and Coates, 2019). Being in rural areas enables 

students to gain first-hand experience of caring 

for plants, animals, and the environment 

(Noddings, 2005) through these initiatives and 

they are a fundamental part of the curriculum 

at both Applegood and Oakington. Farm School 

is run by Kate (a farmer and Applegood village 

resident) who is funded through government to 

provide farming experiences for local schools. 

For the schools, Farm School is a free 

educational activity. Kate herself offers it to 

many schools and other educational groups ς 

more than she is funded to provide ς 

volunteering for many hours to do so. Thus, some of her work can be considered unpaid and voluntary. 

Kate also happens to be a governor, thus is a formal unpaid volunteer for the federation in this capacity 

too. Indeed, many individuals could be placed in multiple categories at once, for different activities 

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 outsiŘŜ ŀƴŘ ǘƘŜ ƛƴŎƭǳǎƛƻƴ ƻŦ YŀǘŜΩǎ ǘǿƻ ŎƘƛƭŘǊŜƴ ƛƴ ǘƘŜ 

activities who are home-schooled by their mum and support her by further explaining and 

demonstrating their practical knowledge and skills to their school-educated peers. Their education 

represents a stark ŎƻƴǘǊŀǎǘ ǘƻ ǘƘŀǘ ƻŦ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΩǎ ǇǳǇƛƭǎ ŀƴŘ ƛǎ ƘƛƎƘƭƛƎƘǘŜŘ ōȅ ǘƘŜƛǊ 

involvement in the same activity but in very different capacities. 

The woodland area at Applegood is a good example of the importance of (the use of) space and 

temporality (when space is used) when exploring the place of voluntary activity in changing TSOL 

ŎƻƴŦƛƎǳǊŀǘƛƻƴǎΦ ¢ƘŜ ǿƻƻŘƭŀƴŘ ŀǊŜŀ ǿŀǎ ŘƻƴŀǘŜŘ ōȅ ǘƘŜ ƭƻŎŀƭ ƭŀƴŘƻǿƴŜǊΣ [ƻǊŘ {ǇŜƴŎŜǊΣ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭΩǎ 

ǳǎŜ ŀƴŘ ŀ ΨǿƻǊƪƛƴƎ ƎǊƻǳǇΩ ƻŦ ǾƻƭǳƴǘŜŜǊǎ όmostly male relatives of school staff and pupils) came to clear 

the area and build the mud kitchen and treehouse. It is used both by Applegood pupils and the 

Seedlings woodland nursery 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 crosses boundaries. It is staffed 

Figure 15 ш Me (left) on a farm trip with Year R and 1 at 
Oakington (counted as ѡstaffѢ on this visit). Kate, a governor 

and local farmer and her daughter (right) lead the visit 
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by Steph, a paid HLTA who is given time out of the 

classroom to lead it, and Kim, a parent volunteer, who 

helps come up with ideas for activities, sources materials 

ŀƴŘ ǘŀƪŜǎ ǇƘƻǘƻǎ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭΩǎ ǎƻŎƛŀƭ ƳŜŘƛŀ 

(promotion). Thus, over its history, Seedlings has been a 

free activity staffed and resourced solely by voluntary 

labour, to a paid-for activity, staffed by a combination of 

paid and unpaid labour and resourced through donation 

(of land), the school and reimbursed provisioning. 

Changes in the organisation of work activities across 

boundaries and the processes of provision and 

consumption over time (Glucksmann, 2005) with 

Seedlings effect the interdependencies and 

interconnections and thus, the TSOL itself.  Farm School 

and Seedlings are thus provided through a combination of 

both paid and unpaid labour, with formal and informal 

elements. This is important because it is the crossing of 

these boundaries, that enables these activities to take 

place but also take on their unique characteristics. 

Whilst the interconnections and interdependencies between the different zones of labour are what 

ŜƴŀōƭŜ ǘƘŜ ǿƻǊƪ ƻŦ ŜŘǳŎŀǘƛƻƴ ǘƻ ΨƎŜǘ ŘƻƴŜΩΣ ǿƛǘƘƛƴ ǘƘŜǎŜ ȊƻƴŜǎΣ ǘƘŜǊŜ ŜȄƛǎǘ ŘƛŦŦŜǊŜƴǘ ƻǊƛŜƴǘŀǘƛƻƴǎΣ 

resources, priorities, and understandings of the activities being undertaken (Taylor, 2004, pg.39). For 

staff, Seedlings and Hatchlings are vital feeders and promotion spaces for their respective schools. 

Indeed, many reception starters each year have come through the woodland nurseries, confirming 

the importance of this marketing which makes use of rural ΨǇŜǊŦƻǊƳŀƴŎŜΩ spaces to represent the kind 

of idyllic, natural childhood experiences these schools can claim to provide (Halfacree, 2009b;Ш
Hemming and Roberts, 2018; Pimlott-Wilson and Coates, 2019). Kate 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 own daughter to Seedlings 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 

ǿƻƻŘƭŀƴŘǎ ŀǎ ŀ ǿŀȅ ƻŦ ΨƎƛǾƛƴƎ ōŀŎƪΩ ǘƻ ǘƘŜ ǎŎƘƻƻƭ ǿƘƻ ƘŀŘ ǎǳǇǇƻǊǘŜŘ ƘŜǊ ǎƻƴ όǿƛǘƘ {9bύ ŀŦǘŜǊ ŀ ŘƛŦficult 

start to his educationШыtǊŜŜŎŜ ŀƴŘ [ŜǎǎƴŜǊ [ƛǑǘƛŀƪƻǾłΣ нлнмύ. But she also admitted that being involved 

ƛƴ ǎŎƘƻƻƭ ŜƴŀōƭŜŘ ƘŜǊ ǘƻ ƪƴƻǿ Ƙƻǿ ǘƘƛƴƎǎ ǿƻǊƪŜŘ Ψƻƴ ǘƘŜ ƛƴǎƛŘŜΩΣ ǘƻ ƪŜŜǇ ŀƴ ŜȅŜ ƻƴ ƘŜǊ ǎƻƴΣ ŀƴŘ ǘƻ 

allay her own concerns (Hays, 1996; Gillies, 2006). Indeed, beyond the promotional work of Seedlings, 

Steph reflected that the mums who come are often seeking reassurance, support and άsomeone to 

talk toέ. 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 for the mums who 

turn up (Holloway and Pimlott-Wilson, 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) primary school. Emotional labour is discussed further below. 

In both schools, voluntary activity is moving towards a more donation-centric model of giving, where 

goods and resources are requested, rather than monetary donations. Goods donation is a way of 

Figure 16 - Applegood woodland area mud 
kitchen, built by a predominantly male 

volunteer workforce of dads and husbands 
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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:  

I think it's easier ŦƻǊ ǇŜƻǇƭŜ ŘƻƛƴƎ Řƻƴŀǘƛƻƴǎ ƻŦ ƛǘŜƳǎΦ .ŜŎŀǳǎŜ ŀ ƭƻǘ ƻŦ ǘƘŜ ǘƛƳŜ ƛǘϥǎΧ ŦƻǊ 

ǘƻƳōƻƭŀΩǎΣ ƻǊ ǊŀŦŦƭŜ ǇǊƛȊŜǎΦ Lǘϥǎ ǘƘƛƴƎǎ ȅƻǳϥǾŜ Ǝƻǘ ƛƴ ȅƻǳǊ ŎǳǇōƻŀǊŘΦ hǊΧ you donate things and 

ǘƘŜƴ ȅƻǳ Ŏŀƴ ƳŀƪŜ ǳǇ ŀ ƘŀƳǇŜǊ ƻǳǘ ƻŦ ƛǘ ƻǊΣ ǎƻΣ ƛǘϥǎΣ ƛǘΩǎ ŀƴȅǘƘƛƴƎ ƛǎƴΩǘ ƛǘ ȅƻǳϥǾŜ Ǝƻǘ ΩŜƳ ƛƴ ȅƻǳǊ 

cupboard. So, people, then parents aren't pressured. Because of like the cost-of-living. And 

when you've got a few children, it works out a lotΦ ώΧϐ ¸ŜŀƘΣ ǎƻ L ŘƻΣ L do think people would 

prefer items. I find it easier. Cos it, you know, peopƭŜ ŘƻƴΩǘ ǊŜŀƭƭȅ ƘŀǾŜ ŎƘŀƴƎŜ ƭŀȅƛƴƎ ŀōƻǳǘ 

and that anymore its, so and then you get presents that you don't want. And you can, you 

know, gift sets and things, ǇŜƻǇƭŜ ŘƻƴΩǘ ǳǎŜ ΩŜƳΣ ǎƻ ƛǘΩǎ ƭƛƪŜ ΨȅŜǇΗΩ ŀƴŘ ǎƻƳŜƻƴŜ ŜƭǎŜ Ŏŀƴ ƳŀƪŜ 

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 education is not 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 some of the consequences of this invisibility.  

 

Invisible Labour 

Much of the unpaid work undertaken voluntarily at Applegood and Oakington is often invisible 

ό5ŀƴƛŜƭǎΣ мфутύΦ Lǘ ƛǎ ƛƴǾƛǎƛōƭŜ ƛƴ ǘƘŜ ǎŜƴǎŜ ǘƘŀǘ ƛǘ Ŏŀƴƴƻǘ ƴŜŎŜǎǎŀǊƛƭȅ ōŜ ΨǎŜŜƴΩ ŀǎ ƛǘǎ ƘŀǇǇŜƴƛƴƎΣ ōǳǘ ŀƭǎƻ 

ōŜŎŀǳǎŜ ǘƘŜ ǾƻƭǳƴǘŜŜǊǎ ǘƘŜƳǎŜƭǾŜǎ ŘƻƴΩǘ ǊŜŎƻƎƴƛǎŜ ǘƘŜƛǊ ŀŎǘƛǾƛǘȅ ŀǎ ǾƻƭǳƴǘŜŜǊƛƴƎΦ IŀǘǘƻƴΩǎ όнлмтύ 

three-fold conceptualisation of the cultural, legal, and spatial mechanisms through which work is 

ƳŀŘŜ ΨƛƴǾƛǎƛōƭŜΩ Ŏŀƴ ōŜ ǳǎŜŘ ǘƻ ŜȄǇƭŀƛƴ ǘƘƛǎ ŦǳǊǘƘŜǊ όǎŜŜ CƛƎǳǊŜ мтύΦ LƴǘŜǊŜǎǘƛƴƎƭȅΣ ǾƻƭǳƴǘŜŜǊ ǿƻǊƪ ƛƴ ǘƘƛǎ 

model ƛǎ ŎƻƴŦƛƴŜŘ ǘƻ ǘƘŜ ǎǳōŎŀǘŜƎƻǊȅ ƻŦ ΨƭƻǾŜ ϧ ǎŜǊǾƛŎŜΩ ǿƛǘƘƛƴ ΨƴƻƴŜŎƻƴƻƳƛŎ ǿƻǊƪΩ ǿƘƛŎƘ ƛǎ ƳŀŘŜ 

ΨǎƻŎƛƻ-ƭŜƎŀƭƭȅΩ ƛƴǾƛǎƛōƭŜΦ LƴŘŜŜŘΣ ƻǳǘǎƛŘŜ ŀŎŀŘŜƳƛŀΣ ǾƻƭǳƴǘŜŜǊƛƴƎ ƛǎ ǊŀǊŜƭȅ ŎƻƴǎƛŘŜǊŜŘ ΨǿƻǊƪΩ ŀƴŘ ǎƻ ŜǾŜƴ 

ǿƘŜƴ ǾƻƭǳƴǘŜŜǊ ǿƻǊƪ ƛǎ ΨǾƛǎƛōƭŜΩ ƛǘ ƛǎ ƻŦǘŜƴ ƴƻǘ ǊŜŎƻƎƴƛǎŜŘ ŀǎ ΨǿƻǊƪΩ ŘǳŜ ǘƻ ƛǘǎ ƴƻƴŜŎƻƴƻƳƛŎ ƴŀǘǳǊŜΦ 

This is also the case for the voluntary activity at Applegood and Oakington. In addition, much of the 

voluntary activity undertaken is also made Ψsocio-culturallyΩ and Ψsocio-spatiallyΩ invisible. The 

remainder of this section will examine how this happens. 
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Whilst statistical data suggest that teachers are the least likely group in society to volunteer, this fails 

to appreciate the 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 the schools in this research, it is not just the teachers, but (current and former) 

staff at all levels, who undertake the most voluntary activity for their schools, giving time, talent, 

money and resources, above and beyond their job descriptions and paid hours every day. Nancy, 

!ǇǇƭŜƎƻƻŘΩǎ business manager, is a very active and integral member of the PTA and regularly steps in 

to run after school club when staff are absent. DŜƳƳŀΣ hŀƪƛƴƎǘƻƴΩǎ ōǳǎƛƴŜǎǎ ƳŀƴŀƎŜǊΣ often steps in 

as a one-to-one TA when needed, even though this is not her job. In response to requests from 

Applegood pupils Candice supported in nurture group, she set up a jewellery club after school, sharing 

her skills, knowledge, and passion in her own time with her pupils and 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 TAs and other support staffύ ŀǊŜ ŀƭǎƻ Ǿƛǘŀƭ ΨōƻŘƛŜǎΩ ŀǘ ŦǳƴŘǊŀƛǎƛƴƎ 

events where parents cannot necessarily be relied upon to turn up and help. Almost all staff in both 

schools have provided and prepared food for their pupils, and often top-up the resources in their 

classrooms and buy or make pupils gifts with their own money and in their own time: 

Angela had crocheted all the children in her class a little character each to give them tomorrow 

as an end of term gift ς ǎƘŜ Ƙŀǎ ŎŀǊŜŦǳƭƭȅ ŎƻƴǎƛŘŜǊŜŘ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ƛƴǘŜǊŜǎǘǎ ŀƴŘ ǇŜǊǎƻƴŀƭƛǘƛŜǎ 

when deciding which character she would make. 

[Oakington Daily Fieldnotes, 20th July 2023] 

These examples show not only the vast amount of time, expense, and skill which underpin school 

ǎǘŀŦŦΩǎ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅΣ ōǳǘ ŀƭǎƻ ǘƘŀǘ ƛǘ ƛǎ ƛƳōǳŜŘ ǿƛǘƘ ŀƴ ŜǘƘƛŎǎ ƻŦ ŎŀǊŜΣ ŦƛǘǘƛƴƎ ǿŜƭƭ ƛƴǘƻ IŀǘǘƻƴΩǎ 

Figure 17 - Mechanisms of Invisibility (Hatton, 2017, pg.339) 
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όнлмтύ ŎŀǘŜƎƻǊƛǎŀǘƛƻƴ ƻŦ ǾƻƭǳƴǘŜŜǊ ǿƻǊƪ ŀǎ ΨƭƻǾŜ ϧ ǎŜǊǾƛŎŜΩΦ The importance of emotional labour 

(Hochschild, 1983) therefore deserves further attention here. {ŎƘƻƻƭ ǎǘŀŦŦΩǎ ǿƻǊƪ ƛǎ ƴŜǾŜǊ ŀƭǿŀȅǎ 

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 post-pandemic and during the cost-of-living crisis when children and families have 

additional pressures and worries as a result όwƛƻ tƻƴŎŜƭŀ Ŝǘ ŀƭΣ нлнмΤ Lucas et al, 2023). As well as 

ŎŀǊƛƴƎΣ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭ ǎǘŀŦŦ ŀƭǎƻ ŦŜŜƭ ǘƘŜ ƴŜŜŘ ǘƻ ΨōŜ Ŧǳƴ ŀǘ ǿƻǊƪΩ ό±ƛƴŎŜƴǘ ŀƴŘ .ǊŀǳƴΣ нлмоύ ǘƻ ŎǊŜŀǘŜ 

ǘƘŜ ΨŀǘƳƻǎǇƘŜǊŜΩ ƻǊ ΨƳƻƻŘΩ (Taylor and Highmore, 2014) expected in a primary school classroom. 

However, in this feminised environment (Skelton, 2012), this work is made socio-culturally invisible 

through its naturalisation. Interestingly, staff motivations for undertaking unpaid, voluntary work in 

and for the school and their pupils, are similar if not the same as those given for entering the education 

ǇǊƻŦŜǎǎƛƻƴ ƛƴ ǘƘŜ ŦƛǊǎǘ ǇƭŀŎŜΤ ǘƻ ƳŀƪŜ ŀ ŘƛŦŦŜǊŜƴŎŜ ŀƴŘ ǘƻ ƛƳǇǊƻǾŜ ŎƘƛƭŘǊŜƴΩǎ ƭƛŦŜ ŎƘŀƴŎŜǎΦ ¦ƭǘƛƳŀǘŜƭȅΣ 

ǎǘŀŦŦ ŦŜŜƭ ǘƘŀǘ ƛŦ ǘƘŜȅ ŘƛŘƴΩǘ ǳƴŘŜǊǘŀƪŜ ǘƘƛǎ ŜȄǘǊŀ ǿƻǊƪ ǾƻƭǳƴǘŀǊƛƭȅ ŀƴŘ ǳƴǇŀƛŘΣ ƛǘ Ƨǳǎǘ ǿƻǳƭŘƴΩǘ ƎŜǘ ŘƻƴŜ 

ŀƴŘ ǘƘŜ ŎƘƛƭŘǊŜƴ ǿƻǳƭŘ Ƴƛǎǎ ƻǳǘ ƻǊ ΨǎǳŦŦŜǊΩ ŀǎ ŀ ǊŜǎǳƭǘΦ Lǘ ƛǎ ǘƘŜǊŜŦƻǊŜ ǳƴǎǳǊǇǊƛǎƛƴƎ ǘƘŀǘ ǘƘŜ ƳƻǘƛǾŀǘƛƻƴǎ 

for teaching, which is considered a vocation, closely align with the altruistic motivations prevalent in 

the literature on voluntary work (Hustinx et al, 2010; Clary et al, 1996). Thus, 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 and care, 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 attention it deserves.  

Not only do school staff themselves fail to recognise their own voluntary activity, but so too is the 

ŜǾŜǊȅŘŀȅ ΨworkΩ of school staff devalued by a socio-cultural rhetoric that suggests they only work 

ōŜǘǿŜŜƴ ǘƘŜ ƘƻǳǊǎ ƻŦ фŀƳ ŀƴŘ оǇƳ ŀƴŘ ƎŜǘ ǎŎƘƻƻƭ ƘƻƭƛŘŀȅǎ ΨƻŦŦΩΦ ¢Ƙƛǎ Ƙŀǎ ƴŜǾŜǊ ōŜŜƴ ǘƘŜ ŎŀǎŜΦ 

Teachers and senior leaders always start work before 9am, remain 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 care and support for the families they serve (Barnes and Nolan, 2019). Whilst this 

work is often (socio-culturally) invisible, it is also expected for staff (at all levels) to 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 and outside school normalises this labour and makes it an invisible extension 

of educators paid 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 education. And yet, the implications of the socio-cultural rhetorics which require 

increased staff workload (poor recruitment and retention, burnout and high turnover) damages 

ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴ ŀƴŘ ǘƘŜ ƳŜƴǘŀƭ ƘŜŀƭǘƘ ƻŦ ǎǘŀŦŦ (Ovenden-Hope and Passy, 2019; Walker, 2023). 

The more it is normalised, the 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 discussed in the literature and 

policy debates), to the work of teaching assistants too (Weale, 2024): 

But again, when I was in the classroom last ȅŜŀǊΦ ¦ƳΣ ŀƴŘ ƻōǾƛƻǳǎƭȅ ώDǊŜƎΩǎϐ ǘŜŀŎƘŜǊ ŦƻǊ о 

days out of the week. You know, he used to come out of the classroom 3,4,5,6 times a day. 

So, then I used to, well one of us, or whatever TA was in there at the time would pick up from 
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ǿƘŜǊŜ ƘŜ ǿŀǎ ƭŜŦǘ ƻŦŦ ƻǊΧ ȅƻǳ ƪƴƻǿ ǎƻ ƛŦ [ƛǾ ŎƻƳŜ ŀƴŘ ǎŀȅ ǘƻ ƘƛƳ άlook I need you for such 

and suchέΦ ¸ƻǳ ƪƴƻǿ ƘŜΩŘ ƎƻΣ άCan you takeΚέΣ άYeah, not a problemέ. You know, we took 

over. But that could happen. Not at all. Or up to 6-7 times a day, you know? So, it does have 

an impact on the class. (Nat) 

bŀǘΩǎ ŘƛǎŎǳǎǎƛƻƴ ƻŦ ǘƘŜ ǘŜŀŎƘƛƴƎ ǿƻǊƪ ǎƘŜ ƘŀŘ ǘƻ ǘŀƪŜ ƻƴΣ ƻǳǘǎƛŘŜ ƻŦ ƘŜǊ Ƨƻō ŘŜǎŎǊƛǇǘƛƻƴΣ ŘǳŜ ǘƻ ƭƛƳƛǘŜŘ 

staff capacity (a senior teacher who is also SENCo) reflects how, especially in the small school, teaching 

assistants have intense workloads which are often unrecognised and invisible outside of the school ς 

it is both socio-culturally and socio-spatially invisible. And yet, this extra work is vital to the day-to-day 

running of the small rural primary school ς and to schools of all sizes (Ibid; Hartland et al, 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 raises serious concerns for the long-ǘŜǊƳ ŜŦŦŜŎǘǎ ƻƴ ŎƘƛƭŘǊŜƴΩǎ 

educational experience, as well as the status of the teaching profession itself. 

Due to the multiple and varied examples of voluntary activity undertaken by staff discussed above, it 

ŎƻǳƭŘ ōŜ ŀǊƎǳŜŘ ǘƘŀǘ ǎǘŀŦŦ ǊŜǇǊŜǎŜƴǘ ǘƘŜ ΨŎƛǾƛŎ ŎƻǊŜΩ όaƻƘŀƴ ŀƴŘ .ǳƭƭƻŎƘΣ нлмнύ ƻŦ ǘƘŜǎŜ ǎŎƘƻƻƭǎΦ 

IƻǿŜǾŜǊΣ ǿƘƛƭǎǘ ǘƘŜ ΨŎƛǾƛŎ ŎƻǊŜΩ ŎƻƴŎŜǇǘ Ŏŀƴ ōŜ ǊŜŦƭŜŎǘŜŘ ƛƴ ǘŜǊƳǎ ƻŦ ǎǘŀŦŦ ōŜƛƴƎ ŀƴ ƛŘŜƴǘƛŦƛŀōƭŜ ƎǊƻǳǇ 

who account for the largest share of a variety of dimensions 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 female, they vary in terms of their ages, educational and occupational 

ƭŜǾŜƭΣ ŀƴŘ ǊŜƭƛƎƛƻǳǎ ǇǊŀŎǘƛŎŜǎΦ ¢ƘŜǊŜŦƻǊŜΣ ǘƘƛǎ ǘƘŜǎƛǎ ŀǊƎǳŜǎ ǘƘŀǘ .ƻŘȅ Ŝǘ ŀƭΩǎ όнлноύ ǘŜǊƳƛƴƻƭƻƎȅ ƻŦ 

ΨƳƻǎǘ ŎƛǾƛŎŀƭƭȅ ŀŎǘƛǾŜ ƛƴŘƛǾƛŘǳŀƭǎΩ ōŜǘǘŜǊ ŎŀǘŜƎƻǊƛǎŜǎ ǘƘŜ ǎǘŀŦŦ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ǘƘŀƴ ǘƘŜ ΨŎƛǾƛŎ ŎƻǊŜΩ 

concept. Conceptualising school staff in this way contrasts 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 support staff to achieve the best outcomes possible for children. 

These findings contribute to this recognition by making visible the extensive voluntary activity of 

school staff at all levels. 

 

Exploring the mechanisms by which the voluntary activity of staff is rendered invisible raises the 

ƛƳǇƻǊǘŀƴǘ ǉǳŜǎǘƛƻƴΤ ΨƛƴǾƛǎƛōƭŜ ǘƻ ǿƘƻΚΩ ¢ƘǊƻǳƎƘ Ƴȅ ŜǘƘƴƻƎǊŀǇƘƛŎ ŀǇǇǊƻŀŎƘ L ƘŀǾŜ ōŜŜƴ ŀōƭŜ ǘƻ 

uncover much invisible labour but, in doing so, recognised that (depending on the activity) it remains 

ƭŀǊƎŜƭȅ ƛƴǾƛǎƛōƭŜ ǘƻ ǎǘŀŦŦΣ ǇŀǊŜƴǘǎΣ ƎƻǾŜǊƴƻǊǎ ŀƴŘ ŎƘƛƭŘǊŜƴΦ YƛƳΩǎ ǾƻƭǳƴǘŀǊȅ ǿƻǊƪΣ ŦƻǊ ŜȄŀƳǇƭŜΣ Ŏŀƴ ōŜ 

divided into her support at Seedlings, and her role as a reading volunteer. Her Seedlings activity is 

visible to Steph who she directly supports and the parents who attend. However, it is (socio-spatially) 

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) and most 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, she is first and foremost, a mum, rather than a volunteer. But it is important to 
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recognise that Kim is a middle-class mother4. Gillies (2006) observed classed differences in mothers' 

involvement, finding that middle-Ŏƭŀǎǎ ƳƻǘƘŜǊǎ ŀǊŜ ƳƻǊŜ ƛƴǾƻƭǾŜŘ ΨǇƘȅǎƛŎŀƭƭȅΩ όƛΦŜΦ Ǿƛǎƛōƭȅύ ƛƴ ǎŎƘƻƻƭΣ 

ǿƘƛŎƘ ƛǎ ǘǊǳŜ ƻŦ YƛƳΦ IƻǿŜǾŜǊΣ ΨƎƛǾƛƴƎ ōŀŎƪΩ ƛǎ ƴƻǘ ŀƭǿŀȅǎ (socio-spatially) visible. Mary-Anne, a 

working-Ŏƭŀǎǎ ƳƻǘƘŜǊΣ ŜȄǇƭŀƛƴŜŘ ǘƘŀǘ ǎƘŜ ƛǎ ǾŜǊȅ ƛƴǾŜǎǘŜŘ ƛƴ ƘŜǊ ǎƻƴ WŀƳŜǎΩǎ ŜŘǳŎŀǘƛƻƴ ōŜŎŀǳǎŜ ǎƘŜ 

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 husband is currently undertaking unsalaried teacher training, she could 

not afford to commit to joining the PTA but ΨƎƛǾŜǎ ōŀŎƪΩ ōȅ baking cakes for school and PTA events. 

This highlights what many parents have said: that they cannot give time but will gladly donate goods 

and money when asked (and where they can)Φ {ŜŜ Ψteripheral/episodic VƻƭǳƴǘŜŜǊǎΩ ƛƴ /ƘŀǇǘŜǊ с ŦƻǊ 

further discussion on this.  

!ƴƻǘƘŜǊ ƎǊƻǳǇ ƻŦ ƛƴǾƛǎƛōƭŜ ǾƻƭǳƴǘŜŜǊǎ ŀǊŜ ǘƘŜ ŦŜŘŜǊŀǘƛƻƴΩǎ ƎƻǾŜǊƴƻǊǎΦ aŀƴȅ ƻŦ ǘƘŜ ǇŀǊŜƴǘǎ ŀƴŘ ŎƘƛƭŘǊŜƴ 

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 meetings take place outside of school hours and, since 

the COVID-19 pandemic, they tend to take place online. Thus, their work is socio-spatially invisible to 

most members of the school community. This is not to say that all the governors are invisible in school. 

Frances does art with the children at Applegood, Kate runs Farm School, Holly is an Applegood parent, 

and Crystelle is the head of school and teaches Star class at Applegood. Whilst they are visible in these 

roles, however, their work as governors remains largely invisible. Governors are an unusual category 

of volunteer as the governor role carries a great deal of responsibility and accountability (James et al, 

2010). In fact, Kate expressed that she did not believe the role of governing could continue as a 

voluntary role as it has become very demanding and time-consuming (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-

ŎƭŀǎǎΣ ǇǊƻŦŜǎǎƛƻƴŀƭǎ ŀǎ ƛǘ ƛǎ ǘƘƛǎ ŘŜƳƻƎǊŀǇƘƛŎ ǘƘŀǘ Ŏŀƴ ΨŀŦŦƻǊŘΩ ǘƻ ŎƻƳƳƛǘ ǘƻ ǘƘŜ ǊƻƭŜΦ This distance 

between the everyday workings of the schools and their governors was evident when Brendan told 

me he didn't know why I was researching these schools as άnothing happens hereέ. Not only was this 

an incredulous statement, but it further reflects a lack of appreciation for the day-to-day voluntary 

activity of staff (at all levels) and parents which is rarely recognised for the important role it plays in 

education provision. 

Sophie, the Applegood PTA chair (former TA and parent) is one of the most civically active individuals 

at Applegood. Whilst she is no longer a staff member, it is this experience, alongside being a parent, 

ǿƘƛŎƘ Ƙŀǎ ōƻǘƘ ŜƴƘŀƴŎŜŘ ŀƴŘ ŘƛǾŜǊǎƛŦƛŜŘ ǘƘŜ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ǿƛǘƘ ǿƘƛŎƘ ǎƘŜ ŜƴƎŀƎŜǎ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭΩǎ 

benefit, crossing boundaries in order to do so. She is highly valued for her role within and for the 

school, with many parents and staff easily identifying her as synonymous with voluntary activity at 

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 socio-spatially invisible. Indeed, whilst staff and parents can identify (the outcomes 

ƻŦύ {ƻǇƘƛŜΩǎ ǿƻǊƪΣ ǘƘŜȅ Ŏŀƴƴƻǘ ŀǎ Ŝŀǎƛƭȅ ŀǊǘƛŎǳƭŀǘŜ ŜȄŀŎǘƭȅ ǿƘŀǘ ƛǘ ƛǎ ǎƘŜ ŘƻŜǎ όǘƘŜ labour that makes 

outcomes happen). Whilst Sophie is no longer a staff member, she is the registered chair of Applegood 

School Fundraisers (ASF) and so has some legal visibility here. Interestingly, Sophie discussed the need 
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ΝΝΜ 
 

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 without this 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 activity, requests for voluntary support can 

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 Sophie: άI think parents think it just happensέ. This 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 that is voluntarily donated by PTA 

members. Whilst 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 important to consider because they 

relate to issues of satisfaction, communication and understanding, which further negatively impact 

volunteer recruitment and retention. 

 

¢ƘŜ /ƘƛƭŘǊŜƴ ŀƴŘ ǘƘŜ ¢{h[ 

Iƻǿ ƳǳŎƘ ǾƻƭǳƴǘŀǊȅ ƭŀōƻǳǊ ƛǎ ǾƛǎƛōƭŜ ǘƻ ǘƘŜ ŎƘƛƭŘǊŜƴ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎΚ Supporting charity is 

mainstream in most schools (Power and Taylor, 2018). Indeed, many children did refer to major charity 

fundraising campaigns in the art groups, when asked about voluntary activity, including The Poppy 

Appeal and Children in Need. IƻǿŜǾŜǊΣ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛǎ ŀƭǎƻ ǇƭŀȅƛƴƎ ŀƴ ƛƴŎǊŜŀǎƛƴƎƭȅ ŘƻƳƛƴŀƴǘ ǊƻƭŜ 

ƛƴ ǘƘŜ ŦǳƴŘƛƴƎ ŀƴŘ ŘŀȅπǘƻπŘŀȅ ǊǳƴƴƛƴƎ ƻŦ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭǎ ǘƘŜƳǎŜƭǾŜǎ ό.ƻŘȅ Ŝǘ ŀƭΣ нлмтύΦ Interestingly, 

after we had defined voluntary activity in art groups, when asked about volunteers in their schools, 

ŎƘƛƭŘǊŜƴΩǎ ŦƛǊǎǘ ǎǳƎƎŜǎǘƛƻƴǎ ǿŜǊŜ ƻŦǘŜƴ ǘƘŜƛǊ ¢As, or specific teachers. This further reflects how natural 

the blurring of boundaries is in the work of school staff, as children see even their voluntary work as 

a normal part of the teaching assistant role. Despite some confusion, at Applegood children could 

identify what various volunteers did in school when prompted with their names, and older children 

could often recognise 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 Oakington, it 

was the ǎǘŀŦŦΩǎ fundraising and event 

organisation that was (more accurately) 

identified as voluntary by (especially the 

older) children. 

Figure 18 - Drawing by Lizzie (Year 3, Applegood) depicting a 
range of voluntary activities she is aware of at her school 
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Indeed, whilst many adult participants during the research 

expressed their beliefs that the ŎƘƛƭŘǊŜƴ ǿƻǳƭŘ ƴƻǘ 

ǊŜŎƻƎƴƛǎŜ ŀŎǝǾƛǝŜǎ ŀǎ ǾƻƭǳƴǘŀǊȅ ƻǊ ǇŜƻǇƭŜ ŀǎ ǾƻƭǳƴǘŜŜǊǎ όŀǎ 

ƻǇǇƻǎŜŘ ǘƻ ǎǘŀũ ƻǊ ǇŀǊŜƴǘǎύΣ my research with the children 

ŜǾƛŘŜƴŎŜŘ ǘƘŀǘ ǘƘŜȅ ƘŀŘ ŀ ƳƻǊŜ ŘƛǾŜǊǎŜ ŀǿŀǊŜƴŜǎǎ ŀƴŘ 

ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ŀ ǊŀƴƎŜ ƻŦ ǾƻƭǳƴǘŜŜǊǎΣ ǾƻƭǳƴǘŀǊȅ ŜǾŜƴǘǎ 

ŀƴŘ ŀŎǝǾƛǝŜǎ ŦƻǊ ǘƘŜƛǊ ǎŎƘƻƻƭ ǘƘŀƴ ŀŘǳƭǘǎ ŀǎǎǳƳŜŘΦ CƛƎǳǊŜ 

муΣ ŘǊŀǿƴ ōȅ [ƛȊȊƛŜ ό¸ŜŀǊ оΣ !ǇǇƭŜƎƻƻŘύ ŘŜǇƛŎǘǎ tƻǇǇȅ 5ŀȅΣ 

/ƘǊƛǎǘƳŀǎ CŀƛǊΣ ǘƘŜ ²ŜƭƭƛŜ ²ŀƭƪΣ ²ƻƻŘƭŀƴŘ ƴǳǊǎŜǊȅ ŀƴŘ 

ƘŜǊǎŜƭŦ ƘŜƭǇƛƴƎ ǘǿƻ ŎƘƛƭŘǊŜƴ ǿƛǘƘ ƘƛƎƘ ƭŜǾŜƭǎ ƻŦ {9b ƴŜŜŘ ƻƴ 

ǘƘŜ ǇƭŀȅƎǊƻǳƴŘΦ {ƘŜ ǇƭŀŎŜǎ ƘŜǊǎŜƭŦ ƛƴ ƘŜǊ ŎŀǊƛƴƎ ǊƻƭŜ ŀǘ ǘƘŜ 

ŎŜƴǘǊŜ ƻŦ ƘŜǊ ǇƛŎǘǳǊŜΣ ǿƛǘƘ ƻǘƘŜǊ ŀǎǇŜŎǘǎ ƻŦ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ǎǳǊǊƻǳƴŘƛƴƎ ƘŜǊΣ ŘǊŀǿƴ ŀǎ ŀƴŘ ǿƘŜƴ ǘƘŜȅ ƻŎŎǳǊǊŜŘ 

ǘƻ ƘŜǊΦ [ƛȊȊƛŜΩǎ ŎƻƭƻǳǊŦǳƭ ǇƛŎǘǳǊŜ ǎƘƻǿǎ ƘŜǊ ŜȄǘŜƴǎƛǾŜ 

ƪƴƻǿƭŜŘƎŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΣ ǿƘƛŎƘ ǎƘŜ ǿŀǎ ƪŜŜƴ ǘƻ 

ŜȄǇƭŀƛƴ ǘƻ ƳŜ ƛƴ ŘŜǇǘƘ ǿƘŜƴ ǎƘŜ ƘŀŘ ŎƻƳǇƭŜǘŜŘ ƘŜǊ ǇƛŎǘǳǊŜΦ 

CƛƎǳǊŜ мфΣ ƳŀŘŜ ōȅ 9ǾŜ ό¸ŜŀǊ мΣ hŀƪƛƴƎǘƻƴύ ŘŜǇƛŎǘǎ ǘƘŜ 

!ƭŀŘŘƛƴ ǇŀƴǘƻƳƛƳŜ ǘǊƛǇ ǇŀƛŘ ŦƻǊ ōȅ ŦǳƴŘǊŀƛǎƛƴƎΣ ŀ ƳǳƎ ǎƘŜ 

ŎǊŜŀǘŜŘ ǘƻ ǎŜƭƭ όŀƴŘ ōǳȅ ōŀŎƪύ ŀǘ ǘƘŜ /ƘǊƛǎǘƳŀǎ CŀƛǊ ŀƴŘ ŀ ǎŎƘƻƻƭ ŎŀƪŜ ǎŀƭŜ ǎƘŜ ƘŀŘ ǊŜŎŜƴǘƭȅ ŀǧŜƴŘŜŘ 

όŀƴŘ ƘŜǊ ƳǳƳ ƘŀŘ ōŀƪŜŘ ŦƻǊύΦ CƻƭƭƻǿƛƴƎ ŘƛǎŎǳǎǎƛƻƴǎ ƛƴ ƘŜǊ ŀǊǘ ƎǊƻǳǇΣ ǎƘŜ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ŀǎ Ŧǳƴ ǘƘƛƴƎǎ ǘƘŜȅ ƎŜǘ ǘƻ Řƻ ŀǘ ǎŎƘƻƻƭ όŎƻƴƅŀǝƴƎ ŦǳƴŘǊŀƛǎƛƴƎ ŀƴŘ ŜƴǊƛŎƘƳŜƴǘ ŜǾŜƴǘǎ ǘƻƎŜǘƘŜǊύΦ 

{ƘŜ ƻǊƎŀƴƛǎŜŘ ƘŜǊ ŀǊǘǿƻǊƪ ƛƴǘƻ ǘƘǊŜŜ ǎŜŎǝƻƴǎ ǊŜǇǊŜǎŜƴǝƴƎ ǘƘǊŜŜ ŘƛũŜǊŜƴǘ ŀŎǝǾƛǝŜǎ ŀƴŘ ƻǳǘŎƻƳŜǎ ŀǎ 

ǘƘŜȅ ƻŎŎǳǊǊŜŘ ǘƻ ƘŜǊΦ ¢Ƙƛǎ ŀǊǘ ƎǊƻǳǇ ǿŀǎ ŎƻƴŘǳŎǘŜŘ ƛƴ 5ŜŎŜƳōŜǊ ŀƴŘ ǘƘŜ tŀƴǘƻƳƛƳŜ ǿŀǎ ŎƻƳƛƴƎ ǳǇ 

ǎƻƻƴΣ ǎƻ 9ǾŜ ǿŀǎ ǇŀǊǝŎǳƭŀǊƭȅ ŜȄŎƛǘŜŘ ŀōƻǳǘ ǘƘƛǎΣ ŀƴŘ ǿŜ ŎƘŀǧŜŘ ŀ ƭƻǘ ŀōƻǳǘ ƛǘΦ ²Ƙƛƭǎǘ ƛƴƅǳŜƴŎŜŘ ōȅ 

ŘƛǎŎǳǎǎƛƻƴǎ ƛƴ ǘƘŜ ǎŜǎǎƛƻƴΣ 9ǾŜ ƘŀŘ ŀ ƭƻǘ ƻŦ ƪƴƻǿƭŜŘƎŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀǘ ǎŎƘƻƻƭ ŀƴŘ ŜȄǇƭŀƛƴŜŘ 

ŜŀŎƘ ŜƭŜƳŜƴǘ ǘƻ ƳŜ ƛƴ ŘŜǘŀƛƭΦ ¢ƘŜǎŜ ŎƘƛƭŘǊŜƴ ǘƘǳǎ ƛŘŜƴǝŬŜŘ ŦǳƴŘǊŀƛǎƛƴƎΣ ǾƻƭǳƴǘŜŜǊƛƴƎΣ ŀƴŘ ǊŜǎƻǳǊŎŜ 

Řƻƴŀǝƻƴ ǘƘǊƻǳƎƘ ǘƘŜƛǊ ŀǊǘǿƻǊƪ ŀƴŘ ŘƛǎŎǳǎǎƛƻƴǎΣ ǊŜƅŜŎǝƴƎ ŀ ǾŀǊƛŜŘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ 

ŀƴŘ ǘƘŀǘ ƛǘ ǿŀǎ ŀ ƴƻǊƳŀƭΣ ŜǾŜǊȅŘŀȅ ǇŀǊǘ ƻŦ ǘƘŜƛǊ ǎŎƘƻƻƭ ŜȄǇŜǊƛŜƴŎŜ ǘƘŀǘ ǘƘŜȅ όƭŀǊƎŜƭȅ5ύ ŜƴƧƻȅŜŘΦ 

¢ƘŜ ŎƘƛƭŘǊŜƴ ǘƘŜƳǎŜƭǾŜǎ ǿŜǊŜ ŀƭǎƻ ƛƴǾƻƭǾŜŘ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŦƻǊ ǘƘŜƛǊ ǎŎƘƻƻƭ ōǳǘ ƳǳŎƘ ƻŦ ǘƘƛǎ ǿŀǎ 

ƛƴǾƛǎƛōƭŜ ǘƻ ŀŘǳƭǘǎΦ ¢Ƙƛǎ ƛƴǾƛǎƛōƛƭƛǘȅ ƻƊŜƴ ǊŜǎǳƭǘŜŘ ŦǊƻƳ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǝŜǎ ōŜƛƴƎ ǇŜǊŎŜƛǾŜŘ ŀǎ Ƨǳǎǘ ŀ 

ǊŜƎǳƭŀǊ ǇŀǊǘ ƻŦ ǎŎƘƻƻƭ ƭƛŦŜ ǘƘŀǘ ŎƘƛƭŘǊŜƴ ǿŜǊŜ ŜȄǇŜŎǘŜŘ 

ǘƻ ŜƴƎŀƎŜ ƛƴΦ LǊƻƴƛŎŀƭƭȅ ǘƘƛǎ ǿŀǎ ŀƭǎƻ Ƙƻǿ ƳǳŎƘ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƻŦ ǎǘŀũ ǿŀǎ ŀƭǎƻ ǊŜƴŘŜǊŜŘ ƛƴǾƛǎƛōƭŜ ōȅ 

ŎƘƛƭŘǊŜƴ ŀƴŘ ƻǘƘŜǊ ŀŘǳƭǘǎ όǎŜŜ ŀōƻǾŜύΦ CƛƎǳǊŜ нлΣ ŘǊŀǿƴ 

ōȅ WŀŎƪ ό¸ŜŀǊ сΣ hŀƪƛƴƎǘƻƴύ ŀƊŜǊ ŘƛǎŎǳǎǎƛƻƴǎ ƛƴ Ƙƛǎ ŀǊǘ 

ƎǊƻǳǇ ŘŜǇƛŎǘǎ ǘƘǊŜŜ ŘƛǎǝƴŎǘ ŀŎǝǾƛǝŜǎ ƘŜ ƛǎ ƛƴǾƻƭǾŜŘ ƛƴ 

ŀƴŘ ǿƘƛŎƘ ƘŜ ǾƻƭǳƴǘŜŜǊŜŘ ŦƻǊΦ ¢ƘŜ ŀǊǘ ƎǊƻǳǇ ǘƻƻƪ ǇƭŀŎŜ 

ƛƴ ǘƘŜ ǎǳƳƳŜǊ ǘŜǊƳ ŀƴŘ ǎƻ ǘƘŜǎŜ ŀŎǝǾƛǝŜǎ ǿŜǊŜ ŀƭǎƻ 

ŦǊŜǎƘ ƛƴ Ƙƛǎ ƳƛƴŘΥ ōŜƛƴƎ ŀ ǎǇƻǊǘǎ ŎŀǇǘŀƛƴΣ ǎǳǇǇƻǊǝƴƎ 

ǎǇƻǊǘǎ ŘŀȅΣ ǎŜƭƭƛƴƎ ǊŀƉŜ ǝŎƪŜǘǎ ōŜŦƻǊŜ ŀƴŘ ŀƊŜǊ ǎŎƘƻƻƭ 

ŦƻǊ ǘƘŜ ǎǳƳƳŜǊ ŦŀƛǊΣ ŀƴŘ ǘŀƪƛƴƎ ǇŀǊǘ ƛƴ ŀ ƴƻƴπǎŎƘƻƻƭ 

ǳƴƛŦƻǊƳ Řŀȅ ǿƘŜǊŜ ƘŜ ŘƻƴŀǘŜŘ ŀ ǇǊƛȊŜ ŦƻǊ ǘƘŜ ǎǳƳƳŜǊ 

ŦŀƛǊ ǘƻƳōƻƭŀΦ LƴŘŜŜŘΣ ǿƘŜƴ L ŀǎƪŜŘ ǿƘŀǘ ǘƘŜȅ ŘƛŘ ŦƻǊ 

 
5 {ƻƳŜ ŦƻǳƴŘ ǘƘŜ ǇŀƴǘƻƳƛƳŜ Ψǘƻƻ ƭƻǳŘΩ ŀƴŘ Ψǘƻƻ ŎǊƻǿŘŜŘΩ 

Figure 20 - Drawing by Jack (Year 6, Oakington) 
showing (left to right) his role as sports captain, 
selling raffle tickets for school fundraising, and 

taking part in non-school uniform day 

Figure 19 - Artwork by Eve (Year 1, Oakington) 
depicting a range of fundraising activities and 

outcomes she is aware of at her school 
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ǘƘŜƛǊ ǎŎƘƻƻƭ ǿƛǘƘƻǳǘ ŀǎƪƛƴƎ ƻǊ ōȅ ǾƻƭǳƴǘŜŜǊƛƴƎ ǘƘŜƳǎŜƭǾŜǎΣ ƳǳƭǝǇƭŜ ŜȄŀƳǇƭŜǎ ǿŜǊŜ ƳŜƴǝƻƴŜŘΦ ¢ƘŜǎŜ 

ƛƴŎƭǳŘŜŘ ƘŜƭǇƛƴƎ ǿƛǘƘ ŦǳƴŘǊŀƛǎƛƴƎ όŘƛǎŎǳǎǎŜŘ ŦǳǊǘƘŜǊ ƛƴ /ƘŀǇǘŜǊ сύΣ ǎŜǩƴƎ ǳǇ ŀƴŘ ŎƭŜŀǊƛƴƎ ŀǿŀȅ ŀƊŜǊ 

ŜǾŜƴǘǎΣ ƳŀƴŀƎƛƴƎ ǘƘŜ ǎŎƘƻƻƭ ƭƛōǊŀǊȅΣ ōŜŎƻƳƛƴƎ ǎŎƘƻƻƭ ŎƻǳƴŎƛƭ ƳŜƳōŜǊǎΣ ǎǇƻǊǘǎ ŎŀǇǘŀƛƴǎ ŀƴŘ ŎŀǊƛƴƎ ŦƻǊ 

ƻǘƘŜǊ ƳŜƳōŜǊǎ ƻŦ ǘƘŜƛǊ ǎŎƘƻƻƭ ŎƻƳƳǳƴƛǘȅΦ 

CƻŎǳǎƛƴƎ ƻƴ ǘƘƛǎ ƭŀǎǘ ŜȄŀƳǇƭŜΣ Body et al (2020) argue that children view charity not only as money, 

but as being embodied in everyday acts of kindness, fairness, and empathy. I found this to be pervasive 

in these schools, especially in terms of the care older pupils had for the younger children, and in terms 

of the level of awareness and care for pupils with SEN. Many adult participants across both schools 

highlighted how proud they are of the caring and inclusive ethos of their schools and how this 

socialises the children into being understanding individuals:  

¢ƘŜ ŎƘƛƭŘǊŜƴΣ ǘƘŜ ƳƻǊŜ ǾǳƭƴŜǊŀōƭŜ ŎƘƛƭŘǊŜƴΣ ǘƘŜȅ ŀǊŜ ǊŜŀƭƭȅ ǇǊƻǘŜŎǘƛǾŜ ƻŦ ǘƘŜƳΦ ώΧϐ ǘƘŜȅ ǊŜŀƭƭȅ 

ƴǳǊǘǳǊŜ ǘƘŜƳΦ Lǘǎ ƭƻǾŜƭȅΦ ώΧϐ L ǘƘƛƴƪ ǘƘŀǘ ǘƘŜȅ ǇǊƻōŀōƭȅ ƘŀǾŜ ōŜǘǘŜǊ ǇŜƻǇƭŜ ǎƪƛƭƭǎΣ ŀƴŘ ƭƛƪŜ ŜǊƳ 

acceptance of people that are different. We talked about that earlier, we see that a lot. They 

just get it. It's not really tolerance. They have just more of an understanding of other people's 

needs and things. (Laura) 

Whilst the children are explicitly taught these values through collective worship and religious 

education (Holmes and Pratt-Adams, 2021), the school staff and students also implicitly teach these 

values through their everyday embodiment of the school ethos (Ibid; Keddie, 2018). The small size and 

numbers were seen as particularly important here as every child in these schools spend break and 

ƭǳƴŎƘ ǘƛƳŜ ǘƻƎŜǘƘŜǊ ƻƴ ǘƘŜ ǎŀƳŜ ǇƭŀȅƎǊƻǳƴŘ όǎŜŜ [ƛȊȊƛŜΩǎ ǇƛŎǘǳǊŜ ƛƴ CƛƎǳǊŜ му ŀƎŀƛƴύ ǿƘƛŎƘ ŜȄǇƻǎŜǎ 

them regularly to every other member of the school community in a relatively small space. SEN 

children are also educated in the same classroom as their non-SEN peers. This closeness meant that 

friendships occurred naturalƭȅΣ ǿƛǘƘƻǳǘ ǘƘŜ ƴŜŜŘ ŦƻǊ ŀ ŦƻǊƳŀƭ ΨōǳŘŘȅ ǎȅǎǘŜƳΩ ǘƻ ōŜ ƛƴ ǇƭŀŎŜΦ /ƘƛƭŘǊŜƴ 

are aware of and volunteer to look out for others, and this benefits both them and those they care for 

(Kalambouka et al, 2007). I identify this as voluntary activity as the children perform this care work 

without being asked. And yet it is often invisible to both adults and children due to its naturalisation 

as an everyday practice in-keeping with the inclusive and caring ethos of the schools. Nevertheless, 

this is a valuable voluntary activity for children to engage in, contributing to their philanthropic 

citizenship (Body et al, 2021) and everyday understandings and practices of care (Noddings, 2012) that 

benefit themselves and others.  

 

Maintaining Boundaries 

Whilst the boundaries between work practices in these schools are blurry, there are significant efforts 

made to maintain them (Lamont and Molnár, 2002), which has significant consequences. For example, 

SophieΣ !ǇǇƭŜƎƻƻŘΩǎ t¢! ŎƘŀƛǊΣ spoke about the need she feels 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 allowing the class 

teachers to put foǊǿŀǊŘ ΨǿƛǎƘ ƭƛǎǘǎΩ ŦƻǊ ǘƘŜƛǊ ŎƭŀǎǎŜǎΣ {ƻǇƘƛŜ ǊŜǾƛŜǿǎ ǘƘŜǎŜ ƭƛǎǘǎ ŀƴŘ ŘŜŎƛŘŜǎ ǿƘŀǘ Ŏŀƴ 

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 was. Thus, differing interpretations and 

a blurring of boundaries remains in negotiations over what is understood to be a school budget 

resource or enrichment resource. Moreover, these negotiations have become more common in recent 
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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 for help. The 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, funding cuts 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 staff (especially TAs and other 

support staff who are most often involved in PTA activity), but 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. 

!ǎƪƛƴƎ ǘƘŜ ǉǳŜǎǘƛƻƴ ΨǿƘŀǘ ŎƻǳƭŘ ȅƻǳ ƴƻǘ Řƻ ǿƛǘƘƻǳǘ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅΚΩ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎΣ ƭŜŘ ǘƻ ƘƻƴŜǎǘ 

reflections and discussion on what participants believed should and should not be provided by 

voluntary activity in education. Whilst there was a distinction (conceptual boundary) between 

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 where there are more deprived families: 

¢ƘŜ ƳƻƴŜȅ ǿŜ ǊŜŎŜƛǾŜ ŦǊƻƳ ǘƘŜ ǎŎƘƻƻƭ ǎƘƻǳƭŘ ōŜΧ ƻƴ ǘƘƛƴƎǎ ǘƘŀǘ ǿŜ ƴŜŜŘ ŦƻǊ ƻǳǊ {9b 

ŎƘƛƭŘǊŜƴΣ ŦƻǊ ǎǘŀŶƴƎ ŀƴŘ ǘƘƛƴƎǎ ƭƛƪŜ ǘƘŀǘΦ CƻǊ ǘƘŜ ŜǾŜƴǘǎ ǘƘŀǘ ǿŜ ŘƻΦΦΦ L ǘƘƛƴƪ ŦƻǊ ǘƘŜ /ƘǊƛǎǘƳŀǎ 

ŦŜǘŜ ǎƘƻǳƭŘ ōŜ ŘƻƴŜ ǊŜƎŀǊŘƭŜǎǎΦ ²ƘŜǘƘŜǊ ǘƘŀǘϥǎ ǘƘǊƻǳƎƘ ŘƻƴŀǝƴƎ ƻǊ ǘƘŜ ǎŎƘƻƻƭ ŦǳƴŘƛƴƎ ƛǘΦ L 

ŦŜŜƭ ƭƛƪŜ ǘƘŀǘ ƛǎ ŀ ōƛƎ ǇŀǊǘΣ ōŜŎŀǳǎŜ ƴƻǘ ŀƭƭ ŎƘƛƭŘǊŜƴ ǊŜŎŜƛǾŜ ǇǊŜǎŜƴǘǎ ŀǘ ƘƻƳŜΦ ¢Ƙŀǘϥǎ ŀ ōƛƎ ǇŀǊǘΣ 

L ǘƘƛƴƪΦ .ǳǘ ŜǾŜǊȅǘƘƛƴƎ ŜƭǎŜΣ ȅƻǳ ƪƴƻǿΣ ǿŜ Řƻ ƻũ ƻǳǊ ƻǿƴ ōŀŎƪǎΦ L ǿƻǳƭŘ ŎƻƴǝƴǳŜ ǘƻ Řƻ ǘƘŀǘΦ 

²ƘŜǘƘŜǊ ǘƘŜ ǎŎƘƻƻƭ ǊŜŎŜƛǾŜŘ ǘƘŜ ƳƻƴŜȅ ŦƻǊ ƛǘ ƻǊ ƴƻǘΦ όYŀȅƭŜƛƎƘύ 

YŀȅƭŜƛƎƘ ǎŀǿ ǘƘŜ /ƘǊƛǎǘƳŀǎ CŀƛǊ ŀǎ ŀ ƴŜŎŜǎǎƛǘȅ ǘƘŀǘ ǎƘƻǳƭŘ ōŜ ǇǊƻǾƛŘŜŘ ǊŜƎŀǊŘƭŜǎǎ ƻŦ ǎŎƘƻƻƭ ōǳŘƎŜǘ 

ǇǊƻōƭŜƳǎ ŘǳŜ ǘƻ ǘƘŜ ǎƻŎƛƻπŜŎƻƴƻƳƛŎ ōŀŎƪƎǊƻǳƴŘǎ ƻŦ ǎƻƳŜ ŦŀƳƛƭƛŜǎ ŀǘ hŀƪƛƴƎǘƻƴ ǿƘŜǊŜ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ 

ǿƻǳƭŘ ƴƻǘ ƻǘƘŜǊǿƛǎŜ ǊŜŎŜƛǾŜ ǇǊŜǎŜƴǘǎΦ ¢ƘŜǊŜ ƛǎ ǘƘŜǊŜŦƻǊŜ ŀ ŎƻƴŎŜǇǝƻƴ ƻŦ ŀ ƳƛƴƛƳǳƳ ǎǘŀƴŘŀǊŘ ƻŦ 

ŜƴǊƛŎƘƳŜƴǘ ǘƘŀǘ ƛǎ ŦǳƴŘŀƳŜƴǘŀƭ ǘƻ ǘƘŜ ƛƴŎƭǳǎƛǾƛǘȅ ƻŦ ǘƘŜ ǎŎƘƻƻƭ ŜǘƘƻǎΦ ²Ƙƛƭǎǘ hŀƪƛƴƎǘƻƴ Ŏŀƴ ǇǊƻǾƛŘŜ 

ǘƘƛǎ ǘƘǊƻǳƎƘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΣ ƛǘ ǊŀƛǎŜǎ ǘƘŜ ǉǳŜǎǝƻƴ ƻŦ ǿƘŀǘ ǿƻǳƭŘ ƘŀǇǇŜƴ ƛŦ ǘƘŜȅ ŎƻǳƭŘ ƴƻǘΣ ƻǊ ƛƴ 

ƻǘƘŜǊ ǎŎƘƻƻƭǎ ǿƘŜǊŜ ǘƘŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŘƻŜǎ ƴƻǘ ŜȄƛǎǘ ǘƻ ǇǊƻǾƛŘŜ ǎǳŎƘ ŜƴǊƛŎƘƳŜƴǘΦ LƴŜǾƛǘŀōƭȅΣ ǎƻƳŜ 

ŎƘƛƭŘǊŜƴ ǿƻǳƭŘ Ƴƛǎǎ ƻǳǘΦ ¢Ƙŀǘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛǎ ƴŜŜŘŜŘ ǘƻ ǇǊƻƳƻǘŜ ǘƘƛǎ ƛƴŎƭǳǎƛǾƛǘȅ ƛǎ ŀ ŎƻƴŎŜǊƴ ƛƴ ŀ 

ǇǳōƭƛŎ ŜŘǳŎŀǝƻƴ ǎȅǎǘŜƳ ǿƘŜǊŜ ŜǾŜǊȅ ŎƘƛƭŘ ǎƘƻǳƭŘ ōŜ ǇǊƻǾƛŘŜŘ ŦƻǊ ƛƴ ǎŎƘƻƻƭ ōǳŘƎŜǘǎΦ   

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 ŀǎƪŜŘΣ άǿƘŀǘ ŀōƻǳǘ ŦǳƴŘǊŀƛǎƛƴƎ ǿŜ Řƻ ŦƻǊ ǎŎƘƻƻƭ ǘƘƻǳƎƘΣ ǿƘŀǘ Řƻ ȅƻǳ ǘƘƛƴƪΣ ƻǊ Řƻ ȅƻǳ ƪƴƻǿ 

ǿƘŀǘ ǘƘŜ ǎŎƘƻƻƭ ǎǇŜƴŘ ǘƘŜ ƳƻƴŜȅ ƻƴΚέ [ƻǊŜƛŀ ώ¸ŜŀǊ рϐ ǎŀƛŘ άƴŜǿ ǇŜƴŎƛƭǎ ŀƴŘ ǊǳōōŜǊǎέΦ L ǎŀƛŘΣ 

άŀƘ ƛƴǘŜǊŜǎǝƴƎέ ŀƴŘ ǿǊƻǘŜ ǘƘƛǎ ŘƻǿƴΦ ¢ƘŜƴ ǎƘŜ ǎŀƛŘΣ άŀƴŘ ŦƻǊ ǇŜƻǇƭŜ ǿƛǘƘ !5I5 ƭƛƪŜ ƳŜΣ ǘƘŜȅ 

ƎŜǘ ƭƛƪŜ ǎŜƴǎƻǊȅ ǎǘǳũΩΦ L ǿŀǎ ŀƳŀȊŜŘ ōȅ ǘƘƛǎ ƛƴǎƛƎƘǘ ŀƴŘ ƪƴƻǿƭŜŘƎŜ ŦǊƻƳ [ƻǊŜƛŀΣ ŀƴŘ ǘƻǳŎƘŜŘ 

ǘƘŀǘ ǎƘŜ ƴƻǝŎŜŘ ŀƴŘ ǾŀƭǳŜŘ ǘƘƛǎ ǎǳǇǇƻǊǘ ƘŜǊ ǎŎƘƻƻƭ ŀƴŘ ǘƘŜ ǎǘŀũ ǇǊƻǾƛŘŜŘ ŦƻǊ ƘŜǊ 

ώhŀƪƛƴƎǘƻƴ /ƘƛƭŘǊŜƴΩǎ !Ǌǘ DǊƻǳǇ мм hōǎŜǊǾŀǝƻƴǎΣ нпǘƘ bƻǾŜƳōŜǊ нлноϐ 
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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 to small school budgets. Whilst key equipment 

ǎǳŎƘ ŀǎ ǎŜƴǎƻǊȅ ŎƛǊŎǳƛǘǎ ǿŜǊŜ ǇǊƻǾƛŘŜŘΣ ΨǎƳŀƭƭŜǊΩ ǘƘƛƴƎǎ ƭƛƪŜ ǎƴŀŎƪǎΣ ǎǘƛŎƪŜǊǎΣ ǿŜƛƎƘǘŜŘ ōƭŀƴƪŜǘǎΣ 

ǎŜƴǎƻǊȅ ǘƻȅǎΣ ŀƴŘ ǘƻȅǎ ƭƛƴƪŜŘ ǘƻ ǘƘŜ ŎƘƛƭŘΩǎ ǇŀǊǘƛŎǳƭŀǊ ƛƴǘŜǊŜǎǘ ǿŜǊŜ ǘƘŜ ŜȄǘǊŀǎ ǿƘƛŎƘ ƛƳǇǊƻǾŜŘ ǘƘŜǎŜ 

ŎƘƛƭŘǊŜƴΩǎ ŜȄǇŜǊƛŜnces at school, and which staff felt emotionally motivated to provide at their own 

expense: 

Walking round the local boot fair, I met Liv and Nat. Between them they were holding a range 

of items, including dressing up clothes and cuddly toys. !ŦǘŜǊ ŜȄŎƘŀƴƎƛƴƎ άƘŜƭƭƻǎέΣ I 

ŎƻƳƳŜƴǘŜŘΥ άȅƻǳΩǾŜ ŘƻƴŜ ǿŜƭƭέΣ ƛƴŘƛŎŀǘƛƴƎ ǘƘŜƛǊ ōǳȅǎΦ They laughed and Liv said they had 

ōŜŜƴ ƭƻƻƪƛƴƎ ŦƻǊ ΨǳƴŘŜǊ ǘƘŜ ǎŜŀΩ ǘƘŜƳŜŘ ǎǘǳŦŦ ŦƻǊ hǊƭŀ ŀƴŘ wƻǎƛŜ ǿƘƻ ǿƻǳƭŘ ōƻǘƘ ōŜ ƛƴ [ƛǾΩǎ 

class in September. Orla and Rosie both have SEN [I thought how sweet it was that Liv and Nat 

were spending their own time and money to source items for their classroom that would make 

Orla and Rosie feel more comfortable at school ς I know they both love mermaids!] 

[Oakington Daily Fieldnotes, August 2023] 

Whilst examples like this no doubt show SEN children that the 

adults in their school care about them, if SEN children think the 

things they need to support their inclusion in mainstream 

classrooms are always provided through fundraised income or 

donation, this might socialise them not to question or consider 

alternative ways they could be provided (e.g. political decisions 

and spending priorities) (Power and Taylor, 2018). As these 

children grow up in an education system dominated by neoliberal 

policies, they are being given the message that citizens should 

provide for themselves, and that the welfare state will not always 

meet their needs. This can lead to wider questions about the 

inclusivity of the education system. If certain special educational 

needs are not provided for in mainstream education, or are only 

accessed through fundraised income or donations, this risks the 

ΨƻǘƘŜǊƛƴƎΩ ƻŦ ŎƘƛƭŘǊŜƴ ǿƘƻ ƴŜŜŘ ŀŘŘƛǘƛƻƴŀƭ ǎǳǇǇƻǊǘ ƛƴ ǘƘŜƛǊ 

schools, creating a conceptual and sometimes even a physical 

boundary (see Figure 21) between SEN and non-SEN. Constantly 

having to rely on voluntary activity to provide for SEN children, sends a message that government does 

not value their education enough 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 exclusion resulting 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 gifts-in-kind (resources). Whereas Sophie prevents fundraised income being spent 

ƻƴ ΨŎƻǊŜΩ όōǳŘƎŜǘύ ǊŜǎƻǳǊŎŜǎΣ ǎƘŜ ƛǎ ƪŜŜƴ ǘƻ ŜƴŎƻǳǊŀƎŜ teachers to ask parents for donations of, for 

example, arts and crafts resources for curriculum activities. The formality of monetary donations 

compared with the informality of gifts-in-kind appears to mediate between different purposes 

(academic or enrichment) when it comes to donations so that if donated items are given informally, 

[ŔŊƨƖĲЮΥΤЮцЮÉE ЮċƖĲċЮĦƖĲċƣĲĬЮŉŸƖЮ§ƖũċЮ
ċŰĬЮÅŸƚŔĲЮƽŔƣőЮƣŸǃƚЮċŰĬЮĬƖĲƚƚŔŰŊЮƨƓЮ
ĦũŸƣőĲƚЮƚŸƨƖĦĲĬЮċŰĬЮĤŸƨŊőƣЮĤǃЮxŔƻЮċŰĬЮ

 ċƣЮёÑ ƚђЮċƣЮ§ċťŔŰŊƣŸŰ 
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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 

ǇŀǊŜƴǘǎ ǿŜǊŜ ǘƻ ŦŜŜƭ ǘƘŜȅ ǿŜǊŜ ōŜƛƴƎ άŎƻŜǊŎŜŘ ώƛƴǘƻϐ ŎƻƭƭŜctive co-ǇǊƻŘǳŎǘƛƻƴέ ƻŦ ŎƻǊŜ ǎŜǊǾƛŎŜǎ ōȅ 

resourcing curriculum activities it is likely to produce negative experiences and unequal outcomes 

(Body and Hogg, 2021, pgs.12-13). Not only would this be an unreliable source and place unethical 

pressure on parents, 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 feels that teachers may pre-

judge the willingness and capabilities of their parent community (Ibid; Holloway and Pimlott-Wilson, 

2012; Barnes and Nolan, 2019) and that a lack of asking inevitably leads to a lack of giving from parents, 

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 because the purpose to 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 reading progression. In 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 volunteers are willing to go through this formal process which 

potentially reduces the number of volunteers the schools could benefit from. Indeed, DBS came up in 

Ƴŀƴȅ ƛƴǘŜǊǾƛŜǿǎ ŀǎ ŀ ōŀǊǊƛŜǊ ǘƻ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅΦ {ƻǇƘƛŜ ǎǇƻƪŜ ƻŦ ΨDǊŀƴŘŀŘ bƻǊƳŀƴΩΣ ŀ ŦŀǘƘŜǊ ƻŦ ƻƴŜ 

of the previous governors, who would come into ǎŎƘƻƻƭ ǘƻ ΨŦƛȄ ǘƘƛƴƎǎΩ ŦǊŜŜ ƻŦ ŎƘŀǊƎŜΦ IƻǿŜǾŜǊΣ ƛǎǎǳŜǎ 

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) ǘƻ ǇŜǊŦƻǊƳ ƳŀƛƴǘŜƴŀƴŎŜ ǘŀǎƪǎ όŀǎ ǿƛǘƘ [ƛǾΩǎ ǎƻƴ, discussed by Greg in the extract at the 

beginning of this chapter).  

In both interviews and observations, references were made to the need to maintain boundaries 

between (certain) parents and the school, and how participation in voluntary activity by parents can 

complicate this relationship. For example, when Applegood have parent volunteers in school, they 

keep them 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 complexity of managing (and consequences of mismanaging) these boundaries is 

clear in the relationship Oakington school have with Lisa, a parent volunteer, who often fails to 

appreciate the boundaries she cannot cross in school. Gemma discussed with me an occasion where 

[REDACTED] had 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 her offer, she could not let 

her on the premises alone whilst the children were in school (she is not DBS checked). She said 

[REDACTED] got angry about this. Such encounters are frustrating for staff who must balance the need 

to maintain boundaries and keep children 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 with [REDACTED] escalated and, in the end, Oakington had to go to the extent 

of blocking [REDACTED] from the schools Facebook page due to mounting conflict and damaging 

comments being posted: 

In the staff room, there was a big conversation going on about how awful [REDACTED] was at 

ǘƘŜ IŀǊǾŜǎǘ CŜǎǘƛǾŀƭ ǘƻŘŀȅΧ [ƛǾ ǎŀƛŘ ǎƘŜ ǿŀǎ ǎƭŀƎƎƛƴƎ ǘƘŜ ǎŎƘƻƻƭ ŀƴŘ YŀǘƘŜǊƛƴŜ ƻŦŦ ǘƻ [ƛǾ ƛƴ 

ŦǊƻƴǘ ƻŦ ƻǘƘŜǊ ǇŀǊŜƴǘǎΣ ǎŀȅƛƴƎ ǎƘŜ ǿŀǎƴΩǘ ƎƻƛƴƎ ǘƻ ōŜ ōǊƛƴƎƛƴƎ ƘŜǊ ȅƻǳƴƎŜǎǘ ŘŀǳƎƘǘŜǊ ōŀŎƪ ǘƻ 

IŀǘŎƘƭƛƴƎǎ ŀǎ ƛǘ ǿŀǎ ǊǳōōƛǎƘ ŀƴŘ ǎƘŜ ŘƛŘƴΩǘ ǘƘƛƴƪ ǎƘŜ ǿŀǎ ƎƻƛƴƎ to send her to Oakington 

ŀƴȅƳƻǊŜΧ DŜƳƳŀ ǎŀƛŘ ǎƘŜ ƳƛƎƘǘ ƴŜŜŘ ǘƻ ōƭƻŎƪ ƘŜǊ ŦǊƻƳ CŀŎŜōƻƻƪΧ [ƛǾ ŀǎƪŜŘ ƛŦ [REDACTED] 

had collected all her stuff from the office yet. Gemma said [REDACTED] had sent [REDACTED] 

[her husband] ƛƴ ǘƻ ŎƻƭƭŜŎǘ ǎǘǳŦŦΣ ōǳǘ ƘŜ ŘƛŘƴΩǘ ƪƴƻǿ ǿƘŀǘ ƘŜ ǿŀǎ ƭƻƻƪƛƴƎ ŦƻǊΧ Liv said there 

ǿŀǎ ǎǘƛƭƭ ǎǘǳŦŦ ƻŦ ƘŜǊǎ ƛƴ ǘƘŜǊŜ ǎƻ ǎƘŜ ǎŀƛŘ ǎƘŜ ǿƻǳƭŘ ǘŀƪŜ ƛǘ ƻǾŜǊ ǘƻ ƘŜǊ ǘƻƴƛƎƘǘΣ ǎƻ ǎƘŜ ŘƻŜǎƴΩǘ 

come back to school. 

[Oakington Daily Fieldnotes, 29th September 2023] 

The decision to block [REDACTED] from the Facebook page is an example of a way staff could police 

the boundaries between (difficult) parents and the school in order to prevent damages to the schools 

reputation and sabotaging of their promotional efforts. However, such boundary maintenance also 

extended to Liv taking on the ŀŘŘƛǘƛƻƴŀƭ ǾƻƭǳƴǘŀǊȅ ǿƻǊƪ ƻŦ ŘǊƛǾƛƴƎ [ƛǎŀΩǎ ōŜƭƻƴƎƛƴƎǎ ƻǾŜǊ ǘƻ ƘŜǊ ƘƻǳǎŜ 

outside of school hours and in her own time so as to prevent [REDACTED] physically coming 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 between [REDACTED] and Oakington fluctuated throughout the 

research between the difficult behaviour discussed above to her being one of the schoolsΩ strongest 

supporters (see Chapter 6 for further discussion of this). She would often discuss with me in field 

conversations how much she loved the school and would engage in voluntary activity to improve the 

ŎƘƛƭŘǊŜƴΩǎ ŜȄǇŜǊƛŜƴŎŜǎ όƛƴŎƭǳŘƛƴƎ ƘŜǊ ƻǿƴ ŘŀǳƎƘǘŜǊǎΩύ, such as providing gardening resources for 

Hatchlings (which her youngest daughter attends) and helping to organise the end of term leavers 

celebration (which her eldest daughter attended). This shows that boundaries in these schools are 

ΨƭƛǾŜΩ ǿƛǘƘ ǘƘŜ Ŏƻƴǎǘŀƴǘ ƴŜŜŘ ǘƻ carefully manage relationships when they are 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 education, is that volunteers are often 

affectively committed (Ward and Greene, 2018). Voluntary activities in schools are 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 situations, 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 confusion, especially when volunteer expectations do not match with the reality of their practice 

(Dixon, 2017). Volunteers are not bound by employment contracts and cannot be rewarded or 

disciplined in the same way as staff (Ward and Greene, 2018). Instead, volunteers are bound by social 

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 
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linked to their child(ren), whose needs will come before the needs of the school more widely. Ward 

ŀƴŘ DǊŜŜƴŜΩǎ όнлмуύ ŜǘƘƴƻƎǊŀǇƘȅ ŦƻǳƴŘ ǘƘŀǘ ƳŀƴŀƎŜǊǎ ŀǊŜ ǊŜƭǳŎǘŀƴǘ ǘƻ ŎƘŀƭƭŜƴƎŜ ǾƻƭǳƴǘŜŜǊǎ ŦƻǊ ŦŜŀǊ 

that they would lose their labour and negatively damage the reputation of the organisation and so 

volunteer-staff relationships required careful and complex navigation. The situation with [REDACTED] 

above is evidence of this. In the context of the small rural primary school, who feel the ever-present 

threat of closure 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 school. Indeed, some of the complexity in managing (especially 

parent) volunteers was attributed to the schools being small, as a ǎƳŀƭƭ ǎŎƘƻƻƭ ƳŜŀƴǎ ƭŜǎǎ ǇŜƻǇƭŜ ǘƻ 

ƳŀƴŀƎŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ōǳǘ ŀƭǎƻ ǘƘŜ ƎǊŜŀǘŜǊ ƭƛƪŜƭƛƘƻƻŘ ƻŦ ŎƻƴƅƛŎǘ ƻŎŎǳǊǊƛƴƎ ǿƘŜƴ ŀ ǎƳŀƭƭ ŀƳƻǳƴǘ ƻŦ 

ǇŜƻǇƭŜ ǿƻǊƪ ƛƴ ŎƭƻǎŜ ǇǊƻȄƛƳƛǘȅ ǘƻ ŜŀŎƘ ƻǘƘŜǊ ǿƛǘƘ ŜƳƻǝƻƴŀƭƭȅπƳƻǝǾŀǘŜŘ ǇǳǊǇƻǎŜǎΦ ²ƘŜƴ ǇŀǊŜƴǘǎ 

ƘŀǾŜ ŀƴ ƛǎǎǳŜ ǿƛǘƘ ǎƻƳŜ ŀǎǇŜŎǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭ ƻǊ ǘƘŜƛǊ ŎƘƛƭŘΩǎ ŜȄǇŜǊƛŜƴŎŜΣ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ Ŏŀƴ ōŜ ŀ 

ǎƛǘŜ ǿƘŜǊŜ ǘƘŜǎŜ ǘŜƴǎƛƻƴǎ Ǉƭŀȅ ƻǳǘΦ ¢Ƙƛǎ Ŏŀƴ ƘŜƭǇ explain why staff seek 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 motivating 

affectively committed parent 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 masculinity (Connell, 2000) are very much 

present in the allocation of voluntary tasks, with male voluntary participation very much linked to their 

ΨƳŀǎŎǳƭƛƴŜΩ ŜƳǇƭƻȅƳŜƴǘΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜŘ Ŧƻƻǘōŀƭƭ ŎƻŀŎƘƛƴƎ ό!ƳŀƴŘŀΩǎ ŘŀŘύΣ ƎŀǊŘŜƴƛƴƎ όtŜǘŜǊ ς 

[ŀǾŜƴŘŜǊΩǎ ŘŀŘύΣ ƳŀƛƴǘŜƴŀƴŎŜ ό[ƛǾΩǎ ǎƻƴs) or construction (Steve, Rob, and LukeύΦ In 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, or just to talk to staff. ¢Ƙƛǎ ǊŜƅŜŎǘǎ ōƻǘƘ ǘƘŜ ŦŜƳƛƴƛǎŀǝƻƴ ƻŦ ǘƘŜ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭ ŜƴǾƛǊƻƴƳŜƴǘ 

ό{ƪŜƭǘƻƴΣ нлмнύ ŀƴŘ ǘƘŀǘ ǾƻƭǳƴǘŜŜǊƛƴƎ ŦƻǊ ǎŎƘƻƻƭ ƛǎ ŀƴ ŀǇǇǊƻǇǊƛŀǘŜ ƎŜƴŘŜǊŜŘ ŀǊŜƴŀ ƛƴ ǿƘƛŎƘ ǘƻ ŜȄŜǊŎƛǎŜ 

ƛƴǘŜƴǎƛǾŜ ƳƻǘƘŜǊƛƴƎ όhΩ.ǊƛŜƴΣ нллуΤ Iƻƭƭƻǿŀȅ ŀƴŘ tƛƳƭƻǧπ²ƛƭǎƻƴΣ нлмоύΦ  

Interestingly, however, boundaries between females and males 

volunteer work was not only conceptual and social, but it was also 

temporal and spatial. The primary school can be seen as a feminised 

environment due to the predominantly female staff composition 

(Skelton, 2012). Beyond picking their children up from school, 

fathers did not tend to venture onto school premises or into the 

school itself. Where men were involved in activities and events, 

these were outside of school hours and/or off school premises. For 

example, SteveΩǎ involvement at Applegood referenced at the start 

of this chapter took place outside of school hours during the 

{ǳƳƳŜǊ CŀƛǊ ŀǘ ǘƘŜ ǿŜŜƪŜƴŘΦ {ǘŜǾŜΩǎ ŎƻƴǎǘǊǳŎǘƛƻƴ ƻŦ ƎŀƳŜǎ ŦƻǊ ǘƘŜ 

fair (see Figure 30) took place at his home, not at school. The 

development of the Applegood woodland area by male relatives of 

Figure 22 - Temporary 'play area' 
created by Liv's husband, Luke, a 

highways worker 
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staff and pupils took place during the school holidays. Similarly, aǘ hŀƪƛƴƎǘƻƴΣ [ƛǾΩǎ ǎƻƴǎ ŀƴŘ ƘǳǎōŀƴŘΣ 

will ŎƻƳŜ ƛƴ ƻǳǘǎƛŘŜ ƻŦ ǎŎƘƻƻƭ ƘƻǳǊǎ ǘƻ ǇŜǊŦƻǊƳ ƳŀƛƴǘŜƴŀƴŎŜ ǘŀǎƪǎΦ [ƛǾΩǎ ǎƻƴ ŦƛȄŜŘ ǘƘŜ ǎŎƘƻƻƭ ǘƻƛƭŜǘ ŀǘ 

the start of this chapter, and Figure 22 shows the temporary early years play area constructed by Luke 

using materials from his job as a highways worker. Nathan, a father at Oakington, is involved in 

IŀǘŎƘƭƛƴƎǎΣ ǿƘƛŎƘ ǘŀƪŜǎ ǇƭŀŎŜ ƻƴ ǘƘŜ ǎŎƘƻƻƭ ŦƛŜƭŘΣ ōǳǘ ƛǎ ǎŜǇŀǊŀǘŜ ŦǊƻƳ ǘƘŜ Ƴŀƛƴ ǎŎƘƻƻƭΩǎ ŀŎǘƛǾƛǘƛŜǎΦ 

Thus, male voluntary work was made spatially invisible as it is undertaken largely outside of school 

premises and/or hours. 

What was also clear, however, was the significant influence of female relatives in initiating, facilitating 

and maintaining ǘƘŜƛǊ ƳŀƭŜ ǊŜƭŀǘƛǾŜΩǎ ǾƻƭǳƴǘŀǊȅ ŜƴƎŀƎŜƳŜƴǘΦ [ƛǾ ǿƛƭƭ ŀǎƪ ƘŜǊ ǎƻƴǎ ŀƴŘ ƘǳǎōŀƴŘ ǘƻ ŎƻƳŜ 

into school (Oakington). 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. ¢ƘǳǎΣ ƛƴ ǘƘŜ ŦŜƳƛƴƛǎŜŘ ŜƴǾƛǊƻƴƳŜƴǘ ƻŦ ǘƘŜ ǇǊƛƳŀǊȅ ǎŎƘƻƻƭΣ CƛƴŎƘΩǎ όмфуоύ 

exǇƭƻǊŀǘƛƻƴ ƻŦ ǿƻƳŜƴΩǎ ƛƴŎƻǊǇƻǊŀǘƛƻƴ ƛƴǘƻ ƳŜƴΩǎ ǿƻǊƪ ƛǎ ǊŜǾŜǊǎŜŘ ς it is the male partners who find 

ǘƘŜƳǎŜƭǾŜǎ ƛƴŎƻǊǇƻǊŀǘŜŘ ƛƴǘƻ ǘƘŜƛǊ ŦŜƳŀƭŜ ǇŀǊǘƴŜǊǎΩ ǿƻǊƪΦ Wǳǎǘ ŀǎ ǿƻƳŜƴΩǎ ǿƻǊƪ ǊŜƳŀƛƴŜŘ ƘƛŘŘŜƴ 

from view in the male-dominated world of professional paid work (Ibid), so male involvement in the 

feminised profession of teaching and female-dominated activity of volunteering has been largely 

unseen. 

!ǎ ŘƛǎŎǳǎǎŜŘ ŀōƻǾŜΣ ǿƘƛƭǎǘ ƴƻǘ ŀƭƭ ŎƘƛƭŘǊŜƴ ǿŜǊŜ 

ŀǿŀǊŜ ƻŦ ǿƘƻ ǾƻƭǳƴǘŜŜǊǎ ƛƴ ǘƘŜƛǊ ǎŎƘƻƻƭǎ ǿŜǊŜΣ ǿƘŀǘ 

ǿŀǎ ŀōǳƴŘŀƴǘƭȅ ŜǾƛŘŜƴǘ ƛƴ ŘƛǎŎǳǎǎƛƻƴǎ ŀƴŘ ŀǊǘǿƻǊƪΣ 

ƛǎ ǘƘŀǘ ǿƘŜƴ ǘƘŜȅ ǘƘƻǳƎƘǘ ƻŦ ǾƻƭǳƴǘŜŜǊǎΣ ǘƘŜȅ ǿŜǊŜ 

ǘƘƛƴƪƛƴƎ ƻŦ ǘƘŜ ŦŜƳŀƭŜ ŀŘǳƭǘǎ ǘƘŜȅ ƪƴŜǿ όǿƘŜǘƘŜǊ 

ǘƘŀǘ ǿŀǎ ǎǘŀũΣ ǇŀǊŜƴǘǎΣ όōƻǘƘύ ƻǊ ƻǘƘŜǊ ǾƻƭǳƴǘŜŜǊǎύΦ 

hƴƭȅ ǎƻƳŜ ŎƘƛƭŘǊŜƴ ǿƘƻǎŜ ŦŀǘƘŜǊǎ ƘŀŘ ǾƻƭǳƴǘŜŜǊŜŘ 

ŀǘ ǎŎƘƻƻƭ ŘƛǎŎǳǎǎŜŘ ƳŀƭŜ ƛƴǾƻƭǾŜƳŜƴǘΦ CƛƎǳǊŜ но 

ŘŜǇƛŎǘǎ ƳƻŘŜƭǎ ƳŀŘŜ ōȅ WŀǎƳƛƴŜ ŀƴŘ aŀƛǎƛŜ ό¸ŜŀǊ 

нΣ !ǇǇƭŜƎƻƻŘύ ŀƊŜǊ ŘƛǎŎǳǎǎƛƻƴǎ ŀōƻǳǘ ǘƘŜƛǊ ƳǳƳǎ 

ǿƘƻ ŎŀƳŜ ƛƴǘƻ ǎŎƘƻƻƭ ǘƻ ǾƻƭǳƴǘŜŜǊΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜŘ 

ǊǳƴƴƛƴƎ ǎǘŀƭƭǎ ŀǘ ŦŀƛǊǎ ŀƴŘ ōŜƛƴƎ ǊŜŀŘƛƴƎ ǾƻƭǳƴǘŜŜǊǎΦ {ƛƳƛƭŀǊƭȅΣ CƛƎǳǊŜ нпΣ ŘǊŀǿƴ ōȅ [ƻǊŜƛŀ ό¸ŜŀǊ рΣ 

hŀƪƛƴƎǘƻƴύ ƛƴ ǊŜǎǇƻƴǎŜ ǘƻ ŘƛǎŎǳǎǎƛƻƴǎ ŀōƻǳǘ Ƙƻǿ ǘƘŜ ǎŎƘƻƻƭ ŦǳƴŘǊŀƛǎŜŘΣ ǎƘƻǿǎ ǘǿƻ ŦŜƳŀƭŜǎ ǊǳƴƴƛƴƎ ŀ 

ǘƻƳōƻƭŀΦ ²ƘŜƴ L ŀǎƪŜŘ ǿƘƻ ǘƘŜȅ ǿŜǊŜ ǎƘŜ ǎŀƛŘΣ άȅƻǳ ŀƴŘ {ŀƳƛǊŀέ όŀ ¢!ύ ōǳǘ L ǘƘƛƴƪ ǎƘŜ ŎŀƳŜ ǳǇ ǿƛǘƘ 

ǘƘƛǎ ƻƴ ǘƘŜ ǎǇƻǘΣ ŦŜŜƭƛƴƎ ƛǘ ǿŀǎ ŀ ΨŎƻǊǊŜŎǘΩ ŀƴǎǿŜǊ ǘƻ ƎƛǾŜΦ 

bŜǾŜǊǘƘŜƭŜǎǎΣ ƛǘ ǿŀǎ ǎǝƭƭ ƛƴǘŜǊŜǎǝƴƎ ǘƘŀǘ ǎƘŜ ƛŘŜƴǝŬŜŘ 

ŦŜƳŀƭŜǎ ŀǎ ƛƴǾƻƭǾŜŘ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀƴŘ ŦŜƭǘ ǘƘƛǎ ǿŀǎ 

ǿƘŀǘ ǎƘŜ ǿŀǎ ŜȄǇŜŎǘŜŘ ǘƻ ƛŘŜƴǝŦȅΦ Thus, children 

themselves identify the gendered division of voluntary 

labour in their schools. But what effect might this 

gendered socialisation have on the children?  

Sullivan (2004, pg.209) argues that day-to-day 

ƛƴǘŜǊŀŎǘƛƻƴ ƛǎ άǎƛƳǳƭǘŀƴŜƻǳǎƭȅ ŎƻƴǎǘƛǘǳǘŜŘ ŀƴŘ 

ŎƻƴǎǘƛǘǳǘƛǾŜέ ƛƴ ƴŀǘǳǊŜ ŀƴŘ ǎƻ ǘƘŜ ǇŜǊŦƻǊƳŀƴŎŜǎ ƻŦ 

gender (by staff and volunteers) that children may see in 

their day-to-day schooling can shape their ideas of how 

Figure 24 - Drawing by Loreia (Year 5, Oakington) 
showing a female teaching assistant and female 
volunteer at the summer fair (and the cake and 

perfume this pupil donated) 

Figure 23 - Playdough models of 'volunteers' (both 
female) by Jasmine and Maisie (Year 2, Applegood) 



 

ΝΝΦ 
 

ƎŜƴŘŜǊ ǎƘƻǳƭŘ ōŜ ΨŘƻƴŜΩΦ ¢ƘǳǎΣ ƛŦ Ƴƻǎǘ ǾƻƭǳƴǘŜŜǊǎ ƛƴ ǎŎƘƻƻƭǎ ŀǊŜ ǿƻƳŜƴΣ ŀƴŘ ƛŦ ƳǳŎƘ ƻŦ ǘƘŜ ǿƻǊƪ ǘƘŜȅ 

Řƻ Ƴŀȅ ōŜ ŎƭŀǎǎŜŘ ŀǎ ΨŎŀǊƛƴƎΩΣ ǘƘƛǎ ǊŜƛƴŦƻǊŎŜǎ ƛƴ ŎƘƛƭŘǊŜƴΩǎ ŎƻƴǎŎƛƻǳǎƴŜǎǎ ǘƘŀǘ ǎŎƘƻƻƭƛƴƎ ŀƴŘ ŎŀǊƛƴƎ ŀǊŜ 

the domains of women and feeds into gender role socialisation (Hochschild, 1983). This is already 

evident in the caring the children do in 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: 

ȅƻǳϥǾŜ ŀƭǿŀȅǎ Ǝƻǘ ǘƘŜ ȅŜŀǊ ŬǾŜΣ ǎƛȄ ƎƛǊƭǎΦ ¢ƘŜȅϥǊŜ ǎǘǊŀƛƎƘǘ ǘƘŜǊŜ ƭƻƻƪƛƴƎ ŀƊŜǊ ǘƘŜƳ άƻƘΣ ǎƘŜϥǎ 

ŦŀƭƭŜƴ ƻǾŜǊέΣ ƭƛƪŜ ƳƻǘƘŜǊƛƴƎ ǘƘŜƳ ŀƴŘ ƴǳǊǘǳǊƛƴƎ ǘƘŜƳΦ ό[ŀǳǊŀύ 

[ŀǳǊŀΩǎ ǳǎŜ ƻŦ ǘƘŜ ǘŜǊƳ ΨƳƻǘƘŜǊƛƴƎΩ ǊŜŦƭŜŎǘǎ ŜȄŀŎǘƭȅ ǘƘŜ ƪƛƴŘ ƻŦ ǎƻŎƛŀƭƛǎŀǘƛƻƴ ǘƘŜǎŜ ƎƛǊƭǎ ŀǊŜ ǊŜŎŜƛǾƛƴƎΣ 

and the care they are expected to showШыIbid). Incidentally, it was always the girls in art groups who 

wanted to come back again to help the younger children (and who helped me tidy up!). Whilst Laura 

did mention Mark (Year 5) who always helped care for her one-to-one Joey, he was the only one 

mentioned. And when I asked Mark about his caring role in his art group, he seemed bewildered and 

keen to distaƴŎŜ ƘƛƳǎŜƭŦ ŦǊƻƳ ǘƘŜ ƴƻǘƛƻƴ ƻŦ ΨŎŀǊƛƴƎΩΦ {ƛƳƛƭŀǊƭȅΣ ŀǘ hŀƪƛƴƎǘƻƴΣ ǿƘŜƴ L ƎŀǾŜ ŜȄŀƳǇƭŜǎ ƻŦ 

the care Caleb (Year 6) showed to the younger pupils, he shrugged and changed the subject. Whilst I 

was saddened by these reactions, it did highlight the continued strength of gendered stereotypes in a 

ŎƻƳƳǳƴƛǘȅ ǿƘŜǊŜ ΨŜǾŜǊȅƻƴŜ ŎŀǊŜǎ ŦƻǊ ŜŀŎƘ ƻǘƘŜǊΩΦ  

Whilst Fenstermaker and West (2002, pg.211) argue that the situated conduct in which difference is 

accomplished is not pre-determined and that social interactions provide the potential for subversion, 

ǊŜǎƛǎǘŀƴŎŜ ŀƴŘ άŎƻƴǎŎƛƻǳǎ ŀƴŘ ŎƻƴǎŜǉǳŜƴǘƛŀƭ ƻǇǇƻǎƛǘƛƻƴέ to the prevailing social structure, 

stereotypes around those involved in voluntary activity are not effectively challenged in these schools 

by staff or parents. ²ƘŜǊŜ ƳŀƭŜ ǾƻƭǳƴǘŜŜǊǎ ŀǊŜ ƛƴǾƻƭǾŜŘ ƛƴ ǎŎƘƻƻƭΣ ǘƘŜȅ ǳǎǳŀƭƭȅ ƘŜƭǇ ǿƘŜƴ ǘƘŜ ŎƘƛƭŘǊŜƴ 

ŀǊŜ ƴƻǘ ƛƴ ǎŎƘƻƻƭΦ ¢ƘǳǎΣ ǘƘŜ ŎƘƛƭŘǊŜƴ ǊŀǊŜƭȅ ǎŜŜ ǘƘŜƳΣ ŦǳǊǘƘŜǊ ƭƛƳƛǝƴƎ ǘƘŜ ƻǇǇƻǊǘǳƴƛǝŜǎ ǘƻ ŎƘŀƭƭŜƴƎŜ 

ǎǘŜǊŜƻǘȅǇŜǎΦ LƴŘŜŜŘΣ ƛǘ ŀŎǘǳŀƭƭȅ ǊŜƛƴŦƻǊŎŜǎ ǘƘŜ ƛŘŜŀ ǘƘŀǘ ƳŜƴ ǎƘƻǳƭŘ ƴƻǘ ōŜ ǎŜŜƴ ǘƻ ōŜ ƛƴǾƻƭǾŜŘ ƛƴ ǎŎƘƻƻƭ 

ŀƴŘ ƛŦ ǘƘŜȅ ŀǊŜ ƛǘ ƛǎ ƭƛƴƪŜŘ ǘƻ ǘƘŜƛǊ ŜƳǇƭƻȅƳŜƴǘ ƻǊ ǇǊŀŎǝŎŀƭ ǎƪƛƭƭǎ όǊŀǘƘŜǊ ǘƘŀƴ ŜƳƻǝƻƴŀƭ ŎŀǊƛƴƎ ǎƪƛƭƭǎΣ 

ŦƻǊ ŜȄŀƳǇƭŜύΦ Wƻȅ ŜǾŜƴ ǊŜŦŜǊǊŜŘ ǘƻ ƘŜǊ ƘǳǎōŀƴŘ ŀǧŜƴŘƛƴƎ ǘƘŜ ǎŎƘƻƻƭ ŦŀƛǊ ŀǎ ōŜƛƴƎ ǘƘŜǊŜ ǘƻ ΨōŀōȅǎƛǘΩ ƘŜǊ 

ȅƻǳƴƎŜǎǘ ǎƻ ǘƘŀǘ ǎƘŜ ŎƻǳƭŘ ƎŜǘ ƻƴ ǿƛǘƘ ǊǳƴƴƛƴƎ ǘƘŜ ǎǘŀƭƭΦ ¢Ƙƛǎ ǎƻƳŜǿƘŀǘ ŘƛƳƛƴƛǎƘŜŘ ǘƘŜ ƛƳǇƻǊǘŀƴǘ ǊƻƭŜ 

ƻŦ ŎƘƛƭŘŎŀǊŜ όǿƛǘƘƛƴ ǘƘŜ ¢{h[ ƻŦ ǘƘŜ ǎŎƘƻƻƭ ŦŀƛǊύ ǿƘŜƴ ƛǘ ƛǎ ōŜƛƴƎ ǳƴŘŜǊǘŀƪŜƴ ōȅ ǘƘŜ ŦŀǘƘŜǊ ǊŀǘƘŜǊ ǘƘŀƴ 

ǘƘŜ ƳƻǘƘŜǊ ŀƴŘ ǊŜƅŜŎǘŜŘ ǘƘŜ ƎŜƴŘŜǊŜŘ ŘƛǾƛǎƛƻƴ ƻŦ ƭŀōƻǳǊ ōŜǘǿŜŜƴ Wƻȅ ŀƴŘ ƘŜǊ ƘǳǎōŀƴŘ όIƻƭƭƻǿŀȅ ŀƴŘ 

tƛƳƭƻǧπ²ƛƭǎƻƴΣ нлмоύΦ ¢ƘŜǎŜ ƎŜƴŘŜǊŜŘ ŘƛǾƛǎƛƻƴǎ ǿŜǊŜ ǾŜǊȅ ǾƛǎƛōƭŜΣ ŜǾŜƴ ƛŦ ƴƻǘ ŀƭǿŀȅǎ ǾƻŎŀƭƛǎŜŘΣ ŀƴŘ 

ǘƘŜȅ ǎŜǊǾŜ ǘƻ ǇŜǊǇŜǘǳŀǘŜ ǎǘŜǊŜƻǘȅǇŜǎ ŀǊƻǳƴŘ ǿƘƻ Ŏŀƴ ŀƴŘ ǎƘƻǳƭŘ ōŜ ŎŀǊǊȅƛƴƎ ƻǳǘ ǾƻƭǳƴǘŀǊȅ ǿƻǊƪ ƛƴ 

ǘƘŜǎŜ ǎŎƘƻƻƭǎΦ  

 

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, I easily fell back into work practices I had learnt as 

a TA whilst in my volunteer role for the schools. Indeed, I was seen and treated as a TA by the children 



 

ΝΞΜ 
 

and most parents even though I had explained my role as a researcher and volunteer. Even after many 

research discussions, and an interview with Kim, she still thought of me as a staff member. At 

!ǇǇƭŜƎƻƻŘΩǎ hǇŜƴ 5ŀȅΣ ǿƘƛŎƘ ǿŜ ǿŜǊŜ ōƻǘƘ ǾƻƭǳƴǘŜŜǊƛƴƎ ŀǘΥ 

Kim and I began discussing our roles in school, she said άǿŜƭƭΣ ȅƻǳΩǊŜ ǎǘŀŦŦέ. I said, άLΩƳ ƴƻǘΣ LΩƳ 

a volunteerέ and she joked άbut you live here!έ We laughed and she clarified, άdo you choose 

to be here?έ I said, άȅŜŀƘ ōǳǘ LΩƳ ŀƭǎƻ ŘƻƛƴƎ Ƴȅ ǊŜǎŜŀǊŎƘ ǎƻ L ƪƛƴŘ ƻŦ ƘŀǾŜ ǘƻ ōŜ ƘŜǊŜ ǘƻƻέ. She 

said άyeah, well I think of you as staffέ 

[Applegood Daily Fieldnotes, 13th October 2022] 

¢Ƙƛǎ ƛƴǘŜǊŀŎǘƛƻƴ ǿŀǎ ƛƴǘŜǊŜǎǘƛƴƎ ōŜŎŀǳǎŜ ƛǘ ƘƛƎƘƭƛƎƘǘŜŘ YƛƳΩǎ ŎƻƴŎŜǇǘǳŀƭƛǎŀǘƛƻƴ ƻŦ ǘƘŜ ŘƛŦŦŜǊŜƴŎŜ 

ōŜǘǿŜŜƴ ΨǎǘŀŦŦΩ ŀƴŘ ΨǾƻƭǳƴǘŜŜǊΩ ŀǎ ŘŜǇŜƴŘƛƴƎ ƻƴ ǘƘŜ ŀƳƻǳƴǘ ƻŦ ǘƛƳŜ ǎǇŜƴǘ ƛƴ ǎŎƘƻƻƭ όǘƘŜ ƭƻƴƎŜǊ ǘƘŜ 

time, the more like a staff member you are) and whether you choose to be there (the freer you are to 

choose, the more like a volunteer you are). This suggests that it is normal for staff (at all levels) to 

ǎǇŜƴŘ ǎƻ ƳǳŎƘ ƻŦ ǘƘŜƛǊ ǘƛƳŜ ƛƴ ǎŎƘƻƻƭ ǘƘŜȅ ŀǊŜ ŎƻƴǎƛŘŜǊŜŘ ǘƻ ΨƭƛǾŜ ǘƘŜǊŜΩ όŀ ŎƻƭƭŀǇǎƛƴƎ ƻŦ ǎǇŀǘƛŀƭ 

boundaries) but that they have little choice in doing so (the normalisation of blurred boundaries 

ōŜǘǿŜŜƴ ǎǘŀŦŦΩǎ ǇŀƛŘ ŀƴŘ ǳƴǇŀƛŘ ǿƻǊƪύΦ Lǘ ŀƭǎƻ ŦǳǊǘƘŜǊ ǊŜŦƭŜŎǘǎ Ƙƻǿ ǘƘŜ ƛƴǾƛǎƛōƛƭƛǘȅ ŀƴŘ ōƭǳǊǊƛƴƎ ƻŦ 

boundaries are embedded in Applegood, yet attempts are made to maintain boundaries to 

ŎƻƴŎŜǇǘǳŀƭƛǎŜ ŀƴŘ ǳƴŘŜǊǎǘŀƴŘ ǇŜƻǇƭŜΩǎ ƳƻǘƛǾŀǘƛƻƴǎ ŀƴŘ ǿƻǊƪƛƴƎ ǇǊŀŎǘƛŎŜǎ ƛƴ ǘƘƛǎ ŜƴǾƛǊƻƴƳŜƴǘΦ 

As far as the schools were concerned, I was legally categorised as a volunteer. However, whilst 

spatially my work took place in school (and was therefore visible), it was never related solely to the 

schools purposes, as I was always observing and regularly note-taking and engaging in conversations 

for my research. Because the staff knew I was doing research through my voluntary role, this may 

have made some of the staff at Applegood (where I 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 to me seemed confused by my positionality and how to categorise me. I was a 

volunteer, not a TA, yet I was in the classroom alongside them, and the children related to 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 I am relatively naïve). 

They were therefore surprised by how comfortable I was in the classroom, and how much I was willing 

to get involved with. I often felt like I was being a nuisance if I offered to help with things beyond what 

ƳƛƎƘǘ ΨƴƻǊƳŀƭƭȅΩ ōŜ ŜȄǇŜŎǘŜŘ ƻŦ ŀ ǾƻƭǳƴǘŜŜǊΦ LƴŘŜŜŘΣ Ƴȅ ǎǘŀǘus as a volunteer was brought up to 

distinguish my work from that of a paid TA on multiple occasions at Applegood. For example, when 

helping tidy up Star class, Steph said she was άǎƻǊǊȅΣ ǘƘƛǎ ώǿŀǎƴΩǘϐ ŀ ǾŜǊȅ ŜȄŎƛǘƛƴƎ Ƨƻōέ. I was intrigued 

ōȅ ǘƘƛǎ ŎƻƳƳŜƴǘ ŀǎ ƛǘ ǎǳƎƎŜǎǘŜŘ ǘƘŜ ǎŎƘƻƻƭ ƳƛƎƘǘ ǳǎǳŀƭƭȅ ŘƛǊŜŎǘ ǾƻƭǳƴǘŜŜǊǎ ǘƻ ƳƻǊŜ ΨƛƴǘŜǊŜǎǘƛƴƎΩ ǊŀǘƘŜǊ 

ǘƘŀƴ ΨƳǳƴŘŀƴŜΩ ǊƻƭŜǎ ό5ƛȄƻƴΣ нлмтύΦ Lƴ ŀ ŘƛŦŦŜǊŜƴǘ ǎƛǘǳŀǘƛƻƴΣ ǿƘƛƭǎǘ ǎǳǇǇƻǊǘƛƴƎ ŀ ŎƘƛƭŘ ǿƛǘƘ {9bΣ !ƭƛŎŜ 

often asked if I was okay with this as she knew I was άonly a volunteerέ. 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 my positionality, I had uncovered and was then able to explore and 

deconstruct taken-for-ƎǊŀƴǘŜŘ ΨŦŀŎǘǎΩ ƛƴ !ǇǇƭŜƎƻƻŘΩǎ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅΦ 
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Invisibility 
 

²ƘŜƴ L ŎƻƴǎƛŘŜǊ ǘƘŜ ΨƛƴǾƛǎƛōƭŜ ǘƻ ǿƘƻΚΩ ǉǳŜǎǘƛƻƴ ŦƻǊ ƳȅǎŜƭŦΣ L ǊŜŎƻƎƴƛǎŜ ǘƘŀǘ L was seen much more as 

a volunteer in Applegood (where I was formally inducted and given a timetable) than in Oakington 

where I was seen as another TA (and where I had been formally employed previously). Indeed, my 

prior relationships and the current circumstances in each school affected how I was used as a 

volunteer. At Oakington I had been a TA and was well-known to the staff and the children. As such my 

voluntary activity continued as if I was still a TA (boundaries were invisible). Interestingly, however, 

Greg (who had not known me as a TA) discussed the effect of current pressures on my volunteering 

at Oakington in his interview: 

Greg: well, I 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 

ƘŜǊŜΧ really what I would like is I would like, but we've got someone off sick, we've got an 

advert out that we can't fill. So, all we're using you do is άTaylah, please, can you be TA in 

here?έ  

Me: Yeah, it's fine. I love it. [laughs] 

Greg: ǿƘƛŎƘ ƛǎ ƎǊŜŀǘΦ !ƴŘ ȅƻǳΩǊŜ ŀ ƎǊŜŀǘ ¢!Σ ōǳǘ actually imagine, you know, [if] we had those, 

you know, the position filled, and the other position filled, maybe I could ask you to do 

something really interesting. You know, like, because actually, you're so intelligent and so well 

qualified. If the classes were all manned. If you could take children out and do phonics 

interventions, that would be so much better. And you'd be more than capable of doing that. 

Me: ōŜŎŀǳǎŜ L ǘƘƛƴƪ ǘƘŀǘΩǎ ƻōǾƛƻǳǎƭȅ ŀǘ !ǇǇƭŜƎƻƻŘ L ǿŀǎΣ L Řƻ Ƨǳǎǘ ǊŜŀŘƛƴƎ ǘƘŜǊŜΣ ǎƻ  

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 like άOh, okay. We really needed two 

ǇŜƻǇƭŜ ƛƴ ǘƘŜǊŜΣ ōŜŎŀǳǎŜ ώ{9b ŎƘƛƭŘΩǎϐ Ǝƻǘ ƻƴŜ ǘƻ ƻƴŜΦ !ƴŘ ǘƘŜƴ ǎƻ !Ƴȅ ŘƻŜǎƴϥǘ ƘŀǾŜ ŀ ¢!Φ hƘΣ 

ŀƴŘ ƴƻǿΣ {ŀƭƭȅΩǎ ƴƻǘ ǘƘŜǊŜΦ {ƻΣ ǿŜƭƭ ǿŜΩƭƭ ƘŀǾŜ ¢ŀȅƭŀƘ ƛƴ ǘƘŜǊŜ ǘƘǊŜŜ ŘŀȅǎΣ ŀƴŘ ǘƘŜƴ {ŀƳƛǊŀ ƛƴ 

there twoέ. But yeahΣ ƭƛƪŜΧ ōǳǘ ǘƘŜƴ ǘƘŀǘϥǎ Ƨǳǎǘ ŎƻǾŜǊƛƴƎ ǘƘŜΣ ǿƘŀǘ ǎƘƻǳƭŘ ƘŀǾŜ ōŜŜƴ ǘƘŜǊŜ 

anyway. As opposed to oh, what should be there is here. So, άTaylah, can you do these?έ, you 

know, άtarget these children for their reading?έΣ άCan you target these children for their 

phonics?έ you know? άCan you do some? This really cool maths intervention programme 

ǘƘŀǘΩǎ ƎǊŜŀǘ ŦƻǊ ōǳƛƭŘƛƴƎ ǘƘŜƛǊ ǳƴŘŜǊǎǘŀƴŘƛƴƎέ which, all of which you'd be like, super capable 

of doing 

There was very much a sense that I was a necessity at Oakington (with staff absence and increased 

SEN need) and whilst staff were grateful for me being there, senior staff wished they could put me to 

ŀ ŘƛŦŦŜǊŜƴǘ ǳǎŜ ǘƘŀǘ ǿŀǎ ŜǾŜƴ ƳƻǊŜ ōŜƴŜŦƛŎƛŀƭ ǘƻ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴ όWƻƘƴǎƻƴ Ŝǘ ŀƭΣ нлноύΦ ¢Ƙƛǎ 

situation highlights that, in the current financial climate for small schools, even when they do have 

access to highly qualified volunteers, they are not always ŀōƭŜ ǘƻ ǳǎŜ ǘƘŜƳ ǘƻ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ 

educational advantage. Due to a lack of staff 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 I 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 



 

ΝΞΞ 
 

ǊŜǘŀƛƴŜŘΦ ¢ƘǳǎΣ ŘŜǎǇƛǘŜ ŜǎǇƻǳǎŜŘ ǇƻƭƛŎȅ ŀƛƳǎ ǘƘŀǘ ǎŎƘƻƻƭǎ ǎƘƻǳƭŘ ǳǎŜ ǾƻƭǳƴǘŜŜǊǎ ǘƻ ŜƴƘŀƴŎŜ ǇǳǇƛƭǎΩ 

education, this ignores the day-to-day realities of small rural primaries existence (Bagley and Hillyard, 

2014) and fails to consider personal motivations and satisfaction 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 large/urban and small/ rural 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 I would be willing to take part in a more formal 

voluntary role; listening to the children read in a targeted 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 I continued beyond my data collection phase 

at Applegood to maintain contact with the school, and because I really enjoyed it! I felt the children 

opened up much more in a one-to-one situation outside of the classroom. There were some children 

that I had only ever heard a few words from in class who chatted to me for ages when they had the 

chance in a one-to-one setting. I loved getting to know them more and discussing their books (and 

how the stories and characters relate to real life) with them. The satisfaction I derived personally from 

this reflects findings 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 I noticed I could not do as a volunteer that I 

could as a TA, such as taking the children onto the playground on my own (at Applegood): 

Sue asked if I could take kids out for break. I started to take them out of the classroom, but 

{ǳŜ Ǌŀƴ ŀŦǘŜǊ ƳŜ ǎŀȅƛƴƎ άƴƻ L ŘƛŘƴΩǘ ƳŜŀƴ ƻƴ ȅƻǳǊ ƻǿƴΣ ǎƻƳŜƻƴŜ Ƙŀǎ ǘƻ ŎƻƳŜ ǿƛǘƘ ȅƻǳέΦ L ƘŀŘ 

to get kids to come back inside. I apologised profusely [and was mortified that I may have 

over-stepped my role as a volunteer but also upset that Sue had made such a display in front 

ƻŦ ǘƘŜ ŎƘƛƭŘǊŜƴϐΦ ¢ƘŜ ƪƛŘǎ ŀǎƪŜŘ ǿƘȅ L ŎƻǳƭŘƴΩǘ ǘŀƪŜ ǘƘŜƳ ƻǳǘǎƛŘŜ ŀƴŘ {ǳŜ ǎŀƛŘ άaƛǎǎ [ŀǿ ƛǎƴΩǘ 

ŀ ƳŜƳōŜǊ ƻŦ ǎǘŀŦŦΣ ǎƘŜΩǎ ŀ ǾƻƭǳƴǘŜŜǊέ ώƪƛŘǎ ŘƻƴΩǘ ΨǎŜŜΩ ǘƘŜ ŘƛŦŦŜǊŜƴŎŜ ōŜǘǿŜŜƴ ǾƻƭǳƴǘŜŜǊǎ ŀƴŘ 

ǎǘŀŦŦϐΦ ±ƛƻƭŜǘ ό¸ŜŀǊ сύ ǎŀƛŘΣ ŎƻƴŦǳǎŜŘΣ άǎƻ ǘƘŀǘ ƳŜŀƴǎ ǿŜ ŘƻƴΩǘ ǘǊǳǎǘ aƛǎǎ [ŀǿΚέ !ƴŘ {ǳŜ ǎŀƛŘ 

άƴƻΣ ƴƻ ƛǘǎ Ƨǳǎǘ ǊŜƎǳƭŀǘƛƻƴǎέ 

[Applegood Daily Fieldnotes, 22nd June 2022] 

Reflecting on this scenario, I got the impression that Sue did not much like how I could relate to and 

engage with some of the children she supported, and this may have influenced her reaction and 

behaviour towards me. However, she was also 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 I had to work hard to build 

a rapport with Sue and, on reflection, decided to limit my activities much more when asked to support 

in her class. Encounters such as this indicate how, within the education profession, although there are 

many overlaps (crossing of boundaries) in the tasks that paid staff and volunteers do (Dixon, 2017; 

Johnson et al, 2023), this can cause tensions and attempts to redraw professional boundaries (Lamont 

and Molnár, 2002, pg.178) by (predominantly) TAs who wish to differentiate their work (identity, skills, 
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and expertise) from that of volunteers through boundary-marking and boundary-maintenance (Ibid, 

pg.187; Johnson et al, 2023). Moreover, this boundary-maintenance differed between the schools 

(Ibid), with Applegood being much more formal than Oakington, where I was often treated as another 

TA (see above). This is further evidence that boundaries are live and ongoing constructions, as they 

are negotiable within and between contexts.  

In response to my unintended transgression of boundaries, there was a lot of identity work I was 

required to undertake and careful balances to be struck between my research activities and being 

useful to the schools (to make my research activities ethical and easier to facilitate). Nevertheless, the 

fact that I had to reflect on how to strike these balances, position myself, and maintain boundaries 

Ƙŀǎ ōŜŜƴ ǊŜǾŜŀƭƛƴƎ ƛƴ ǘŜǊƳǎ ƻŦ Ƙƻǿ ŘƛŦŦŜǊŜƴǘ ΨǿƻǊƪΩ ŀƴŘ ΨǿƻǊƪŜǊǎΩ ŀǊŜ ŜƳōŜŘŘŜŘ ŀƴŘ ǳƴŘŜǊǎǘƻƻŘ ƛƴ 

the school environment, and the boundaries which they are allowed to or are prevented from 

crossing, how and why. No boundary is stable. Indeed, between contexts, and over time as positions 

and positionality changes, so too do boundaries ς their crossing, maintenance, or negotiation ς 

become apparent. This was not just the case for me, but was also something discussed with other 

research participants: 

aŜΥ {ƻΣ ǿƘŀǘ ŀǊŜ ƛƴ ǘŜǊƳǎ ƻŦ ǎƻǊǘ ƻŦ ƭƛƪŜ ƻƴ ŀ Řŀƛƭȅ ōŀǎƛǎΣ ȅƻǳǊ ǊŜƭŀǝƻƴǎƘƛǇǎ ƭƛƪŜ ǿƘŜƴ ȅƻǳ Ǝƻ 

ƛƴǘƻ ǘƘŜ ǎŎƘƻƻƭΚ 

{ƻǇƘƛŜΥ hƘƘΣ ǿƘŀǘΣ ŀǎ ŀ ǇŀǊŜƴǘΚ 

aŜΥ !ǎΣ ǿŜƭƭΣ Ƙƻǿ Řƻ ǇŜƻǇƭŜ ǎŜŜ ȅƻǳΚ 5ƻ ǘƘŜȅ ǎŜŜ ȅƻǳ ŀǎ ŀ ǇŀǊŜƴǘ ŬǊǎǘ ƻǊΚ 

{ƻǇƘƛŜΥ ǿŜƭƭΣ ƴƻ ώƭŀǳƎƘǎϐ L ƳŜŀƴΣ ƛǘϥǎ Ŧǳƴƴȅ ȅƻǳ ǎƘƻǳƭŘ ǎŀȅ ǘƘŀǘ L ǿŜƴǘ ƛƴ ǘƻ Ǉŀȅ ǎƻƳŜ ōǊŜŀƪŦŀǎǘ 

Ŏƭǳō ƳƻƴŜȅ ŀƴŘ bŀƴŎȅ ǿŀǎ ǘǊȅƛƴƎ ǘƻ Řƻ ǎƻƳŜǘƘƛƴƎ ƻƴ ǘƘŜ ŎƻƳǇǳǘŜǊΦ !ƴŘ /ǊȅǎǘŜƭƭŜ ǿŀǎ Ƨǳǎǘ 

ώƭŀǳƎƘǎϐ ƭƛƪŜ ά{ƻǇƘƛŜΦ /ŀƴ ȅƻǳ Ƨǳǎǘ Ǝƻ ƛƴ ǘƘŜǊŜ ŀƴŘ Řƻ ƛǘ ŦƻǊ ƘŜǊΚ .ŜŎŀǳǎŜ L ƴŜŜŘ ƛǘ ƴƻǿέΦ [ƛƪŜ 

άhƪŀȅΗέ L Řƻƴϥǘ ƪƴƻǿΦ L ǎǳǇǇƻǎŜ ƛǘ ƛǎ ŀ ƘŀǊŘ ǘǊŀƴǎƛǝƻƴ ǘƻ ƳŀƪŜΦ Lǘ ǿŀǎΦ Lǘ ǿŀǎ ǊŜŀƭƭȅ ǿŜƛǊŘ 

ǿŀƭƪƛƴƎ ƛƴǘƻ ǎŎƘƻƻƭΣ ƴƻǘ ōŜƛƴƎ ŀ ƳŜƳōŜǊ ƻŦ ǎǘŀũΦ ώΧϐ 

aŜΥ ̧ ŜŀƘΦ ¸ŜŀƘΣ ŀƘƘ ǘƘŀǘΩǎ ƛƴǘŜǊŜǎǝƴƎΦ ¸ŜŀƘΣ ōŜŎŀǳǎŜ L ŦƻǳƴŘ ƛǘΦ ¸ŜŀƘΦ Lǘϥǎ ǊŜŀƭƭȅΣ ƭƛƪŜΣ ƴƛŎŜ ǘƻ 

ƘŜŀǊ ȅƻǳ ǎŀȅ ǘƘŀǘ ōŜŎŀǳǎŜ L ŦƻǳƴŘ ƛǘΦ [ƛƪŜΣ ŜȄŀŎǘƭȅ ǘƘŜ ǎŀƳŜ ƎƻƛƴƎ ŦǊƻƳ ōŜƛƴƎ ŀ ¢! ǘƻ ǘƘŜƴ 

ōŜƛƴƎ ŀ ǾƻƭǳƴǘŜŜǊΦ L ǿŀǎ ƭƛƪŜΣ άL Řƻƴϥǘ ƪƴƻǿ ǿƘŀǘ LϥƳ ŀƭƭƻǿŜŘ ǘƻ Řƻ ŀƴȅƳƻǊŜέ 

{ƻǇƘƛŜΥ ώƭŀǳƎƘǎϐ bƻΗ 

aŜΥ [ƛƪŜΣ L Řƻƴϥǘ ƪƴƻǿΦ !ƴŘ ƛǘϥǎ ǊŜŀƭƭȅ ƭƛƪŜΣ ŘƛŶŎǳƭǘΦ  

{ƻǇƘƛŜΥ ƛǘΩǎ ƘŀǊŘ ƛǎƴΩǘ ƛǘΗΚ 

aŜΥ Lǘϥǎ ǎƻ ŘƛŶŎǳƭǘΦ 

{ƻǇƘƛŜΥ ̧ ŜŀƘΗ ƛǘϥǎ ƘŀǊŘΗ ώΧϐ !ƴŘ ȅŜŀƘΣ LϥƳ ƭƛƪŜΣ άŀƳ L ŀƭƭƻǿŜŘ ƛƴ ȅƻǳǊ ƻŶŎŜΚ ώ¸ŜŀƘϐΦ !Ƴ L 

ŀƭƭƻǿŜŘ ƛƴ ǘƘŜ ǎŎƘƻƻƭΚ !Ƴ LΗέ ώȅŜŀƘϐ L Řƻƴϥǘ ƪƴƻǿ ώƭŀǳƎƘǎϐ LϥƳ Ǝƻƴƴŀ ŀǎƪΦ ά/ŀƴ L Ǝƻ ŀƴŘ ǎŜŜ 

bŀƴŎȅΚέ ¢ƘŜȅΩǊŜ ƭƛƪŜΣ άǿƘȅ ŀǊŜ ȅƻǳ ŀǎƪƛƴƎΚέ ώȅŜŀƘϐ ά²ŜƭƭΣ ōŜŎŀǳǎŜ ǘƘŀǘϥǎ ǘƘŜ ƴƻǊƳŀƭ ǇŀǊŜƴǘ 

ǘƘƛƴƎ ǘƻ Řƻ ƛǎ ǘƻ ŀǎƪέΦ 

For Sophie, when she changed position from being a ¢! ŀǘ !ǇǇƭŜƎƻƻŘ ǘƻ ōŜƛƴƎ ŀ ΨƴƻǊƳŀƭ ǇŀǊŜƴǘΩΣ ǎƘŜ 

suddenly had to contend with boundaries she had never considered before, whether that be thinking 

about how conceptually she is categorised by the school community, where physically she is allowed 

to be within the school now, or socially where 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, 



 

ΝΞΠ 
 

this is not technically her responsibility any more. Within school, Nancy is the business manager, 

/ǊȅǎǘŜƭƭŜ ƛǎ ƘŜǊ ǎƻƴΩǎ όƘŜŀŘύǘŜŀŎƘŜǊΣ ŀƴŘ {ƻǇƘƛŜ ƛǎ ŀ ǇŀǊŜƴǘΣ ŀƭōŜƛǘ ƻƴŜ ǿƛǘƘ ǇǊƛǾƛƭŜƎŜŘ ƪƴƻǿƭŜŘƎŜ ŀƴŘ 

ŀŎŎŜǎǎΦ IƻǿŜǾŜǊΣ ƛǘ ƛǎ ǇǊŜŎƛǎŜƭȅ ōŜŎŀǳǎŜ ƻŦ {ƻǇƘƛŜΩǎ Ŝxperience and relationships (see Chapter 6 for 

further discussion of this) that she is permitted to cross boundaries even though her official role has 

changed. Thus, when an individual has pre-existing relationships, experience and skills, boundaries are 

much easier to negotiate than they are for others without this privileged positionality. 

aŀƛƴǘŀƛƴƛƴƎ ōƻǳƴŘŀǊƛŜǎ ǿŀǎ ŀƭǎƻ ƛƳǇƻǊǘŀƴǘ ǘƻ ŎƻƴǎƛŘŜǊ ƛƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ǾƻƭǳƴǘŜŜǊƛƴƎ ǿƛǘƘ {9b 

ŎƘƛƭŘǊŜƴΦ IƛǎǘƻǊƛŎŀƭƭȅΣ {9b ŎƘƛƭŘǊŜƴΩǎ ƛƴŎƭǳǎƛƻƴ ƛƴ ƳŀƛƴǎǘǊŜŀƳ ǎŎƘƻƻƭƛƴƎ Ƙŀǎ ƭŜŘ ǘƻ ǘƘŜ ƘǳƎŜ ƛƴŎǊŜŀǎŜ ƛƴ 

¢!ǎ ƛƴ ŜŘǳŎŀǝƻƴ ό[ŜǿƛǎΣ нлноύΣ ŀǎ Ƴŀƴȅ {9b ŎƘƛƭŘǊŜƴ ǊŜǉǳƛǊŜ ƻƴŜπǘƻπƻƴŜ ǎǳǇǇƻǊǘ ό{ƘŀǊǇƭŜǎ Ŝǘ ŀƭΣ нлмсύΦ 

As a volunteer I was also used to fulfil this role. However, some of this labour at Applegood was 

ΨƛƴǾƛǎƛōƭŜΩ ǘƻ ŎŜǊǘŀƛƴ ǎǘŀŦŦΦ CƻǊ ŜȄŀƳǇƭŜΣ Ƴȅ one-to-one ǎǳǇǇƻǊǘ ƻŦ !ŘŀƳ ό¸ŜŀǊ мύΣ ƛƴ !ƭƛŎŜΩǎ Ŏƭŀǎǎ ǿŀǎ 

valued ŀƴŘ Ǿƛǘŀƭ Ψƛƴ ǘƘŜ ƳƻƳŜƴǘΩ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΦ !ǎ ǎƘŜ ŜȄǇƭŀƛƴŜŘ ǘƻ ƳŜ ƛƴ ƘŜǊ ƛƴǘŜǊǾƛŜǿΥ  

¢ƘŜǊŜϥǎ ōŜŜƴ Řŀȅǎ ǘƘƛǎ ǘŜǊƳ ǿƘŜƴ ǿŜ ŎƻǳƭŘƴϥǘ ƘŀǾŜ ǎǳǊǾƛǾŜŘ ǿƛǘƘƻǳǘ ȅƻǳ ōŜƛƴƎ ƛƴ ǘƘŜ 

ŎƭŀǎǎǊƻƻƳΦ L ƳŜŀƴΧ ƛƴ ŀ ǿŀȅΣ ƭƛƪŜΣ ǘƘŀǘϥǎ ǊŜŀƭƭȅ ƎƻƻŘΦ CƻǊ ƭƛƪŜΣ ŦƻǊ ƳŜ ƴƻǿΦ !ƴŘ ŦƻǊ ǘƘŜ ŎƘƛƭŘǊŜƴ 

ƘŜǊŜΦ .ǳǘ ƻƴ ŀ ƅƛǇ ǎƛŘŜΣ ƛƴ ŀ ǿŀȅΧ ƳŀȅōŜ ŎƘƛƭŘǊŜƴ ƭƛƪŜ !ŘŀƳ ǿƻǳƭŘƴϥǘ ƎŜǘ ǘƘŜΣ ȅƻǳ ƪƴƻǿΧ 

ƘƛƎƘŜǊ ǳǇ ǘƘŜȅ ǿƻǳƭŘƴϥǘ ǊŜŎƻƎƴƛǎŜ ǘƘŀǘ ŀŎǘǳŀƭƭȅ ƳƻǊŜ ǎǳǇǇƻǊǘΩǎ ƴŜŜŘŜŘ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳΦ 

.ŜŎŀǳǎŜ ǿŜϥǊŜ ƳŀƴŀƎƛƴƎΦ .ǳǘ ǘƘŜƴ ŀƎŀƛƴΣ ƘŜ Ƙŀǎ ȅƻǳ ƪƴƻǿΣ ƛǘϥǎ ǇǊƻƻŦ ǘƘŀǘ ŀŎǘǳŀƭƭȅΣ ƘŜ ƛǎ ƳǳŎƘ 

ƳƻǊŜ ώƛŦ ƘŜ Ƙŀǎ ǎƻƳŜƻƴŜΣ ƘŜ ŘƻŜǎϐΦ ¸ŜǎΦ ¸ŜŀƘΦ {ƻΣ ȅƻǳ Ŏŀƴ ǇǊƻǾŜ ƛǘ ώǘƘŜ ƴŜŜŘ ŦƻǊ ƳƻǊŜ ǎǳǇǇƻǊǘϐ 

ōȅ ƘŀǾƛƴƎ ƛǘΦ ό!ƭƛŎŜύ 

!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 by senior staff who could action consistent, paid 

provision ς ŀ ŦǳƴŘŀƳŜƴǘŀƭ ǘƘŀǘ ǎƘƻǳƭŘ ōŜ ǇǊƻǾƛŘŜŘ ōȅ ǎŎƘƻƻƭ ōǳŘƎŜǘǎΦ LƴŘŜŜŘΣ /ŀƭǾŜǊǘΩǎ όнллфύ 

concerns must be remembered here. For caring relations to flourish schools must have the funding to 

be fully staffed with the 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 a state-funded, 

public education system. There is a tension here, however. If I were to withdraw this invisible labour 

on a day-to-day basis, it could still be months until Adam got the support he needs and, in the 

meantime, he would be struggling in the classroom and disrupting others. This situation highlights 

issues with the invisibility of labour, how emotional tensions are felt by paid staff and unpaid 

volunteers alike (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). Thus, considering boundaries in the work of education is vital if we are to 

understand their consequences for children, staff and volunteers. 

 

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 variety of socio-economic-modes, by many different 

people, in diverse spaces and for a multitude of purposes to deliver education. Donations of goods is 

ƛƴŎǊŜŀǎƛƴƎ ǿƛǘƘƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎΩ ¢{h[ ǘƻ ǊŜŘǳŎŜ ǿƻǊƪƭƻŀŘ ŀƴŘ ǇǊƻǾƛŘŜ ƛƴŎƭǳǎƛǾŜ ƻǇǇƻǊǘǳƴƛǘƛŜǎ ŦƻǊ 

people to get involved in voluntary activity. A discussion of the invisibility of voluntary activity, led to 
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staff (current and former) being identified as the most civically active individuals in these schools (Body 

et al, 2023) due 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 children. Staff 

(at all levels) feel it is necessary to do this extra work and provide resources, but it can lead to teacher 

burnout, recruitment and retention issues and raises moral and social justice issues around the 

responsibility for and purpose of education provision, and how to ensure fair access. Moreover, 

cƘƛƭŘǊŜƴΩǎ ŎǳǊǊŜƴǘ ǇŜǊŎŜǇǘƛƻƴǎ ƻŦ ǘƘŜ voluntary labour in their schools risk socialising them into 

gendered stereotypes and acceptance of voluntary activity as the solution to social problems 

(including SEN provision). Maintaining boundaries also emerged as a key theme in the ǎŎƘƻƻƭǎΩ 

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 considering educational purposes around qualification 

όƘŀǾƛƴƎ ŜƴƻǳƎƘ ŀŘǳƭǘǎ ǘƻ ΨǘŜŀŎƘΩύΣ ǎƻŎƛŀƭƛǎŀǘƛƻƴ όŜƴǎǳǊƛƴƎ ŎƘƛƭŘǊŜƴ ƘŀǾŜ ŀ ƘƻƭƛǎǘƛŎ ŜŘǳŎŀǘƛƻƴŀƭ 

experience) and inclusion (ensuring all children can participate in educational experiences, regardless 

of background or SEN). 

²Ƙƛƭǎǘ ǘƘŜǎŜ ǘƘŜƳŜǎ ƻŦ ōƻǳƴŘŀǊƛŜǎ ŀƴŘ ƛƴǾƛǎƛōƭŜ ƭŀōƻǳǊ ǿŜǊŜ ŀǇǇŀǊŜƴǘ ƛƴ ōƻǘƘ ǎŎƘƻƻƭǎΣ ǘƘŜƛǊ ŘƛũŜǊƛƴƎ 

ŎƻƴǘŜȄǘǎ ŀƴŘ ŎŀǘŎƘƳŜƴǘǎ ƳŜŀƴǘ ǘƘŀǘ ōƻǳƴŘŀǊƛŜǎ ŀƭǎƻ ǇƭŀȅŜŘ ƻǳǘ ŘƛũŜǊŜƴǘƭȅΦ ¢Ƙƛǎ ǿŀǎ ŜǎǇŜŎƛŀƭƭȅ ǎƻ ƛƴ 

ǘŜǊƳǎ ƻŦ ǘƘŜ ǊŜǎƻǳǊŎŜǎ ŜŀŎƘ ǎŎƘƻƻƭ ŎƻǳƭŘ ŀŎŎŜǎǎΣ ƛƴŎƭǳŘƛƴƎ ǇŜƻǇƭŜ όǾƻƭǳƴǘŜŜǊǎύΣ ōǳǘ ŀƭǎƻ ǘƘŜ 

ƎŜƻƎǊŀǇƘƛŜǎ ƻŦ ǘƘŜ ǘǿƻ ǎŎƘƻƻƭǎΦ ¢ƘŜǎŜ ŬƴŘƛƴƎǎ ǿƻǳƭŘ ǘƘǳǎ ŀǇǇƭȅ ōŜȅƻƴŘ ǘƘŜ ŎƻƴŬƴŜǎ ƻŦ ǘƘŜ ǎƳŀƭƭ ǊǳǊŀƭ 

ǇǊƛƳŀǊȅ ŎƻƴǘŜȄǘ ŀǎ ŀƭƭ ǎŎƘƻƻƭǎ ŘƛũŜǊ ƛƴ ǘƘŜ ǊŜǎƻǳǊŎŜǎ ǘƘŜȅ Ŏŀƴ ŀŎŎŜǎǎ ŀƴŘ ǘƘŜ ƎŜƻƎǊŀǇƘƛŜǎ ƛƴ ǿƘƛŎƘ ǘƘŜȅ 

ŜȄƛǎǘΦ aƻǊŜƻǾŜǊΣ ōƻǳƴŘŀǊƛŜǎ Ŏŀƴ ōŜ ŎƻƴŎŜǇǘǳŀƭΣ ǿƛǘƘ ǘƘŜƛǊ ǎƻŎƛŀƭ ƳŜŀƴƛƴƎǎ ŀƴŘ ƳŀƴƛŦŜǎǘŀǝƻƴǎ 

ŎƻƴǘŜǎǘŜŘ ŀƴŘ ƴŜƎƻǝŀǘŜŘ ό[ŀƳƻƴǘ ŀƴŘ aƻƭƴłǊΣ нллнύ ƛƴ ŘƛũŜǊŜƴǘ ŎƛǊŎǳƳǎǘŀƴŎŜǎΣ ŀǎ Ƙŀǎ ōŜŜƴ ǎƘƻǿƴ 

ƛƴ ǘƘƛǎ ŎƘŀǇǘŜǊΣ ōǳǘ ǘƘŜȅ Ŏŀƴ ŀƭǎƻ ōŜ ǇƘȅǎƛŎŀƭ ŀƴŘ ǎǇŀǝŀƭΣ ǿƛǘƘ ǎƻŎƛŀƭ ŀƴŘ ǎƻƳŜǝƳŜǎ ǎǝƎƳŀǝǎƛƴƎ 

ŎƻƴǎŜǉǳŜƴŎŜǎ ό[ŀƳƻƴǘ Ŝǘ ŀƭΣ нлмпΤ [ŀƳƻƴǘΣ нлмуύΦ ¢Ƙƛǎ ŎƘŀǇǘŜǊ Ƙŀǎ ƭŀƛŘ ǘƘŜ ŎƻƴŎŜǇǘǳŀƭ ŦƻǳƴŘŀǝƻƴǎ 

ŦƻǊ ǘƘŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎǎ ƻŦ ōƻǳƴŘŀǊƛŜǎ ŀƴŘ ŀǊƎǳƳŜƴǘǎ ƻŦ ǘƘŜƛǊ ǎƛƎƴƛŬŎŀƴŎŜ ǿƘƛŎƘ ǳƴŘŜǊǇƛƴ ǘƘŜ 

ǎǳōǎŜǉǳŜƴǘ ŬƴŘƛƴƎǎ ŎƘŀǇǘŜǊǎΦ ²Ƙƛƭǎǘ ǘƘŜ ǎƛƎƴƛŬŎŀƴŎŜ ƻŦ ǇƘȅǎƛŎŀƭ ōƻǳƴŘŀǊƛŜǎ ǿŀǎ ŀƭƭǳŘŜŘ ǘƻΣ ǘƘŜ ƴŜȄǘ 

ŎƘŀǇǘŜǊ ŘŜǾŜƭƻǇǎ ǘƘƛǎ ŦǳǊǘƘŜǊ ōȅ ŜȄǇƭƻǊƛƴƎ Ƙƻǿ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ Ǉƭŀȅǎ ƻǳǘ ǘƘǊƻǳƎƘ ŘƛũŜǊŜƴǘ ǎƻŎƛƻπ

ǎǇŀǝŀƭ ƴŜǘǿƻǊƪǎ όƛƴǘŜǊǇŜǊǎƻƴŀƭ ŎƻƴƴŜŎǝƻƴǎκŎƻƳƳǳƴƛǘȅ ǊƻƻǘŜŘ ƛƴ ǎǇŀŎŜύ ŀƴŘ ǘƘŜ ŎƻƴǎŜǉǳŜƴŎŜǎ ǘƘƛǎ 

Ƙŀǎ ŦƻǊ ǘƘƻǎŜ ƛƴǾƻƭǾŜŘ ƛƴ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΦ  
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Chapter 6: Socio-spatial Networks and Stigma 

 

Introduction: Socio-spatial Networks 

¢ƘŜ ƭƻŎŀƭ ŎƻƴǘŜȄǘǎ ƛƴ ǿƘƛŎƘ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŜȄƛǎǘ ǾŀǊȅ ƎǊŜŀǘƭȅ ƛƴ 9ƴƎƭŀƴŘΩǎ άƘƛƎƘƭȅ differentiated 

ŎƻǳƴǘǊȅǎƛŘŜέ ό.ŀƎƭŜȅ ŀƴŘ IƛƭƭȅŀǊŘΣ нлмпΣ ǇƎΦсоΤ aǳǊŘƻŎƘ Ŝǘ ŀƭΣ нллоύΦ {ŎƘƻƻƭǎ ƛƴ ǊǳǊŀƭ ŀǊŜŀǎ ƘŀǾŜ 

access to different levels and types of voluntary activity (and social capital) and realising the skilled, 

supportive communities envisioned by government 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 those involved 

(Kvalsund and Hargreaves, 2009). During this research, I began using ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨǎƻŎƛƻ-spatial 

ƴŜǘǿƻǊƪǎΩ όƛƴǘŜǊǇŜǊǎƻƴŀƭ ŎƻƴƴŜŎǘƛƻƴǎ/community rooted in space) to understand how voluntary 

activity in small rural primaries is facilitated, organised, and hindered. Williams (2011a; 2011b) used 

ǘƘƛǎ ŎƻƴŎŜǇǘ ǿƘŜƴ ŘŜǾŜƭƻǇƛƴƎ DƭǳŎƪǎƳŀƴƴΩǎ ¢SOL approach to explore how informal, community self-

help varies geographically and socially. Similarly, I use the concept to explore the influence of the 

intersection of social and geographic capital on voluntary activity within and between Applegood and 

Oakington. This chapter builds on the significance of physical/ spatial boundaries, the crossing and 

maintenance of boundaries and the invisible labour that underpins education discussed in the 

previous chapter, which also provides the conceptual framing for how socio-spatial networks are 

configured, how relationships are managed and the consequences of this for individuals involved. 

To analyse the significance of socio-spatial differences between the two schools voluntary activity, I 

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 approaches is Visual Network Research (VNR). VNR uses 

visualisations (network maps) as both a data collection and presentation tool, and (as with TSOL 

frameworks) a means of structural analysis of social relationships (Lelong et al, 2016). The 

ŀǘǘǊŀŎǘƛǾŜƴŜǎǎ ƻŦ ǘƘƛǎ ƳŜǘƘƻŘ ŀǊƻǎŜ ŦǊƻƳ ƛǘǎ ŀōƛƭƛǘȅ άǘƻ ŀƴŀƭȅǎŜ ǘƘŜ όƳǳǘǳŀƭύ ƛƴŦƭǳŜƴŎŜ ƻŦ ǎǇŀŎŜ ƻƴ 

ǎƻŎƛŀƭ ǎǘǊǳŎǘǳǊŜǎ ŀƴŘ ǾƛŎŜ ǾŜǊǎŀέ όLōƛŘΣ ǇƎΦсύ ŀƴŘ ƛǘǎ ŎŀǇŀŎƛǘȅ ǘƻ ǊŜǇǊŜǎŜƴǘ ŎƻƳǇƭex webs of 

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 the socio-spatial 

networks of the schools. Concepts such as density (number of connections), intensity (multiple 

Ǉƻǎƛǘƛƻƴǎ ŀƴŘ ǘȅǇŜǎ ƻŦ ŎƻƴƴŜŎǘƛƻƴǎύ ŀƴŘ ΨōǊƛŘƎŜ ŦƛƎǳǊŜǎΩ όǘƘƻǎŜ ǿƘƻ ǇǊƻǾƛŘŜ ƭƛƴƪǎ ōŜǘǿŜŜƴ όƻǘƘŜǊǿƛǎŜ 

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, I chose to 

construct qualitative network maps to illustrate and ground the exploration and comparison of the 

significance of socio-spatial networks in small rural primary voluntary activity. This chapter presents 

the comparison and analysis of these maps. Beginning with an overview of the schools geographies, I 

then present the social network maps and my categorisation of volunteers within them. I then explore 

the constellation of voluntary activities that take place within each category, analysing the impact of 

socio-spatial networks on these activities. Finally, I explore the stigmatising practices that emerge and 

reinforce socio-spatial differences within and between the schools and discuss the potential direction 

ŀƴŘ ŎƻƴǎŜǉǳŜƴŎŜǎ ƻŦ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭǎΩ ǎƻŎƛŀƭ ƴŜǘǿƻǊƪǎ ƛƴ ǘƘŜ ŦǳǘǳǊŜΦ 



 

ΝΞΤ 
 

 

The Schools Within Their Villages6 

Before delving into the network maps, it is useful here to highlight (building on the context presented 

in Chapters 1 and 2) some key points of similarity and difference between Applegood and Oakington 

in terms of their geographies, social histories and 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 the 1800s and early 1900s and currently is around 

офнΦ ¢ƘŜ ΨƭƻǊŘ ƻŦ ǘƘŜ ƳŀƴƻǊΩ ŜǊŜŎǘŜŘ !ǇǇƭŜƎƻƻŘ tǊƛƳŀǊȅ ƛƴ муорΦ ¢ƘŜ ǇǊƛƴŎƛǇŀƭ ƭŀƴŘƻǿƴƛƴƎ ŦŀƳƛƭȅΣ ƴƻǿ 

ǘƘŜ {ǇŜƴŎŜǊΩǎΣ Ƙŀǎ ǎǳǇǇƻǊǘŜŘ ǘƘŜ ǎŎƘƻƻƭ ŦƛƴŀƴŎƛŀƭƭȅ ǎƛƴŎŜ ǘƘŜƴ ŀƴŘ ǎǘƛƭƭ ƻǿƴǎ ǘƘŜ ƭŀƴŘ ƻƴ ǿƘƛŎƘ ǘƘŜ 

school is situated (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, and whose relatives attended the 

school). Local amenities and facilities in the village include the local estate house, gardens and café, 

village hall, church, and pub. As the village is small, facilities in Applegood are very close to the school. 

This makes it 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 within these spaces. Indeed, the school is 

ǇŜǊŦƻǊƳŜŘ ǘƘǊƻǳƎƘ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŜƴƎŀƎŜƳŜƴǘ ǿƛǘƘ ƭƻŎŀƭ ǎǇŀŎŜǎ ŀƴŘ ǇŜƻǇƭŜΣ ǿƛǘƘ ƛƳǇǊŜǎǎƛƻƴǎ ōŜƛƴƎ 

ŦƻǊƳŜŘ ōŀǎŜŘ ƻƴ ǘƘŜǎŜ ƛƴǘŜǊŀŎǘƛƻƴǎΦ ¢ƘŜǎŜ ƛƳǇǊŜǎǎƛƻƴǎ ǘƘŜƴ ƛƴŦƭǳŜƴŎŜ ǘƘŜ ǎŎƘƻƻƭΩǎ ǊŜǇǳǘŀǘƛƻƴΣ ŀƴŘ 

even its subsequent pupil numbers.  

Many volunteers (including governors) and some staff live in Applegood village. YŀǘƘŜǊƛƴŜ ŜȄǇƭŀƛƴŜŘ 

ǘƘŜ ǊŜƭŀǝƻƴǎƘƛǇ ōŜǘǿŜŜƴ ǘƘŜ ǎŎƘƻƻƭΩǎ ƎŜƻƎǊŀǇƘȅ ŀƴŘ ƛǘǎ όƘƛǎǘƻǊƛŎύ ǎŜƴǎŜ ƻŦ ŎƻƳƳǳƴƛǘȅΥ 

ώ!ϐǘ !ǇǇƭŜƎƻƻŘΣ ǘƘŜ ǎŎƘƻƻƭ ǎƛǘǎ ƛƴ ǘƘŜ ƳƛŘŘƭŜ ƻŦ ǿƘŀǘ ƛǎ ŀ ǉǳƛǘŜ ǝƎƘǘ ƪƴƛǘ ƭƻŎŀƭ ŎƻƳƳǳƴƛǘȅΦ ¢ƘŜ 

ǎŎƘƻƻƭ Ƙŀǎ ƘƛǎǘƻǊƛŎŀƭƭȅ ōŜŜƴ ƛƴǾƻƭǾŜŘ ǿƛǘƘƛƴ ǘƘŜ ŎƻƳƳǳƴƛǘȅΣ ǘƘŜ ƎƻǾŜǊƴƛƴƎ ōƻŀǊŘΣ Ƴƻǎǘƭȅ ŀǊŜ 

ǇŜƻǇƭŜ ǿƘƻ ƭƛǾŜ ƛƴ !ǇǇƭŜƎƻƻŘΦ !ƴŘ L ǘƘƛƴƪΣ ȅƻǳ ƪƴƻǿΣ Ƨǳǎǘ ƎŜƻƎǊŀǇƘƛŎŀƭƭȅ ǘƘŜ ƭƻŎŀǝƻƴ ƻŦ ƛǘΣ ƛǘΩǎ 

ǊƛƎƘǘΣ ƭƛǘŜǊŀƭƭȅΣ ǊƛƎƘǘ ƛƴ ǘƘŜ ǾƛƭƭŀƎŜ ȅƻǳ ƪƴƻǿΣ ǘƘǊŜŜ ŘƻƻǊǎ Řƻǿƴ ŦǊƻƳ ǘƘŜ ƭƻŎŀƭ ǇǳōΗ 

 
6 /ƻƴǘŜȄǘǳŀƭ ƛƴŦƻǊƳŀǝƻƴ ƻƴ ǘƘŜ ǾƛƭƭŀƎŜǎ ŀƴŘ ǘƘŜƛǊ ƘƛǎǘƻǊƛŜǎ ǿŀǎ ŎƻƭƭŜŎǘŜŘ ŦǊƻƳ ǘƘŜ ¦ƴƛǾŜǊǎƛǘȅ ƻŦ [ŜƛŎŜǎǘŜǊ {ǇŜŎƛŀƭ 
!ǊŎƘƛǾŜ ǿƘƛŎƘ ƛƴŎƭǳŘŜǎ ǇŀǊƛǎƘ ǊŜŎƻǊŘǎ ŀƴŘ ŘƛǊŜŎǘƻǊƛŜǎ ŦƻǊ {ƻǳǘƘŜŀǎǘ 9ƴƎƭŀƴŘ ǘƘǊƻǳƎƘƻǳǘ ǘƘŜ мфǘƘ ŀƴŘ нлǘƘ 
ŎŜƴǘǳǊƛŜǎΦ 
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CƛƎǳǊŜ нр π !ŜǊƛŀƭ ŘǊŀǿƛƴƎ ƻŦ όǇŀǊǘ ƻŦύ !ǇǇƭŜƎƻƻŘ ±ƛƭƭŀƎŜΣ ϝ±/ Ґ ±ƛƭƭŀƎŜ Iŀƭƭ /ƻƳƳƛǧŜŜ ƳŜƳōŜǊǎ 

 

CƛƎǳǊŜ нс π !ŜǊƛŀƭ ŘǊŀǿƛƴƎ ƻŦ όǇŀǊǘ ƻŦύ hŀƪƛƴƎǘƻƴ ǾƛƭƭŀƎŜ 
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In contrast, ǘƻ !ǇǇƭŜƎƻƻŘ tǊƛƳŀǊȅΩǎ ŦƻǊǘǳƴŀǘŜ ƎŜƻƎǊŀǇƘƛŎŀƭ ǇƻǎƛǘƛƻƴƛƴƎΣ Oakington Primary is on the 

outskirts of its large, scattered village, with its population dispersed across a larger area (4567 acres) 

ǘƘŀƴ !ǇǇƭŜƎƻƻŘ όмупр ŀŎǊŜǎύΦ hŀƪƛƴƎǘƻƴΩǎ ǇƻǇǳƭŀǘƛƻƴ Ƙŀǎ ǊƛǎŜƴ ŦǊƻƳ ŀǊƻǳƴŘ рсн ƛƴ мулм ǘƻ ŀǊƻǳƴŘ 

800 in the 1800s, 774 in 1911 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 

lordship 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 Applegood (where the title-holding 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 moved away, and with no staff or governors living in the village itself. Relationships are 

ƴƻǘ ƘŜƭǇŜŘ ōȅ ǘƘŜ ǎŎƘƻƻƭΩǎ ǇƻƻǊ ǊŜǇǳǘŀǘƛƻƴ ƭƻŎŀƭƭȅ όƭƛƴƪŜŘ ǘƻ ŀ ōŜƘŀǾƛƻǳǊŀƭ ǳƴƛǘ ƻƴ ǘƘŜ ǎŎƘƻƻƭ ƎǊƻǳƴŘǎ 

which, whilst separate from the school and now closed earned Oakington an enduring local reputation 

ŀǎ ŀ ǎŎƘƻƻƭ ŦƻǊ ΨƴŀǳƎƘǘȅΩ ŎƘƛƭŘǊŜƴύΦ hŀƪƛƴƎǘƻƴ Ƙŀǎ ŀ ǾƛƭƭŀƎŜ ƘŀƭƭΣ Ǉƭŀȅ ǇŀǊƪΣ ŎǊƛŎƪŜǘ ƎǊƻǳƴŘ ŀƴŘ ŎƘǳǊŎƘΦ 

The village pub has been closed for many years. The main road through Oakington passes nowhere 

near the school and so it feels like they are άƴƻǘ ƛƴ ǘƘŜ ǾƛƭƭŀƎŜΗέ όYŀǘƘŜǊƛƴŜύΦ Consequently, the school, 

its staff, and children are not visible to the local community, making connections difficult to forge: άƛǘϥǎ 

ƭƛƪŜ ǘƘŜ ǎŎƘƻƻƭΩǎ ƘŜǊŜΦ !ƴŘ hŀƪƛƴƎǘƻƴ ŜȄƛǎǘǎ ŀǊƻǳƴŘ ƛǘΦ .ǳǘ ǿŜϥǊŜ ƴƻǘ ǇŀǊǘ ƻŦ ƛǘΦέ όYŀǘƘŜǊƛƴŜύΦ Whilst the 

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 maintain. Not only does this lack of visibility inhibit voluntary 

activity, but it also makes reputation-ōǳƛƭŘƛƴƎ όƻǊ ƛƴ hŀƪƛƴƎǘƻƴΩǎ ŎŀǎŜΣ ǊŜǇǳǘŀǘƛƻƴ-changing) difficult to 

achieve. 

Both Applegood and Oakington, as Church of England schools, have links with their local churches and 

ŀǊŜ ǇƘȅǎƛŎŀƭƭȅ ŎƭƻǎŜ ǘƻ ǘƘŜƳΦ IƻǿŜǾŜǊΣ ǘƘŜ ŎƘǳǊŎƘŜǎ Řƻ ƴƻǘ ƘŀǾŜ ŀƴȅ ƛƴŎǳƳōŜƴǘǎ όǇǊƛŜǎǘǎΩ ǊŜǎƛŘŜƴǘ ƛƴ 

ǘƘŜ ǾƛƭƭŀƎŜǎύΣ ƳŜŀƴƛƴƎ άǘƘŜǊŜϥǎ ƴƻ ǇǊƛŜǎǘ ǿƘƻǎŜ ƪƛƴŘ ƻŦ ōǊƛƴƎƛƴƎ ŜǾŜǊȅǘƘƛƴƎ ǘƻƎŜǘƘŜǊέ όYŀǘƘŜǊƛƴŜύ ŀƴŘ 

there is no local church 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 

connection 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 have as consistent a link with local church volunteers, like Caroline. 

Thus, despite a shared history of similar (and then the same) philanthropic landowning families, 

Applegood and Oakington have evolved into quite different villages and have very different 

geographies and socio-economic profiles. As a result, the schools within these villages have access to 

different socio-spatial network configurations; the people and groups they have and can maintain 

connections with and their location in space. I now move on to discuss my findings on the significance 

of these socio-spatial differences. 

 

The Socio-{Ǉŀǘƛŀƭ bŜǘǿƻǊƪǎΥ ΨLǘ ǘŀƪŜǎ ŀ ǾƛƭƭŀƎŜ ǘƻ ǊŀƛǎŜ ŀ ŎƘƛƭŘΦ Lǘ ǘŀƪŜǎ ŀ ǾƛƭƭŀƎŜ ǘƻ ǊŀƛǎŜ ƳƻƴŜȅΩ 

Proximity to the schools and the social links of their communities both serve to facilitate or hinder 

όŘƛŦŦŜǊŜƴǘ ŦƻǊƳǎ ƻŦύ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ǘƘǊƻǳƎƘ ƛƴŘƛǾƛŘǳŀƭǎΩ Ǉƻǎƛǘƛƻƴǎ ŀƴŘ ŎƻƴƴŜŎǘƛƻƴǎ ƛƴ ǘƘŜ ǎƻŎƛƻ-

spatial networks. Figures 27 and 28 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 (colleagues)7. Multiple connections can 

exist between individuals simultaneously (such as friendships existing alongside formal and work 

connections) and individuals can occupy multiple positions within the socio-spatial network (as a 

relative, village resident and/or staff member, for example)8. 

 
7Ш§ŉШĦŸƨƖƚĲЯШċũũШƚƣċǭШůĲůĤĲƖƚШыƓƨƖƓũĲШƚőċƓĲƚьШċƖĲШĦŸũũĲċŊƨĲƚЯШĤƨƣШfШĦőŸƚĲШƣŸШŔũũƨƚƣƖċƣĲШƽŸƖťШƖĲũċƣŔŸŰƚőŔƓƚШ
ыŊƖĲĲŰШũŔŰĲƚьШĤĲƣƽĲĲŰШŔŰĬŔƻŔĬƨċũƚШƽőŸШƽŸƖťШƓċƖƣŔĦƨũċƖũǃШĦũŸƚĲũǃШŔŰШƚĦőŸŸũШыĲЮŊЮШŔŰШƣőĲШƚċůĲШĦũċƚƚƖŸŸůьЮ 
8ШÉĲĲШ ƓƓĲŰĬŔǂШΞШŉŸƖШĬĲƣċŔũƚШŸŉШƽőŸШŔƚШƽőŸШŔŰШĲċĦőШƚĦőŸŸũШċŰĬШċĦƖŸƚƚШƣőĲШŉĲĬĲƖċƣŔŸŰЮ 
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Figure 27 - Social network map of voluntary activity at Applegood Primary, 2022 
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Figure 28 - Social network map of voluntary activity at Oakington Primary, 2022 
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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 areas of density (the 

number of links individuals have), but Applegood have more individuals holding multiple positions and 

types of connections in their network (signifying more intense involvement). Oakington have only one 

local resident as part of their network, whereas Applegood have many. 

I have categorised individuals within the networks as either bridge figures, core volunteers, or 

peripheral/episodic volunteers. Bridge figures are those people who hold multiple positions and have 

the largest number and type of connections but also tend to live close to the school and have personal 

and/or longstanding connections and intense involvement. They are key to the flow of information 

and organisation of activity within their networks. Core volunteers are those who have personal 

and/or longstanding connections and intense involvement but do not necessarily live close by (many 

staff, governors and some parents fall into this category). Bridge figures and core volunteers are the 

most civically active individuals in these school communities. Peripheral/episodic volunteers are those 

with less intense involvement, and/ or who tend to live further away from the school (most of the 

parents and 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 socio-spatial 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 capital to the voluntary activity. 

 

Bridge Figures: Connecting Individuals to their Schools 

{ƻǇƘƛŜ ƛǎ ŀ ǾŜǊȅ ƛƳǇƻǊǘŀƴǘ ōǊƛŘƎŜ ŦƛƎǳǊŜ ƛƴ !ǇǇƭŜƎƻƻŘΩǎ ǎƻŎƛƻ-spatial network, having been a part of it 

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, CryǎǘŜƭƭŜΣ ǘƘŜ ƘŜŀŘ ƻŦ ǎŎƘƻƻƭΣ ΨŦƻǳƴŘΩ ƘŜǊ ŀ Ƨƻō (admin 

position) with her husband, RobΩǎ ŎƻƳǇŀƴȅ, ǿƘƛŎƘ Ǉŀȅǎ ƳƻǊŜ ǘƘŀƴ {ƻǇƘƛŜΩǎ ǇǊŜǾƛƻǳǎ ¢! ǊƻƭŜ ōǳǘ ŀƭǎƻ 

means she has the flexibility to devote time to her role as chair of the ASF (she was allowed to have 

the morning off to support open day, for example). Thus, social capital within the school community 

ŦŀŎƛƭƛǘŀǘŜŘ ŀ ǊŜƻǊƎŀƴƛǎŀǘƛƻƴ ƻŦ ǘƘŜ ¢{h[ ǎƻ ǘƘŀǘ {ƻǇƘƛŜΩǎ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ŎƻǳƭŘ ŎƻƴǘƛƴǳŜ ŜǾŜƴ ǘƘƻǳƎƘ 

her paid employment ceased. Sophie also lives in Applegood, and her husband, Steve, works in farming 

along with Kate (the governor who also runs Farm 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 donation drives or running 

stalls at fairs. Indeed, digital communication is vital in this network (Donath, 2020). As Sophie is not 

often around at pick-up time to talk to other parents in-person, many turn to her online with their 

questions and concerns. Being able to communicate this way is crucial for a parent cohort who live at 

a significant distance from the school and from each other (Walker, 2010), and whose differing work 

patterns mean they cannot all meet in-ǇŜǊǎƻƴ ǎƛƳǳƭǘŀƴŜƻǳǎƭȅΦ {ƻǇƘƛŜΩǎ ƳǳƭǘƛǇƭŜ Ǉƻǎƛǘƛƻƴǎ ƳŜŀƴ ǎƘŜ 

is not only a bridge figure between the school and its local community, but also between the school 

and many of its parents. Her prominence was cemented throughout the research by the amount of 
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people who, when I began to discuss voluntary activity, immediately said it was Sophie I would need 

to speak to. 

[ƛǾƛƴƎ ƛƴ ǘƘŜ ǾƛƭƭŀƎŜ Ƙŀǎ ǎƛƎƴƛŦƛŎŀƴǘ ƛƳǇƭƛŎŀǘƛƻƴǎ ŦƻǊ {ƻǇƘƛŜ ŀƴŘ bŀƴŎȅΩǎ όŀƴƻǘƘŜǊ ƪŜȅ Applegood bridge 

figure) capacity to be involved in voluntary activity for the school. They both regularly meet in school 

ŘǳǊƛƴƎ ŀƴŘ ƻǳǘǎƛŘŜ ƻŦ ǎŎƘƻƻƭ ƘƻǳǊǎΣ ƛƴ ŜŀŎƘ ƻǘƘŜǊΩǎ ƘƻƳŜǎΣ ƻǊ ƛƴ ǘƘŜ ǇǳōΦ ¢ƘŜƛǊ ǇǊƻȄƛƳƛǘȅ ǘƻ ŜŀŎƘ ƻǘƘŜǊ 

and the school makes the organisation and completion 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 the ASF, 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 residents (such as Val) and the village hall 

itself. These links enable them to gain support from and coordinate school-community events with 

locals and use of the hall is free or discounted for the school thanks to these links. It also means that 

ǘƘŜȅ ŀǊŜ ΨǘƘŜ ŦŀŎŜ ƻŦ ǘƘŜ ǎŎƘƻƻƭΩ ƛƴ ǘƘŜ ǾƛƭƭŀƎŜΣ ƳŀƪƛƴƎ ǘƘŜ ǎŎƘƻƻƭ Ŏƻƴǎǘŀƴǘƭȅ ΨǾƛǎƛōƭŜΩ ǘƻ ǊŜǎƛŘŜƴǘǎ 

through their embodiment of their ASF roles. These various and multiple connections thus embed 

Nancy and Sophie in networks where their social and geographic capital are successfully combined in 

ways which are extremely advantageous for the school in attracting labour, talent, space, and 

resources for its use. They are also in specific socio-spatial positions which enable them to ask for 

support from other residents in-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 asked (and can 

keep asking!). 

Key bridge figures at Oakington are Liv and Nat, two sisters who live in a nearby village (2 miles away), 

are both long-serving TAs (15 years+), and whose children (7 between them) all attended the school. 

Liv and Nat have an historical connection to the school and, crucially, to its parent community, having 

ƎǊƻǿƴ ǳǇ ƛƴ ǘƘŜ ŀǊŜŀ ǘƘŜƳǎŜƭǾŜǎΣ ŀƭƻƴƎǎƛŘŜ Ƴŀƴȅ ƻŦ ǘƘŜ ǎŎƘƻƻƭǎΩ ŎǳǊǊŜƴǘ ǇŀǊŜƴǘǎΣ ŀƴŘ ǎǳǇǇƻǊǘƛƴƎ ǘƘŜƛǊ 

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 

όŀƭƻƴƎǎƛŘŜ DŜƳƳŀύ ŀǊŜ Ǿƛǘŀƭ ΨƛƴŦƻǊƳŀƭ ŦǳƴŘǊŀƛǎŜǊǎΩ ŘǳŜ ǘƻ ǘƘŜ ŀƳƻǳƴǘ ƻŦ ǘƛƳŜ ŀƴŘ ŜŦŦƻǊǘ ǘƘŜȅ Ǉǳǘ ƛƴǘƻ 

organising and running events outside of their contracted hƻǳǊǎ ŀƴŘ Ƨƻō ŘŜǎŎǊƛǇǘƛƻƴǎΦ DŜƳƳŀΩǎ 

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, and has cultivated a connection with the parish magazine to promote the school 

ŦǳǊǘƘŜǊ ǿƛǘƘƛƴ ǘƘŜ ǾƛƭƭŀƎŜΦ Lƴ ŀŘŘƛǘƛƻƴ ǘƻ ǘƘŜƛǊ ƻǿƴ ǾƻƭǳƴǘŀǊȅ ǿƻǊƪΣ [ƛǾΣ bŀǘΣ {ƻǇƘƛŜ ŀƴŘ bŀƴŎȅΩǎ ŦŀƳƛƭƛŜǎ 

are also a key part of their schools social networks through their voluntary activity. Thus, staff (current 

and former) can also act as bridges between their school and their own families, drawing even more 

ǇŜƻǇƭŜ ƛƴǘƻ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ǘƻ ǘƘŜ ǎŎƘƻƻƭΩǎ ōŜƴŜŦƛǘΦ CŀƳƛƭȅ ǾƻƭǳƴǘŜŜǊǎ ŀǊŜ ŎŀǘŜƎƻǊƛǎŜŘ ŀǎ ΨŎƻǊŜ 

ǾƻƭǳƴǘŜŜǊǎΩ ŀƴŘ ŀǊŜ Řƛǎcussed further below. 

I also consider children bridge figures here as they are vital mediators between their school and their 

own networks of friends and family, spreading knowledge and awareness, and gaining support. 

Children are invested with emotional capital by their families, and this can be converted into voluntary 

ŀŎǘƛǾƛǘȅ ƛŦ ƛƴŦƭǳŜƴŎŜŘ ŜŦŦŜŎǘƛǾŜƭȅΦ CƻǊ ŜȄŀƳǇƭŜΣ ōƻǘƘ ǎŎƘƻƻƭǎ ΨǊŜŎǊǳƛǘΩ ŎƘƛƭŘǊŜƴ ŜǾŜǊȅ ȅŜŀǊ ǘo sell raffle 

ǘƛŎƪŜǘǎ ŀƴŘ ƛǘ ƛǎ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ǇŜǊǎƛǎǘŜƴǘ ǇƭŜŀǎ ŀǘ ŦŀƛǊǎ ǘƘŀǘ ŜƴŎƻǳǊŀƎŜ ǊŜƭŀǘƛǾŜǎ ǘƻ Ǉŀȅ όŀƴŘ ǘƘǳǎ 

contribute to school fundraising). However, the children are not actively engaged in these processes 

and practices of fundraising (Body et al, 2021) equally in each school. At Applegood, the children 
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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, selling 

raffle tickets on the gate, and setting up 

school fairs. They also have a greater interest 

and understanding of how fundraised income 

is spent and communicate this to their 

families. They communicated their 

knowledge through their artwork during this 

research. Figure 29, for example, was drawn 

during the summer term, with Summer Fair fresh in the minds of the pupils. Daisy (Year 6, Oakington) 

chose to depict her role selling raffle tickets for this event in response to discussions around what 

voluntary activity children in their school were involved in.  

²ƘŜƴ ŜȄǇƭƻǊƛƴƎ ǘƘŜ ƳŀƛƴǎǘǊŜŀƳƛƴƎ ƻŦ ŎƘŀǊƛǝŜǎ ƛƴǘƻ ǎŎƘƻƻƭǎΣ .ƻŘȅ Ŝǘ ŀƭ όнлнмύ ŦƻǳƴŘ ǘƘŀǘ 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 which causes they support. This encourages passive giving, reduces 

any opportunity for critical inquiry, and distances children from social issues and learning 

ƻǇǇƻǊǘǳƴƛǘƛŜǎ όLōƛŘύΦ .ƻŘȅ Ŝǘ ŀƭ όнлнлΤ нлнмύ ŀŘǾƻŎŀǘŜ ŀ ŎƘƛƭŘǊŜƴΩǎ ǊƛƎƘǘǎ ŀǇǇǊƻŀŎƘ ǘƻ ŦǳƴŘǊŀƛǎƛƴƎ 

where they can make decisions about the causes they support and how, engage critically and 

meaningfully in charitable giving and with the social problems charities seek to address. Such an 

ŀǇǇǊƻŀŎƘΣ ǘƘŜȅ ŀǊƎǳŜΣ ǿƻǳƭŘ ŜƴŎƻǳǊŀƎŜ ǘƘŜ ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ΨǇƘƛƭŀƴǘƘǊƻǇƛŎ ŎƛǘƛȊŜƴǎΩ ōȅ ŜƳǇƻǿŜǊƛƴƎ 

children with the knowledge to understand, discuss and debate social issues and the means to address 

them (Ibid). Whilst the children in these schools have little choice in fundraising for their school (the 

cause) (one Oakington Year 6 questioned, άis it not on the curriculum?έ) or how this is done, Oakington 

have gone some way to giving their children ownership and choice over their school-oriented 

fundraising outcomes: 

ƻǳǊ ǿƘƻƭŜ ǎŎƘƻƻƭ ǘǊƛǇΦ ¢ƘŜȅ ƪƴŜǿ ǿƘŜǊŜ ǘƘŜ ƳƻƴŜȅ ŎŀƳŜ ŦǊƻƳΦ ¢ƘŜȅ ƪƴŜǿ ƛǘ ǿŀǎ ǘƘŜƳ ŀƴŘ 

ǘƘŜƛǊ ǇŀǊŜƴǘǎ ǘƘŀǘ ǊŀƛǎŜŘ ƛǘΦ !ƴŘ ǘƘŜȅ Ǝƻǘ ǘƻ ŎƘƻƻǎŜ ǿƘŜǊŜ ǿŜ ǿŜƴǘΦ {ƻΣ ǘƘŜǊŜ ǿŀǎ ǘǿƻ 

ǎƭƛŘŜǎƘƻǿǎ ƻƴŜ ŦƻǊ ǘƘŜ wŀǊŜ .ǊŜŜŘǎ /ŜƴǘǊŜ ŀƴŘ ƻƴŜ ŦƻǊ ώ9ƴǘŜǊǘŀƛƴƳŜƴǘϐ tŀǊƪΦ !ƴŘ ǿŜ ŘƛŘ ŀ 

tƻǿŜǊtƻƛƴǘ ǎƭƛŘŜ ǎƘƻǿ ƻƴ ŜŀŎƘΦ {ƻΣ ǘƘŜȅ ŎƻǳƭŘ ǎƘƻǿ ŜȄŀŎǘƭȅ ǿƘŀǘ ƘŀǇǇŜƴǎ ǘƘŜǊŜΣ ǿƘŀǘ ǘƘŜȅΩŘ 

ƎŜǘ ǘƻ ŘƻΦ !ƴŘ ǘƘŜƴ ŘǳǊƛƴƎ ǿƻǊǎƘƛǇΣ ǿŜ ŘƛǾƛŘŜŘ ǘƘŜ ƘŀƭƭΦ wŀǊŜ .ǊŜŜŘǎ ǘƘŀǘ ǎƛŘŜΦ ώ9ƴǘŜǊǘŀƛƴƳŜƴǘϐ 

tŀǊƪ ǘƘŀǘ ǎƛŘŜΦ !ƴŘ ǿŜ ŘƛŘ ŀ ǾƻǘŜΦ {ƻΣ ǿŜ ƘŀŘ ŀ ǾƻǘŜΦ όYŀȅƭŜƛƎƘύ 

IƻǿŜǾŜǊΣ ŀǎ ŘƛǎŎǳǎǎŜŘ ƛƴ /ƘŀǇǘŜǊ рΣ ŎƘƛƭŘǊŜƴ ŀǊŜ ŀƭǎƻ ŀǿŀǊŜ ǘƘŀǘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ Ŏŀƴ ōŜ ŘƛǊŜŎǘŜŘ 

ǘƻǿŀǊŘǎ ƳƻǊŜ ŦǳƴŘŀƳŜƴǘŀƭ ŎŀǳǎŜǎ ƛƴ ǎŎƘƻƻƭΣ ǎǳŎƘ ŀǎ ōŀǎƛŎ ǊŜǎƻǳǊŎŜǎ ƻǊ ƳŀƛƴǘŀƛƴƛƴƎ ōǳƛƭŘƛƴƎǎΦ ¢ƘŜƛǊ 

ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ Ŏŀƴ ōŜŎƻƳŜ ƭŜŀǊƴƛƴƎ ƻǇǇƻǊǘǳƴƛǝŜǎ ŦƻǊ ŎƘƛƭŘǊŜƴ ǘƻ ǉǳŜǎǝƻƴ Ƙƻǿ 

ǎƻŎƛŀƭ ǇǊƻōƭŜƳǎ όǎǳŎƘ ŀǎ ŜŘǳŎŀǝƻƴ ǳƴŘŜǊπŦǳƴŘƛƴƎύ ŀǊŜ ŀŘŘǊŜǎǎŜŘ ŀƴŘ ǊŜƅŜŎǘ ƻƴ ǘƘŜƛǊ ƻǿƴ ǇǊƛƻǊƛǝŜǎ ŀǎ 

ŎƛǝȊŜƴǎΦ CƻǊ ŜȄŀƳǇƭŜΣ ƛƴ ŀ ŘƛǎŎǳǎǎƛƻƴ ǿƛǘƘ ¸ŜŀǊ сǎ ŀǘ hŀƪƛƴƎǘƻƴ ŀōƻǳǘ Ƙƻǿ ŦǳƴŘǊŀƛǎŜŘ ƛƴŎƻƳŜ ƛǎ ǎǇŜƴǘ 

ƻƴ ŦǳƴŘŀƳŜƴǘŀƭǎΣ ƻƴŜ ŎƘƛƭŘ ǉǳŜǎǝƻƴŜŘΥ  

[ŔŊƨƖĲЮΥάЮшЮ?ċŔƚǃѢƚЮёòĲċƖЮΩеЮ§ċťŔŰŊƣŸŰђЮċƖƣƽŸƖťЮĬĲƓŔĦƣŔŰŊЮőĲƖЮ
ƖŸũĲЮŔŰЮƚĲũũŔŰŊЮƖċǭũĲЮƣŔĦťĲƣƚЮŉŸƖЮƚĦőŸŸũЮŉƨŰĬƖċŔƚŔŰŊ 
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άǿƘȅ ŘƻƴΩǘ ǘƘŜ ƎƻǾŜǊƴƳŜƴǘ Ƨǳǎǘ give schools more money?έ ώΧϐ ǎƘŜ ǘƘŜƴ ǊŜŦƭŜŎǘŜŘ άƛǘΩǎ 

ǇǊƻōŀōƭȅ ōŜŎŀǳǎŜ ǘƘŜȅ ŘƻƴΩǘ ƘŀǾŜ ŜƴƻǳƎƘ ƳƻƴŜȅ ŀƴŘ ƘŀǾŜ ǘƻ ƎƛǾŜ ƛǘ ǘƻ ƘƻǎǇƛǘŀƭǎ ŀƴŘ ǎǘǳŦŦ ŀǎ 

wellέ 

[Oakington Art Group 1 Observation Notes, 17th July 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 vital social service, alongside education. If discussions 

like this could happen more regularly and be developed beyond the limited confines of a research art 

gǊƻǳǇΣ ŎƘƛƭŘǊŜƴΩǎ ŎǊƛǘƛŎŀƭ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ƻŦ Ƙƻǿ ǘƘŜƛǊ ŜŘǳŎŀǘƛƻƴ ƘŀǇǇŜƴǎ ŀƴŘ ǿƘȅ ŎƻǳƭŘ ōŜ ŜƴƘŀƴŎŜŘ 

(Ibid). This critical engagement is an important skill and learning experience which could be better 

ŘŜǾŜƭƻǇŜŘ ǘƘǊƻǳƎƘ ōƻǘƘ ǎŎƘƻƻƭǎΩ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘƛŜǎ ƛŦ ŎƘƛƭŘǊŜƴΩǎ ǊƻƭŜǎ were better acknowledged and 

capitalised upon. Oakington are more successful at this currently, than Applegood. 

IƻǿŜǾŜǊΣ ǿƘƛƭǎǘ ǘƘŜ ŎƘƛƭŘǊŜƴ ŀǘ hŀƪƛƴƎǘƻƴ ƘŀǾŜ ōŜƎǳƴ ǘƻ ƘŀǾŜ ǎƻƳŜ ǎŀȅ ƛƴ Ƙƻǿ ŦǳƴŘǊŀƛǎŜŘ ƛƴŎƻƳŜ ƛǎ 

ǎǇŜƴǘΣ ǘƘŜȅ ŀƭǎƻ ƘŀǾŜ ƛŘŜŀǎ ƻŦ Ƙƻǿ ŦǳƴŘǊŀƛǎƛƴƎ ŎƻǳƭŘ ōŜ ŘƻƴŜ ŘƛũŜǊŜƴǘƭȅΥ 

hǊƭŀ ώ¸ŜŀǊ сΣ hŀƪƛƴƎǘƻƴϐ ŀǎƪŜŘ [ƛǾ ƛŦ ǘƘŜǊŜ ŎƻǳƭŘ ōŜ ŀ ŎƘƛƭŘǊŜƴΩǎ ŦŜǘŜ ǘƘƛǎ ȅŜŀǊΣ [ƛǾ ǎŀƛŘ άǿƘŀǘ 

Řƻ ȅƻǳ ƳŜŀƴ ŘŀǊƭƛƴƎΚέ hǊƭŀ ǎŀƛŘΣ άŀ ŎƘƛƭŘǊŜƴΩǎ ŦŜǘŜ ǿƘŜǊŜ ǘƘŜ ŎƘƛƭŘǊŜƴ Řƻ ǿƘŀǘ ǘƘŜ ŀŘǳƭǘǎ ŘƻέΣ 

ǎƘŜ ǎŀƛŘ ǎƘŜ ǿŀƴǘŜŘ ǘƻ Řƻ ŦŀŎŜǇŀƛƴǝƴƎ ώΧϐ hǊƭŀ ŀǎƪŜŘ ƳŜ άŎŀƴ L Ǉŀƛƴǘ ȅƻǳǊ ŦŀŎŜΚέ L ǎŀƛŘΣ άȅŜǎ 

ȅƻǳ ŎƻǳƭŘ Ǉŀƛƴǘ ƳƛƴŜΣ ǿƘŀǘ ǿƻǳƭŘ ȅƻǳ ǇŀƛƴǘΚέ ǎƘŜ ǎŀƛŘ άŦǊǳƛǘΗέ ŀƴŘ ƛƴŘƛŎŀǘŜŘ ƘŜǊ !о ǇŀǇŜǊ 

ǿƘƛŎƘ ǿŀǎ ƴƻǿ ŎƻǾŜǊŜŘ ƛƴ ŘƛũŜǊŜƴǘ ǘȅǇŜǎ ƻŦ ŦǊǳƛǘ ώǎŜŜ CƛƎǳǊŜ олϐΦ L ǎŀƛŘ L ǿƻǳƭŘ ƘŀǾŜ ŀ 

ǇƛƴŜŀǇǇƭŜ ώΧϐ hǊƭŀ ǿŀǎ ǎǝƭƭ ǘŀƭƪƛƴƎ ŀōƻǳǘ ƘŜǊ ƛƳŀƎƛƴŜŘ ŎƘƛƭŘǊŜƴΩǎ ŦŜǘŜΣ ǎƘŜ ǎŀƛŘΣ ƭƻƻƪƛƴƎ ǊƻǳƴŘ 

ŀǘ ƘŜǊ ŎƭŀǎǎƳŀǘŜǎΣ άǿŜ ƴŜŜŘ ǎƻƳŜƻƴŜ ǘƻ Řƻ ǘƘŜ ǘŀǧƻƻǎΣ ǿƘƻ ǿŀƴǘǎ ǘƻ Řƻ ǘƘŜ ǘŀǧƻƻǎΚέ 

ώhŀƪƛƴƎǘƻƴ !Ǌǘ DǊƻǳǇ у hōǎŜǊǾŀǝƻƴ bƻǘŜǎΣ оǊŘ bƻǾŜƳōŜǊ нлноϐ 

By engaging in discussions of fundraising events like the summer fair, the meaning of her picture 

ŎƘŀƴƎŜŘ ŦƻǊ hǊƭŀ ŀǎ ǎƘŜ ŘǊŜǿ ŀƴŘ ŎƻƭƻǳǊŜŘΦ Lƴƛǘƛŀƭƭȅ ǘƘŜ ŦǊǳƛǘ ǿŀǎ ΨƎƻƻŘ ŦƻǊ ǇŜƻǇƭŜΩ ƭƛƪŜ ΨǾƻƭǳƴǘŜŜǊƛƴƎΩ 

was. This was in response to discussions about definitions 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 face-

painting, then began considering the other tasks that 

would be involved and proceeding to allocate them. Not 

only did Orla know a lot about the work that went into 

the summer fair, but she also wanted to take on greater 

responsibility in organising and leading the event. Thus, 

currently, children are coƴŎŜǇǘǳŀƭƛǎŜŘ ŀǎ ΨƘŜƭǇŜǊǎΩ ƛƴ 

voluntary activities but are not given the responsibility or 

opportunity to shape how fundraising happens. Further 

ŘŜǾŜƭƻǇƳŜƴǘ ƻŦ ŀ ŎƘƛƭŘǊŜƴΩǎ ǊƛƎƘǘ ŀǇǇǊƻŀŎƘ (Body et al, 

2021) could incorporate some of their ideas, empowering 

the children and enhancing their learning experience in 

the process.  

 

Figure 30 - Drawing by Orla (Year 6, Oakington) 
representing fruit that is 'good for people' (like 

charity) but also inspiration for the face-painting 
she would like to do at the Summer Fair 
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Core Volunteers9 

Where Applegood and Oakington are very similar is in the voluntary efforts of their staff (current and 

former) who, in both schools and in various positions, are the most civically active group (Body et al, 

2023)10. This is because they go beyond their job descriptions and contracted hours to provide 

voluntary support (time, talent, money, and resources) for their schools (see Chapter 5), making 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 are long-serving and have 

intense connections (as at both schools). The relationships between one-to-one TAs and the parents 

of their one-to-ƻƴŜ ŎƘƛƭŘΣ ŦƻǊ ŜȄŀƳǇƭŜΣ ŀǊŜ ǇŀǊǘƛŎǳƭŀǊƭȅ Ǿƛǘŀƭ ƛƴ ōƻǘƘ hŀƪƛƴƎǘƻƴ ŀƴŘ !ǇǇƭŜƎƻƻŘΩǎ ǎƻŎƛƻ-

spatial networks of voluntary activity. Laura, for example, lives opposite Applegood Primary, making 

it easy for her to walk her one-to-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 out of her own money (a common practice amongst all ǎǘŀŦŦ ƛƴ ōƻǘƘ ǎŎƘƻƻƭǎύΦ [ŀǳǊŀΩǎ 

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 meet up in the school holidays 

ŀƴŘ [ŀǳǊŀΩǎ ŘŀǳƎƘǘŜǊǎ ƻŦǘŜƴ ōŀōȅǎƛǘ ŦƻǊ WƻŜȅ ŀƴŘ DƛƴƴȅΦ ¢ƘǳǎΣ [ŀǳǊŀΩǎ ǎƻŎƛŀƭ ŎƻƴƴŜŎǘƛƻƴ ǿƛǘƘ WƻŜȅΩǎ 

family (social capital) combined with her proximity to the school (geographic capital), facilitate her 

voluntary activity. This relationship 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 fundraising efforts. Indeed, both 

Kim and Joy discussed in interviews how their voluntary support for the school came from a feeling of 

ƎǊŀǘƛǘǳŘŜ ŦƻǊ ǿƘŀǘ ǘƘŜ ǎŎƘƻƻƭ ƘŀŘ ŘƻƴŜ ŦƻǊ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΦ .ƻǘƘ ƻŦ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ƻƴŜ-to-ones, Steph 

and Sophie, being involved with particular 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: 

I think because of her [Sophie] being in the, the committee and I think because we had such 

a good bond with her being with my Sadie. I think because we're quite laid back together. She 

was just, a nice approach: άdo you fancy, fancy helping out?έ I was like άȅŜŀƘΗ ǿŜΩƭƭ ƘŜƭǇ ƻǳǘέ 

(Joy) 

{ǘŜǇƘ ŀƴŘ {ƻǇƘƛŜΩǎ ǎƻŎƛŀƭ όŀƴŘ ŜƳƻǘƛƻƴŀƭύ ŎƻƴƴŜŎǘƛƻƴǎ ǿƛǘƘ YƛƳ ŀƴŘ Wƻȅ ŦƻǎǘŜǊŜŘ ŀ ŦǊƛŜƴŘƭȅ ŎƻƴǘŜȄǘ ƛƴ 

which approaching them for support (or them offering support) was made easier. Moreover, this 

support did 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. 

¢ƘŜǎŜ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ŀǊŜ ƴƻǘ ǳƴƛǉǳŜ ǘƻ !ǇǇƭŜƎƻƻŘΦ !ǘ hŀƪƛƴƎǘƻƴΣ [ƛǎŀ ŀƴŘ bŀǘƘŀƴΩǎ ŜƭŘŜǎǘ ǎƻƴ όǿƛǘƘ 

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 their other children to Oakington and they 

ŀǊŜ ǘǿƻ ƻŦ ǘƘŜ ǊŜƎǳƭŀǊ ǎǳǇǇƻǊǘŜǊǎ ƛƴ hŀƪƛƴƎǘƻƴΩǎ ǎƻŎƛŀƭ ƴŜǘǿƻǊƪ ό[ƛǎŀ ǿŀǎ ǇǊŜǾƛƻǳǎƭȅ ŀ t¢! ƳŜƳōŜǊ 

before the group folded). This is especially significant as they live at a considerable distance away from 

the school but still make extensive effort to be involved as often as they can, in both special events 

 
9 !ƭƭ ōǊƛŘƎŜ ŬƎǳǊŜǎ ŀǊŜ ŀƭǎƻ ŎƻǊŜ ǾƻƭǳƴǘŜŜǊǎ 
10ШÑőŔƚШŔŰĦũƨĬĲƚШÉŸƓőŔĲШƽőŸƚĲШĲǂƓĲƖŔĲŰĦĲШċƚШċШÑ ШċƣШ ƓƓũĲŊŸŸĬШŔƚШċШťĲǃШŉċĦƣŸƖШƽőŔĦőШĦŸŰƣŔŰƨĲƚШƣŸШŔůƓċĦƣШ
ŸŰШőĲƖШŔŰƣĲŰƚĲШĦŔƻŔĦШĲŰŊċŊĲůĲŰƣШƽŔƣőШƣőĲШƚĦőŸŸũШĲƻĲŰШƣőŸƨŊőШƚőĲШŔƚШŰŸШũŸŰŊĲƖШċШƚƣċǭШůĲůĤĲƖЮ 
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and day-to-day activities. They volunteer their time, donate resources, are both key advocates for the 

school11 and Lisa informally 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 and warmth of connection 

can overcome issues of distance, with a significant number of core volunteers (in both schools)  living 

outside the schoolΩǎ ǾƛƭƭŀƎŜ but still making the time and effort to be there in-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 small number of children can thus 

lead to extensive and varied voluntary activity which benefits the rest of the school community too. 

CŀƳƛƭȅ ǾƻƭǳƴǘŜŜǊƛƴƎ ƛǎ ŀƭǎƻ ŀ ƪŜȅ ŦŀŎǘƻǊ όŜǾŜƴ ŀ ΨǘǊŀŘƛǘƛƻƴΩύ ƛƴ ōƻǘƘ 

!ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΩǎ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ƛƴ ǘƘŜ ŜȄǘŜƴǘ ǘƻ 

which family members of (current and former) staff are drawn 

into voluntary activity for their 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 of staff 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 

and care for the school guinea pigs during holidays. At Applegood, 

partners of staff have developed the early years outside area and 

woodland space, encouraged their businesses and employers to 

support the school financially and attended and supported school events. The beanbag toss game in 

Figure 31 ǿŀǎ ƳŀŘŜ ōȅ {ǘŜǾŜΣ {ƻǇƘƛŜΩǎ ƘǳǎōŀƴŘ ǿƘƻ ǎǇŜƴǘ Ƴŀƴȅ ŜǾŜƴƛƴƎǎ ŀƴŘ ǿŜŜƪŜƴŘǎ ƭŜŀŘƛƴƎ ǳǇ 

to the summer fair sourcing all the materials and making many ƎŀƳŜǎ ƘƛƳǎŜƭŦΦ /ǊȅǎǘŜƭƭŜΩǎ ƘǳǎōŀƴŘΣ 

RobΩǎ ōǳǎƛƴŜǎǎΣ funded the sponsorship of the raffle tickets at the fair, and he bought many himself. 

LƴǘŜǊŜǎǘƛƴƎƭȅΣ ǘƘŜǊŜ ǿŀǎ ŀ ǘŀŎƛǘ ŀŎŎŜǇǘŀƴŎŜ ƻƴ ǘƘŜ Řŀȅ ƻŦ ǘƘŜ ǎǳƳƳŜǊ ŦŀƛǊ ǘƘŀǘ ƻƴŎŜ wƻōΩǎ ƴŀƳŜ ƘŀŘ 

been pulled out of the raffle twice, any further wins would be donated back so that others might have 

a chance of winning a prize. This means that he not only donated money to the school, but also the 

gains (prizes) this donation provided. This is interesting as 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 in these schools socio-spatial networks, 

drawn into an extensive range of voluntary activities through 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 

Ǌǳƴ ǎǘŀƭƭǎ ŀǘ ŦŀƛǊǎ ǘƘŜƳǎŜƭǾŜǎΦ /ƭŀƛǊŜΩǎ (TA) daughters ran a stall at the fair (and do a lot of laminating 

and cutting out for their mum at home), as did DŜƻǊƎŜΣ {ƻǇƘƛŜΩǎ ŜƭŘŜǎǘ ǎƻƴΦ LǊƻƴƛŎŀƭƭȅ ƛǘ ǿŀǎ ŀƭǎƻ ǘƘŜ 

children of staff who seemed to spend the most money at the fair too (see summer fair extract in 

/ƘŀǇǘŜǊ рύΦ ¢ƘǳǎΣ ǘƘŜǎŜ ŦŀƳƛƭƛŜǎ ǿŜǊŜƴΩǘ Ƨǳǎǘ ŘƻƴŀǘƛƴƎ ǘƘŜƛǊ ǘƛƳŜ ŀƴŘ ƭŀōƻǳǊ ǘƻ ǘƘŜ ǎŎƘƻƻƭΣ ǘƘŜȅ ǿŜǊŜ 

ŀƭǎƻ ŘƻƴŀǘƛƴƎ ƳƻƴŜȅΦ ¢Ƙƛǎ ŎŜƳŜƴǘǎ ǘƘŜƛǊ Ǉƻǎƛǘƛƻƴ ŀǎ ΨŎƻǊŜ ǾƻƭǳƴǘŜŜǊǎΩ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭ ŀǎ ǘƘŜȅ ŎƻƴǘǊƛōǳǘŜ 

in multiple ways, through multiple socio-economic modes. Thus, whilst families of staff have been a 
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ƴŜƎƭŜŎǘŜŘ ŀƴŘ ƛƴŘŜŜŘ ΨƛƴǾƛǎƛōƭŜΩ όIŀǘǘƻƴΣ нлмтύ ƎǊƻǳǇ ƻŦ ǾƻƭǳƴǘŜŜǊǎ ƛƴ ǊŜǎŜŀǊŎƘ ƻƴ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ 

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 her, she overcomes 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 

she increasingly tŀƪŜǎ ƻƴ ǘƘŜ ǊƻƭŜ ƻŦ ΨŘŜ ŦŀŎǘƻ ǎƻŎƛŀƭ ǿƻǊƪŜǊΩ ό²ŀƭƪŜǊΣ нлноύ ŦƻǊ the families). This heavy 

workload necessitates long hours (beyond what she is paid for), and she often comes in at weekends 

ǘƻ ŎŀǘŎƘ ǳǇ ƻƴ ǿƻǊƪΦ YŀǘƘŜǊƛƴŜ ŀƭǎƻ ŘƛǎŎǳǎǎŜŘ ǘƘŜ ΨƭƛǘǘƭŜ ǘƘƛƴƎǎΩ ǎƘŜ ŘƻŜǎ ǎǳŎƘ ŀǎ ōǳȅƛƴƎ ŦƻƻŘ ŦƻǊ ŀƴŘ 

feeding the school guineapigs and buying stickers with her own money. This is prompted by her 

ǊŜƭǳŎǘŀƴŎŜ ǘƻ ǳǎŜ ǎŎƘƻƻƭ ōǳŘƎŜǘ ŦƻǊ ΨǎƳŀƭƭ ǘƘƛƴƎǎΩΣ ǇǊŜŦŜǊǊƛƴƎ ǘƻ ǎǇŜƴŘ ƻƴ ƭŀǊƎŜǊΣ ΨƳƻǊŜ ƛƳǇƻǊǘŀƴǘΩ 

ǇǊƻƧŜŎǘǎ ŀƴŘ ǊŜǎƻǳǊŎŜǎΦ LƴŘŜŜŘΣ ǎŎƘƻƻƭ ǎǘŀŦŦ ΨŦƛƭƭƛƴƎ ƛƴ ǘƘŜ ƎŀǇǎΩ ƛƴ ǎŎƘƻƻƭ ōǳŘƎŜǘ ǿƛǘƘ ǘƘŜƛr own money 

was a common and extensive practice, at all levels from TAs to the executive head, in both 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 at Applegood 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 money and time and 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 cost-of-living crisis, when they are struggling to support themselves and their own families 

(Postlethwaite, 2023). Indeed, Applegood lost two TAs during 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 educational provision but also face losing 

staff (exacerbated by their schools geographies) at a 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. 

I have classified the FederationΩs governing body as core volunteers due to their strategic importance 

ǘƻ ǘƘŜ ǎŎƘƻƻƭΩǎ ŦǳƴŎǘƛƻƴƛƴƎΦ IƻǿŜǾŜǊΣ ǎƻƳŜ ƳŜƳōŜǊǎ ŀǊŜ ƳƻǊŜ ƛƴǘŜƴǎŜƭȅ ƛƴǾƻƭǾŜŘ ǘƘŀƴ ƻǘƘŜǊǎ 

(Frances, a local artist and village resident, is involved in art activities at Applegood and her daughter 

is an ex-ǇǳǇƛƭΣ IƻƭƭȅΩǎ ǎƻƴǎ ŎǳǊǊŜƴǘƭȅ ŀǘǘŜƴŘ !ǇǇƭŜƎƻƻŘΣ ŀƴŘ YŀǘŜ Ǌǳƴǎ Farm School and lives in 

ApplegoodύΦ !ƴ ƛƴǘŜǊŜǎǘƛƴƎ ŦŜŀǘǳǊŜ ƻŦ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΩǎ ƎƻǾŜǊƴƛƴƎ ōƻŘȅ ƛǎ ǘƘŀǘΣ ŀƭǘƘƻǳƎƘ 

they govern both schools, none of the governors are drawn from the community of Oakington ς they 

are all linked to Applegood (many live there). Governors have been largely recruited via word-of-

ƳƻǳǘƘΣ ǿƛǘƘ ǘƘŜ ƛƴŦƻǊƳŀƭ ΨōǳƳǇƛƴƎ ƛƴǘƻ ǇŜƻǇƭŜΩ ǊŜǎǳƭǘƛƴƎ ƛƴ ǘƘŜ ŘƻƳƛƴŀƴŎŜ ƻŦ !ǇǇlegood residents 

(and Applegood parents) on the governing body. Thus, geographic capital is crucial for this particular 

aspect of the socio-spatial network of voluntary activity. Yet there is a detachment between the 

governing body and the school communities they 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 between them (Ranson, 

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 parents and TAs could not even name 

the governors in interviews or conversation). Thus, the long-term strategic plans governors seek to 
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make are not widely known, making their realisation a difficult task. This is especially ironic when 

governors discuss plans for community development.  

 

Peripheral/Episodic 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 many have three or more children to care for (especially at Oakington). 

These factors combine to make these parents extremely time-poor. 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. This suggests 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 falling to TAs instead). In addition, where children in small rural 

schools are increasingly being drawn from wider catchment areas (Walker, 2010), parents are 

ƛƴŎǊŜŀǎƛƴƎƭȅ ƭƛǾƛƴƎ ŀǘ ŦǳǊǘƘŜǊ ŘƛǎǘŀƴŎŜǎ ŦǊƻƳ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ǎŎƘƻƻƭǎΣ ǊŜǎǘǊƛŎǘƛƴƎ ǘƘŜƛǊ ǇƘȅǎƛŎŀƭ ŎŀǇŀŎƛǘȅ 

to be involved: 

ǘƘŜ ǘƘƛƴƎ ƛǎ ŀ ƭƻǘ ƻŦ ƭƛƪŜΣ ŀ ƭƻǘ ƻŦ ǿƘŀǘ ƎƻŜǎ ƻƴ ƛƴ tƛǜƻǊŘΦ ²Ŝ ƎŜǘ ƛƴǾƻƭǾŜŘ ƛƴ ǘƘŀǘΦ .ǳǘ ŀƴȅǘƘƛƴƎ 

ǘƘŀǘ ƘŀǇǇŜƴǎ ƘŜǊŜ ώhŀƪƛƴƎǘƻƴϐ ǿŜ Řƻƴϥǘ ƎŜǘ ƛƴǾƻƭǾŜŘ ƛƴ ŜǾŜƴΣ L ƪƴƻǿ ǿŜ ƘŀǾŜ ŘƻƴŜ ƻƴŎŜ 

ōŜŦƻǊŜ ώΧϐ ǿƘŜƴ ǘƘŜȅ Řƻ ƭƛƪŜ ǘƘŜ ŬǊŜǿƻǊƪǎΦ ! ƭƻǘ ƻŦ tƛǜƻǊŘ ŎƻƳŜ Řƻǿƴ ŦƻǊ ǘƘŀǘΦ ¢ƘŀǘΩǎ ƴƛŎŜΦ 

.ǳǘ ȅŜŀƘΣ ǘƘŀǘϥǎ ŀōƻǳǘ ƛǘΦ !ƴŘ L ǘƘƛƴƪ ōŜŎŀǳǎŜ ǇŜƻǇƭŜ ŀǊŜ ƻǳǘΦ hǳǘ ƻŦ ǘƘŜ ǿŀȅΦ ¢ƘŜȅ ŘƻƴϥǘΦ ό½ƻŜύ 

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 where their local 

community are. I have therefore classified these parents as peripheral/episodic volunteers due to their 

less intense involvement in voluntary activity, and greater physical distance from the schools and their 

villages. {ƻǇƘƛŜ Ŏŀƭƭǎ ǘƘƛǎ ŎƻƘƻǊǘ ƻŦ ǇŀǊŜƴǘǎ Ψŀ ƴŜǿ ōǊŜŜŘΩ ŀǎ ǘƘŜȅ ŀǊŜ ǘƛƳŜ-poor but resource-rich (at 

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 PTA. During my research, the ASF was 

made up of only three members: Sophie (the chair), Nancy (the secretary), and Lucy (the treasurer). 

Lucy has two children at ApplegoodΦ IƻǿŜǾŜǊΣ ŘǳŜ ǘƻ ƘŜǊ ŦŀƳƛƭȅΩǎ ŦƛƴŀƴŎŜǎ ǊŜǉǳƛǊƛƴƎ ƘŜǊ ǘƻ ǘŀƪŜ ƻƴ ŀ 

third job, Lucy had to give up her role on the PTA. This caused huge 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 Nancy were willing 

to share the increased workload between the two of them, with Crystelle (head of school) made a 

member in name only to fulfil the legal requirements for the PTAs constitution. A reconfiguration of 

the TSOL of the PTA enabled through social networks was thus necessary in response to a change in 

membership and subsequent rebalancing of responsibilities. Whether and how the ASF will be able to 

continue to function with such a heavy (unpaid) workload divided between two volunteers remains to 

be seen, especially in a cost-of-living crisis. 

With both schools having time-poor and geographically dispersed parents, their voluntary activity 

ǊŜŦƭŜŎǘǎ Ƴŀƴȅ ƻŦ ǘƘŜ ŎƘŀǊŀŎǘŜǊƛǎǘƛŎǎ ƻŦ ΨƳƛŎǊƻ-ǾƻƭǳƴǘŜŜǊƛƴƎΩΥ ŀŎǘƛǾƛǘȅ ǘƘŀǘ ƛǎ άlimited in duration and 

require[s] little or no lasting obligationsέ (Heley et al, 2022, pg.77). Micro-volunteering encompasses 

speed and convenience with tasks usually taking between 5-30 minutes either in-person or (more 

often) online (Ibid). The examples given can be applied to voluntary activity for the small rural primary 

school. For example, campaigning and communication (school promotion by parents, organising 
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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). However, micro-volunteering 

is similar to episodic volunteering, the difference being, the latter 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 micro-activities, 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 distinctive micro-episodic nature due to a lack 

of geographic (and time) capital. 

{ƳƛǘƘ όнлнмύ ŀǊƎǳŜǎ ǘƘŀǘ ǿŜ Ƴǳǎǘ ŀǇǇǊŜŎƛŀǘŜ ǘƘŀǘ ŜƴƎŀƎŜƳŜƴǘ ǿƛƭƭ ǾŀǊȅ ŘŜǇŜƴŘƛƴƎ ƻƴ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ 

ǇŀǊŜƴǘǎ ƭƛǾŜǎΣ ŀƴŘ ǘƘŜ ŎƻƴǘŜȄǘ ƻŦ ŘƛũŜǊŜƴǘ ǎŎƘƻƻƭǎΦ ¢ƘǳǎΣ ƛƴǎǘŜŀŘ ƻŦ ŘŜŎƻƴǘŜȄǘǳŀƭƛǎƛƴƎ ǘƘŜ ǇǊŀŎǝŎŜǎ ƻŦ 

ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘΣ ǿŜ ƴŜŜŘ ǘƻ άōŜǧŜǊ ŎƻƴǎƛŘŜǊ ŀƴŘ ǾŀƭǳŜΧ ŘƛǾŜǊǎŜ ǎǳōƧŜŎǘ Ǉƻǎƛǝƻƴǎέ ƻŦ ǇŀǊŜƴǘǎ 

ŀƴŘ ŀǎƪ ǿƘŀǘ ŘƛũŜǊŜƴǘ ǇŀǊŜƴǘǎ ŎƻǳƭŘ ŘƻΣ ƴƻǘ ǿƘŀǘ ǘƘŜȅ ǎƘƻǳƭŘ Řƻ όLōƛŘΣ ǇƎΦмфлύΦ aȅ ǊŜǎŜŀǊŎƘ ǎƘƻǿǎ 

ǘƘŀǘ ōƻǘƘ ǎŎƘƻƻƭǎ ŀǊŜ ƳŀƪƛƴƎ ŜũƻǊǘǎ ǘƻ Řƻ ǘƘƛǎΦ {ƻǇƘƛŜ ǘƻǳŎƘŜŘ ƻƴ ǘƘƛǎ ŘǳǊƛƴƎ ƘŜǊ ƛƴǘŜǊǾƛŜǿΥ 

¢ƘŜǊŜϥǎ ƭƛƪŜ ǘƘǊŜŜ ƻǊ ŦƻǳǊ ƻŦ ǘƘŜ ƴŜǿ ǊŜŎŜǇǝƻƴ ƳǳƳǎ ǿƘƻ ǿŜǊŜ Ƨǳǎǘ ƭƛƪŜ άƴƻǇŜΗέ hƴŜ ƻŦ ǘƘŜƳ 

ǎŀƛŘ άL Ŏŀƴƴƻǘ ōŀƪŜ ǘƻ ǎŀǾŜ Ƴȅ ƭƛŦŜΗέΣ ǿƘƛŎƘ ƛǎ ŀ ƭƛǧƭŜ ōƛǘ ƭƛƪŜ ƳŜΣ ōŜŎŀǳǎŜ ǿƘŜƴ ǘƘŜȅ ǿƘŜƴ ǘƘŜȅ 

ŎŀƳŜ ŀƴŘ ŬǊǎǘ ŀǇǇǊƻŀŎƘŜŘ ƳŜ ŀƴŘ L ǘƘƻǳƎƘǘ ǘƘŜȅ ǿŜǊŜ ŀǎƪƛƴƎ ƳŜ ǘƻ ōŀƪŜ ŎŀƪŜǎΣ L ǿŀǎ Ƨǳǎǘ 

ƭƛƪŜΣ άL Ŏŀƴƴƻǘ ōŀƪŜ ǘƻ ǎŀǾŜ Ƴȅ ƭƛŦŜΦ L ǿƛƭƭ Ǝƻ ŀƴŘ ōǳȅ ȅƻǳ ŎŀƪŜǎΣ ŀǎ Ƴŀƴȅ ŀǎ ȅƻǳ ǿŀƴǘΦ .ǳǘ L 

Ŏŀƴƴƻǘ ōŀƪŜ ǘƘŜƳέΦ !ƴŘ ǘƘŜȅ ǿŜǊŜ ƭƛƪŜΣ άƴƻΣ Ŏŀƴ ȅƻǳ ŦŀŎŜ ǇŀƛƴǘΚέ ŀƴŘ ƭƛƪŜ ά²ŜƭƭΣ ȅŜǎ L ŎŀƴέΦ 

{ƻΣ ǘƘŜΣ ȅŜŀƘΣ ǘƘƛǎ ǿƻƳŀƴ ǿŀǎ ƭƛƪŜ άL Ŏŀƴϥǘ ōŀƪŜΦ .ǳǘ L Ŏŀƴ ǎǘŀƴŘ ōŜƘƛƴŘ ŀ ǘŀōƭŜέΦ [ƛƪŜ ǘƘŀǘ 

ǿƻǊƪǎ ŦƻǊ ƳŜΦ Lǘ ȅŜŀƘΣ LϥƳΣ LϥƳ ŀ ŬǊƳ ōŜƭƛŜǾŜǊΦ Lǘ ǘŀƪŜǎ ŀ ǾƛƭƭŀƎŜ ǘƻ ǊŀƛǎŜ ŀ ŎƘƛƭŘΦ Lǘ ǘŀƪŜǎ ŀ ǾƛƭƭŀƎŜ 

ǘƻ ǊŀƛǎŜ ƳƻƴŜȅΦ [ƛƪŜ ƛǘ ŘƻŜǎƴϥǘ ƳŀǧŜǊΦ ²Ŝ ǿƛƭƭ Ǉǳǘ ȅƻǳ ǘƻ ƎƻƻŘ ǳǎŜ ǿƘŜǊŜǾŜǊΦ ¸ƻǳ ƪƴƻǿ ƛǘϥǎ 

ŀƭƳƻǎǘ ƭƛƪŜ ŀ ŎŀǎŜ ƻŦ ƪƴƻǿΣ ȅƻǳǊΣ ȅƻǳǊ ǎǘǊŜƴƎǘƘǎ ƭƛƪŜ bŀƴŎȅ ŀƴŘ [ŀǳǊŀ ŀǊŜ ƭƛƪŜ ǘƘŜ vǳŜŜƴǎ ŀǘ 

ǊŜŦǊŜǎƘƳŜƴǘǎΦ LϥƳ ƭƛƪŜ άǘƘŀǘϥǎ ƛǘΣ ȅƻǳ ǘǿƻ Ǝƻ ƛƴ ǘƘŜǊŜέΦ L ƭƻǾŜ ǘƘŜ ǊŀƉŜ ǘŜƴǘ ǎƻ LϥƳ ƭƛƪŜΣ άLϥƳ ƻƴ 

ǘƘŜ ǊŀƉŜ ǘŜƴǘέΦ L ǿƛƭƭ ƎŜǘ ǇŀǊŜƴǘǎ ŎƻƳƛƴƎ ǳǇ ōǳȅƛƴƎ ǝŎƪŜǘǎΦ ¸ƻǳ ƪƴƻǿΣ ƛǘϥǎΣ ƛǘϥǎ ŀƭƳƻǎǘ ŀ ŎŀǎŜ 

ƻŦ ƪƴƻǿ ȅƻǳǊ ǎǘǊŜƴƎǘƘǎ ώƭŀǳƎƘǎϐ 

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 involved (Heley 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 here ς see Chapter 5), and TAs 

and other support staff can 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 of in-fighting and bickeringШыLareau and 

Muñoz, 2012; Posey-Maddox, 2014; Murray et al, 2019; 2020), putting them off wanting to re-form 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 Oakington did to organise and deliver events (through their active voluntary work). There 

ǿŀǎ ŀ ǎŜƴǎŜ ǘƘŀǘ ƻǘƘŜǊǎ ǿŜǊŜ ƘŀǇǇȅ ǘƻ ΨƭŜŀǾŜ ǘƘŜƳ ǘƻ ƛǘΩ (though see discussion of the role stigmatising 

practices play in this below). Thus, time-poor parents engage in passive micro-episodic voluntary 

activity due to their distance from school to balance competing demands on their time and to avoid 

tension. But this leaves TAs and other support staff to take on the bulk of voluntary work due to a 

catch-22 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 a negative impact on staff, potentially leading to burnout. 



 

ΝΠΞ 
 

Socio-ǎǇŀǘƛŀƭ {ǘƛƎƳŀΥ ΨDƻƻŘȅ !ǇǇƭŜƎƻƻŘΩ ŀƴŘ ΨbŀǳƎƘǘȅ hŀƪƛƴƎǘƻƴΩ 

²Ƙƛƭǎǘ ŦŜŘŜǊŀǝƻƴ Ƙŀǎ ƘŀŘ ǇƻǎƛǝǾŜǎ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭǎ ƛƴ ǘŜǊƳǎ ƻŦ Ŏƻǎǘ ǎŀǾƛƴƎǎΣ ƭƻƎƛǎǝŎǎΣ ǿƻǊƪƭƻŀŘ 

ǊŜŘǳŎǝƻƴ ŀƴŘ ǎƘŀǊŜŘ /t5 όaǳƛƧǎ ŀƴŘ wǳƳȅŀƴǎǘŜǾŀΣ нлмпύΣ ǇŀǊǝŎƛǇŀƴǘǎ ŦǊƻƳ ŜŀŎƘ ǎŎƘƻƻƭ ǎŀȅ ǘƘŜǊŜ ƛǎ 

ǎǝƭƭ ǾŜǊȅ ƳǳŎƘ ŀ ŘƛǎǘŀƴŎŜ όōƻǘƘ ƎŜƻƎǊŀǇƘƛŎŀƭ ŀƴŘ ǎƻŎƛŀƭύ ōŜǘǿŜŜƴ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΥ 

.ŜŎŀǳǎŜ ǿŜ ŘƛŘƴϥǘ ǊŜŀƭƭȅ ǎŜŜ ŀ ƭƻǘ ƻŦ ǘƘŜ ƻǘƘŜǊ ǎŎƘƻƻƭΦ !ƭǘƘƻǳƎƘ ǿŜ ǿŜǊŜ ŦŜŘŜǊŀǘŜŘΦ L ǘƘƛƴƪ 

ǿƘŜƴ ǿŜ ŬǊǎǘ ŦŜŘŜǊŀǘŜŘΣ L ǘƘƛƴƪ ǿŜ ŀƭƭ ǿŜƴǘ ƻǾŜǊ ǘƻ hŀƪƛƴƎǘƻƴ ŦƻǊ ŀ ŘŀȅΣ ǘƘŜ ǎǘŀũΣ ǘƘŜ ŎƘƛƭŘǊŜƴΣ 

ǿŜ ŀƭƭ ƘŀŘ ŀ Řŀȅ ǘƘŜǊŜΦ !ƴŘ ǘƘŜƴ ǘƘŜȅ ǿŜǊŜ ƎƻƛƴƎ ǘƻ ŎƻƳŜ ǘƻ ǳǎΣ ōǳǘ L Řƻƴϥǘ ǘƘƛƴƪ ǘƘŀǘ ŜǾŜǊ 

ƘŀǇǇŜƴŜŘΦ wŜŀƭƭȅΣ ŀǇŀǊǘ ŦǊƻƳ ǇŜǊƘŀǇǎ ŀ ŎƻǳǇƭŜ ƻŦ ǎŎƘƻƻƭ ǘǊƛǇǎΦ ²Ŝ ŘƻƴϥǘΦ L Řƻƴϥǘ ǊŜŀƭƭȅ ǎŜŜ ŀ ƭƻǘ 

ƻŦ ǘƘŜƳ ό[ŀǳǊŀΣ !ǇǇƭŜƎƻƻŘύ 

ǿŜ ŀǊŜ ǾŜǊȅΣ ǿŜΣ ƴƻΣ ǿŜ ŀǊŜ ǾŜǊȅΣ ǿŜ ŀǊŜ ǾŜǊȅ ǎŜǇŀǊŀǘŜΧ .ǳǘ L Ƨǳǎǘ ǘƘƛƴƪ ǘƘŀǘϥǎ Ƙƻǿ ƛǘϥǎ ŀƭǿŀȅǎΦ 

¢Ƙŀǘϥǎ Ƙƻǿ ƛǘ ƛǎΦ L ǘƘƛƴƪ ƪƛŘǎ Řƻƴϥǘ ƪƴƻǿ ŜŀŎƘ ƻǘƘŜǊΦ {ƻΣ L Ƨǳǎǘ ǘƘƛƴƪ ǘƘŜȅϥǊŜ ƴƻǘ Ǝƻƴƴŀ ƎǊŀǾƛǘŀǘŜ 

ǘƻǿŀǊŘǎΦ L ǘƘƛƴƪ ǘƘŜȅ Ƨǳǎǘ Ǝƻ ƛƴǘƻ ǘƘŜƛǊ ƻǿƴ ǎƻǊǘ ƻŦΦ ¸ƻǳ ƪƴƻǿΣ L Ƨǳǎǘ ǘƘƛƴƪ ǘƘŀǘϥǎ ƴƻǊƳŀƭ όbŀǘΣ 

hŀƪƛƴƎǘƻƴύ 

²Ƙƛƭǎǘ ōƻǘƘ ǎŎƘƻƻƭǎ ŀǊŜ ǎƛƳƛƭŀǊ ƛƴ ƘŀǾƛƴƎ ǝƳŜπǇƻƻǊ ŀƴŘ ƎŜƻƎǊŀǇƘƛŎŀƭƭȅ ŘƛǎǇŜǊǎŜŘ ǇŀǊŜƴǘ ǇƻǇǳƭŀǝƻƴǎΣ 

ǘƘŜǊŜ ƛǎΣ ƴŜǾŜǊǘƘŜƭŜǎǎ ŀ ƳŀǘŜǊƛŀƭ ŘƛũŜǊŜƴŎŜ ƛƴ ǘƘŜ ŜŎƻƴƻƳƛŎ ŎŀǇƛǘŀƭ ǘƘŜǎŜ ǇŀǊŜƴǘǎ ǇƻǎǎŜǎǎΦ aŀƴȅ ƻŦ 

ǘƘŜ ŦŀƳƛƭƛŜǎ ƛƴ ōƻǘƘ ǎŎƘƻƻƭǎ ƭƛǾŜ ƛƴ ǘƘŜ ǎŀƳŜ ƭŀǊƎŜ ǾƛƭƭŀƎŜΤ tƛǜƻǊŘΦ ¢Ƙƛǎ ƛǎ ŀ ŦƻǊƳŜǊ ƳƛƴƛƴƎ ǾƛƭƭŀƎŜ ƻŦ 

ƳƛȄŜŘ ǎƻŎƛƻπŜŎƻƴƻƳƛŎ ŘŜƳƻƎǊŀǇƘȅΦ IƻǿŜǾŜǊΣ ǘƘŜ ŎƘƛƭŘǊŜƴ ŀǊŜ ƳŀǘŜǊƛŀƭƭȅ ŘƛǾƛŘŜŘ ƛƴǘƻ ǘƘƻǎŜ ǘƘŀǘ ŀǊŜ 

ƳƻǊŜ ǿŜƭƭπƻũ ŀƴŘ ǘƘƻǎŜ ǘƘŀǘ ŀǊŜ ƴƻǘ ŀƴŘ ǎǇŀǝŀƭƭȅ ǎǘǊŜŀƳŜŘ ƛƴ ǘƘƛǎ ǿŀȅ ǘƘǊƻǳƎƘ ǘƘŜ ǎŎƘƻƻƭǎ ǘƘŜȅ 

ŀǧŜƴŘΦ YŀǘƘŜǊƛƴŜ ǎǳƳƳŜŘ ǳǇ ǘƘƛǎ ŘƛǾƛǎƛƻƴ ōȅ ǎŀȅƛƴƎ ά!ǇǇƭŜƎƻƻŘ ƎŜǘ tƛǜƻǊŘ ώŎƘƛƭŘǊŜƴϐΦ hŀƪƛƴƎǘƻƴ ƎŜǘ 

ǇǳǇƛƭ ǇǊŜƳƛǳƳ tƛǜƻǊŘ ώŎƘƛƭŘǊŜƴϐέΦ !ǇǇƭŜƎƻƻŘ ǇŀǊŜƴǘǎ ǘŜƴŘ ǘƻ ōŜ ǿŜŀƭǘƘƛŜǊ ǘƘŀƴ hŀƪƛƴƎǘƻƴ ǇŀǊŜƴǘǎΣ 

ōǳǘ ǘƘŜǎŜ ƳŀǘŜǊƛŀƭ ƛƴŜǉǳŀƭƛǝŜǎ ŜȄǘŜƴŘ ǘƻΣ ŀƴŘ ƛƴŘŜŜŘ ŀǊŜ ǳƴŘŜǊǇƛƴƴŜŘ ōȅΣ ǎȅƳōƻƭƛŎ ŘƛũŜǊŜƴŎŜǎ 

ŎƻƴǎǘǊǳŎǘŜŘ ǘƘǊƻǳƎƘ ǎǝƎƳŀǝǎƛƴƎ ǇǊŀŎǝŎŜǎ ό¢ȅƭŜǊΣ нлмрύΦ ¢ȅƭŜǊ όнлмрύ ǳǎŜŘ ǘƘŜ ŎƻƴŎŜǇǘ ƻŦ ΨǎǝƎƳŀΩ ǘƻ 

ŜȄǇƭƻǊŜ ǘƘŜ ŎƭŀǎǎƛŬŎŀǘƻǊȅ ǎǘǊǳƎƎƭŜǎ ǘƘŀǘ ƻŎŎǳǊ ǿƘŜƴ ƎǊƻǳǇǎ ǎŜŜƪ ǘƻ ŘƛǎǝƴƎǳƛǎƘ ǘƘŜƳǎŜƭǾŜǎ ŦǊƻƳ ŜŀŎƘ 

ƻǘƘŜǊ ǘƘǊƻǳƎƘ ǎȅƳōƻƭƛŎ ŀƴŘ ǎǇŀǝŀƭ ŀǊǝŎǳƭŀǝƻƴǎ ƻŦ Ŏƭŀǎǎ ŘƛũŜǊŜƴŎŜΦ {ƘŜ ƭƛƴƪǎ ƛƴŎǊŜŀǎŜŘ ǎǝƎƳŀǝǎŀǝƻƴ 

ǘƻ ƴŜƻƭƛōŜǊŀƭ ƎƻǾŜǊƴŀƴŎŜ ǿƘŜǊŜ άŎƭŀǎǎ ƛƴŜǉǳŀƭƛǝŜǎ ώŀǊŜϐ ǊŜǎŎǊƛǇǘŜŘΧ ώŀǎϐ ƛƴŘƛǾƛŘǳŀƭ ŎƘƻƛŎŜǎέ όLōƛŘΣ 

ǇƎΦрлрύΦ tŀǊŜƴǘŀƭ ŎƘƻƛŎŜ ƻŦ ǎŎƘƻƻƭΣ ŦƻǊ ŜȄŀƳǇƭŜΣ ƛǎ ǊŜƎŀǊŘŜŘ ŀǎ ŀƴ ƛƴŘƛǾƛŘǳŀƭ ŎƘƻƛŎŜ ōǳǘ ƛƴ ǊŜŀƭƛǘȅΣ Ƙŀǎ 

ōŜŜƴ ǎƘƻǿƴ ǘƻ ōŜ ŀũŜŎǘŜŘ ōȅ ǎƻŎƛƻπŜŎƻƴƻƳƛŎ ŀƴŘ ŜǘƘƴƛŎ ƛƴŜǉǳŀƭƛǝŜǎ ό.ŀƭƭ Ŝǘ ŀƭΣ мффрΤ мффсΤ .ŀƭƭ мффоΤ 

нллоΤ wŜŀȅΣ нллпŀΤ ±ƛƴŎŜƴǘ Ŝǘ ŀƭΣ нлмнΤ нлмоΤШIŀƭƭ ŀƴŘ tǳƭǎŦƻǊŘΣ нлмфύΦ ¢ƘǳǎΣ ƛƴ ΨŎƘƻƻǎƛƴƎΩ ǿƘŜǊŜ ǘƘŜƛǊ 

ŎƘƛƭŘǊŜƴ Ǝƻ ǘƻ ǎŎƘƻƻƭΣ ǇŀǊŜƴǘǎ ƘŀǾŜ ǎƻŎƛƻπǎǇŀǝŀƭƭȅ ŘƛũŜǊŜƴǝŀǘŜŘ ǘƘŜƳǎŜƭǾŜǎ ŦǊƻƳ ŜŀŎƘ ƻǘƘŜǊ 

ό.ƻǳǊŘƛŜǳΣ мффмύ ŀƴŘ ƳŀŘŜ ǘƘŜ ǎŎƘƻƻƭǎ ǎȅƳōƻƭƛŎŀƭƭȅ ǊŜǇǊŜǎŜƴǘŀǝǾŜ ƻŦ ǘƘŜƛǊ ŎƭŀǎǎŜŘ ŘƛũŜǊŜƴŎŜǎ 

όƛƴŜǉǳŀƭƛǘȅύΦ 

{ƻŎƛŀƭπǎǇŀǝŀƭ ŘƛǾƛǎƛƻƴǎ ŀǊŜ ǇŜǊǇŜǘǳŀǘŜŘ ōȅ ǘƘƛǎ ǎǘǊŜŀƳƛƴƎΣ ŀƴŘ ōȅ ƻǘƘŜǊ ŦƻǊƳǎ ƻŦ ƴŜƻƭƛōŜǊŀƭ ŜŘǳŎŀǝƻƴ 

ƎƻǾŜǊƴŀƴŎŜΣ ŀƭƻƴƎǎƛŘŜ ǇŀǊŜƴǘŀƭ ŎƘƻƛŎŜΦ CƻǊ ŜȄŀƳǇƭŜΣ DǊŜƎ ƳŜƴǝƻƴŜŘ ǘƘŜ ǎȅƳōƻƭƛŎ ŜũŜŎǘ ƻŦ hŦǎǘŜŘ 

ǊŀǝƴƎǎΥ 

L ǘƘƛƴƪ ǘƘŜƴ ƛǘϥǎ ǇŀǊǝŎǳƭŀǊƭȅ ǳƴŦƻǊǘǳƴŀǘŜ ōŜŎŀǳǎŜ ƻōǾƛƻǳǎƭȅ ƎƛǾŜƴ ƭƛƪŜ ώ!ǇǇƭŜƎƻƻŘΩǎϐ hŦǎǘŜŘ ǿŀǎ 

ΨƎƻƻŘΩΦ !ƴŘ ǘƘŜƴ ώhŀƪƛƴƎǘƻƴΩǎϐ ǿŀǎ ΨǊŜǉǳƛǊŜǎ ƛƳǇǊƻǾŜƳŜƴǘΩΦ ¢ƘŜƴ L ǘƘƛƴƪΣ ȅƻǳ ƪƴƻǿΣ 

ǎƻƳŜǝƳŜǎ ǘƘŜǊŜϥǎ ŀ ōƛǘ ƻŦ ŀΣ ƭƛƪŜ ŀ ŦŜŜƭƛƴƎ ƳŀȅōŜ ŀƳƻƴƎǎǘ ǘƘŜ ǎǘŀũ ƭƛƪŜΣ ƻƘΣ ƪƛƴŘ ƻŦ ƭƛƪŜΣ άƻƘΣ 

ȅƻǳ ƪƴƻǿΣ hŀƪƛƴƎǘƻƴΣ ƴƻǘ ǉǳƛǘŜ ŀǎ ƎƻƻŘέΦ .ǳǘ ŀŎǘǳŀƭƭȅΣ ƭƛƪŜ ǿŜϥǊŜ ǊŜŀƭƭȅΣ ǊŜŀƭƭȅ ǎƪƛƭƭŜŘΦ ¢ƘŜǊŜϥǎ 

ƭƻǘǎ ƻŦ ǊŜŀƭƭȅ ƎƻƻŘ ǘƘƛƴƎǎ ƘŜǊŜΦ ²ŜϥǾŜ Ǝƻǘ ǎƻƳŜ ǊŜŀƭƭȅΣ ǊŜŀƭƭȅ ǎƪƛƭƭŜŘ ǎǘŀũΣ ŀƴŘ ŀ ƭƻǘ ƻŦ ǊŜŀƭƭȅ 

ŜȄǇŜǊǘ ǇŜƻǇƭŜΦ !ƴŘ ǿŜ ŘŜƭƛǾŜǊ ŀ ƭƻǘ ƻŦ ǊŜŀƭƭȅ ƎǊŜŀǘ ŜŘǳŎŀǝƻƴ ŀƴŘ ƎǊŜŀǘ ƴǳǊǘǳǊŜΧ ¸ŜŀƘΣ ƛǘϥǎ Ƨǳǎǘ 

ǘǊƛŎƪȅΦ 



 

ΝΠΟ 
 

¢ƘŜǊŜ ƛǎ ǾŜǊȅ ƳǳŎƘ ŀ ǎƻŎƛƻπǎǇŀǝŀƭ ǎǝƎƳŀ ōŜǘǿŜŜƴ ǘƘŜ ǎŎƘƻƻƭǎ ǿƘŜǊŜ hŀƪƛƴƎǘƻƴ ŦŜŜƭ ǘƘŜȅ ŀǊŜ 

ǇŜǊŎŜƛǾŜŘ ŀǎ ΨƭŜǎǎŜǊ ǘƘŀƴΩ !ǇǇƭŜƎƻƻŘΦ Lƴ ƘŜǊ ǿƻǊƪ ¢ȅƭŜǊ όнлмрύ ǘŀƭƪǎ ǇǊŜŘƻƳƛƴŀƴǘƭȅ ƻŦ ǘƘŜ ƳƛŘŘƭŜπŎƭŀǎǎ 

ŀǎ ǿƛŜƭŘƛƴƎ ǎǝƎƳŀ ŀƴŘ ǘƘŜ ǿƻǊƪƛƴƎπŎƭŀǎǎ ŀǎ ƘŀǾƛƴƎ ǘƻ ŘŜƅŜŎǘ ŀƴŘ ŎƻƴǘŜǎǘ ƛǘΦ hŀƪƛƴƎǘƻƴ ŜƴƎŀƎŜ ƛƴ ǘƘŜǎŜ 

ǇǊŀŎǝŎŜǎ ƻŦ ŘŜƅŜŎǝƻƴ ŀƴŘ ŎƻƴǘŜǎǘŀǝƻƴ ōȅ ŘƛǎƳƛǎǎƛƴƎ ΨƻŶŎƛŀƭ ƳŜŀǎǳǊŜǎΩ όǿƘŜǊŜ !ǇǇƭŜƎƻƻŘ ŀǊŜ ƳƻǊŜ 

ǎǳŎŎŜǎǎŦǳƭύ ŀǎ ƛƴǾŀƭƛŘ ƛƴŘƛŎŀǘƻǊǎ ƻŦ Ƙƻǿ ƎƻƻŘ ǘƘŜƛǊ ǎŎƘƻƻƭ ƛǎΣ ŘƛǎŎǳǎǎ ǘƘŜ ǎƪƛƭƭǎ ŀƴŘ ŜȄǇŜǊǝǎŜ hŀƪƛƴƎǘƻƴ 

ǎǘŀũ όŀǘ ŀƭƭ ƭŜǾŜƭǎύ ƘŀǾŜ ƻŦ ŎŀǊƛƴƎ ŦƻǊ {9b ŎƘƛƭŘǊŜƴ όƭŜŀǾƛƴƎ ǘƘŜ ŎƻƳǇŀǊŀōƭŜ ǎƪƛƭƭǎ ŀƴŘ ŜȄǇŜǊǝǎŜ ƻŦ 

!ǇǇƭŜƎƻƻŘ ǳƴŀŎƪƴƻǿƭŜŘƎŜŘύΣ ŀƴŘ ǳǎŜ ǘƘŜƛǊ ƛƴŦƻǊƳŀƭ ŘŀȅπǘƻπŘŀȅ ǊŜƭŀǝƻƴǎƘƛǇ ǿƛǘƘ ǘƘŜ ŜȄŜŎǳǝǾŜ ƘŜŀŘ 

ŀǎ ŜǾƛŘŜƴŎŜ ǘƘŀǘ ǘƘŜƛǊ ǎŎƘƻƻƭ ƛǎ ΨōŜǧŜǊΩ ǘƘŀƴ !ǇǇƭŜƎƻƻŘΥ  

ώw95!/¢95ϐ  

ώhŀƪƛƴƎǘƻƴ 5ŀƛƭȅ CƛŜƭŘƴƻǘŜǎΣ нлǘƘ Wǳƭȅ нлноϐ 

¢ƘŜǊŜ ƛǎ ǘƘǳǎ ǊƛǾŀƭǊȅ ŀƴŘ ƭƻǿπƭŜǾŜƭ ŀƴƛƳƻǎƛǘȅ ōŜǘǿŜŜƴ ǘƘŜ ǎŎƘƻƻƭǎ ŀƴŘ ƳǳƭǝǇƭŜΣ ǾŀǊƛŜŘ ŀǧŜƳǇǘǎ ǘƻ 

ŀǊǝŎǳƭŀǘŜ ŘƛǎǘŀƴŎŜ ŀƴŘ ŘƛũŜǊŜƴŎŜ ōŜǘǿŜŜƴ ǘƘŜƳΦ {ƻŎƛƻπǎǇŀǝŀƭ ŘƛǾƛǎƛƻƴǎ played out most acutely when 

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 have sƻƳŜǘƘƛƴƎ ΨŜȄŎƛǘƛƴƎΩ ŀƴŘ ΨŘƛŦŦŜǊŜƴǘΩ όƘŀǾŜ ǘƘŜ 

economic and cultural capital), they are often unwilling to compromise for Oakington pupils whose 

parents often cannot afford similarly expensive trips. Applegood school pulled out of the traditional 

ΨCŜŘŜǊŀǘƛƻƴ .ƛƎ 5ŀȅ hǳǘΩ ƛƴ WǳƴŜ нлно όŀƴŘ ŦƻǊ ǘƘŜ ŦƻǊŜǎŜŜŀōƭŜ ŦǳǘǳǊŜ ǘƻƻύ ǘƻ ŀ όfree) local park and 

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 supermarket in the afternoon, rather than on-site (where the cost 

ǿƻǳƭŘ ōŜ ǳƴŀŦŦƻǊŘŀōƭŜύ ǘƻ ŀŘŘ ǘƻ ǘƘŜ ŎƘƛƭŘǊŜƴΩǎ ŜȄǇŜǊƛŜƴŎŜΦ ¢ƘŜ ŘŜŎƛǎƛƻƴ ƻŦ !ǇǇƭŜƎƻƻŘ ƴƻǘ ǘƻ ŀǘǘŜƴŘ 

was attributed to it bŜƛƴƎ Ψƴƻǘ ƎƻƻŘ ŜƴƻǳƎƘΩ ŦƻǊ ΨǎƴƻōōȅΩ ǇŀǊŜƴǘǎ όŀŎŎƻǊŘƛƴƎ ǘƻ hŀƪƛƴƎǘƻƴ ǎǘŀŦŦύ ŀƴŘ 

not dissimilar to what their children already had access to (Applegood regularly make use of a local 

estate gardens in their village). 9ȄƛǎǝƴƎ ǇŜǊŎŜǇǝƻƴǎ ƻŦ ǎŎƘƻƻƭπōŀǎŜŘ ŘƛǾƛǎƛƻƴ ƳŜŀƴǘ ǘƘŀǘ ŎŜǊǘŀƛƴ 

ǎǝƎƳŀǝǎƛƴƎ ŎƭŀǎǎŜŘ ƳŜŀƴƛƴƎǎ ǿŜǊŜ ŀǧŀŎƘŜŘ ǘƻ ǘƘƛǎ ŘŜŎƛǎƛƻƴ όŀƴŘ ŀŎǝƻƴύ ǘŀƪŜƴ ōȅ !ǇǇƭŜƎƻƻŘ ǇŀǊŜƴǘǎ 

όǿƘŜǘƘŜǊ ŀŎŎǳǊŀǘŜ ƻǊ ƴƻǘύ ƴƻǘ ǘƻ Ƨƻƛƴ ǘƘŜ ŦŜŘŜǊŀǝƻƴ ǘǊƛǇ ōȅ ǎǘŀũ ŀǘ hŀƪƛƴƎǘƻƴΦ Thus, in a neoliberal 

context of needing to both collaborate 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. 

¢ƘŜ ǎƻŎƛƻπŜŎƻƴƻƳƛŎ ŘƛũŜǊŜƴŎŜǎ ōŜǘǿŜŜƴ ǘƘŜƛǊ ŦŀƳƛƭƛŜǎ ŘŜƳƻƎǊŀǇƘƛŎǎ ŀǊŜ ŀƭǎƻ ǊŜƅŜŎǘŜŘ ƛƴ Ƙƻǿ 

ŦǳƴŘǊŀƛǎƛƴƎ ŦƻǊ ŜȄǘŜǊƴŀƭ ŎŀǳǎŜǎ ƘŀǇǇŜƴǎ ƛƴ ŜŀŎƘ ǎŎƘƻƻƭΦ {ŎǊŜŜƴǎƘƻǘǎ ŦǊƻƳ ǘƘŜ ǎŎƘƻƻƭΩǎ ǎƻŎƛŀƭ ƳŜŘƛŀ 

ǎƘƻǿ Ƙƻǿ /ƘƛƭŘǊŜƴ ƛƴ bŜŜŘΣ ŦƻǊ ŜȄŀƳǇƭŜΣ ƛǎ ƻǊƎŀƴƛǎŜŘ ŘƛũŜǊŜƴǘƭȅ ōŜǘǿŜŜƴ ǘƘŜ ǎŎƘƻƻƭǎ όǎŜŜ CƛƎǳǊŜǎ он 

ŀƴŘ ооύΦ Applegood staff do not question whether their families can afford £1 for a non-uniform day 

fundraiser, 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 fundraising activities between the two schools further 

highlights the impact of ŎƘƛƭŘǊŜƴΩǎ different socio-economic backgrounds on the character of voluntary 

activity within primary education.  
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The children have picked up and internalised these socio-spatial symbolic and material divisions 

between each other. Loreia [Year 5, Oakington] distinguished this in the classroom during my last 

week of data collection. When she learnt I had also volunteered at Applegood, she said in disgust 

άȅƻǳΩǾŜ ōŜŜƴ ǘƻ ƎƻƻŘȅ !ǇǇƭŜƎƻƻŘέ, then said gleefully άŀƴŘ ǿŜΩǊŜ ƴŀǳƎƘǘȅ hŀƪƛƴƎǘƻƴέ. I was amazed 

but not surprised by this distinction she made as it had come up in previous discussions I had had with 

the children (generally and in the art groups). Indeed, some pupils at Applegood also said they did not 

ƭƛƪŜ ǘƘŜ ŎƘƛƭŘǊŜƴ ŦǊƻƳ hŀƪƛƴƎǘƻƴ ŀƴŘ ŘŜǎŎǊƛōŜŘ ǘƘŜƳ ŀǎ ΨǿŜƛǊŘΩ ŀƴŘ ΨŎƘƛƭŘƛǎƘΩΦ ¢ƘǳǎΣ ŦǊƻƳ ŀ ȅƻǳƴƎ ŀƎŜΣ 

these children are recognising symbolic stigmatising practices that serve to differentiate them from 

their peers from different socio-economic backgrounds, further exacerbating inequalities that may 

already exist between them. Furthermore, they are not challenged on or 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 socio-spatial differences in how voluntary activity 

happens and is experienced can exacerbate material and symbolic inequalities. bƻǘ ƻƴƭȅ ŘƻŜǎ 

ǎǘŀǝǎǝŎŀƭ ŜǾƛŘŜƴŎŜ ǎƘƻǿ ǘƘŀǘ ǘƘŜ ǎŎƘƻƻƭǎ ŀǊŜ ŘƛũŜǊŜƴǘ ƛƴ ǘŜǊƳǎ ƻŦ ƳŀǘŜǊƛŀƭ ŘŜǇǊƛǾŀǝƻƴ ōǳǘ ǎƻ ǘƻƻ 

ŘƻŜǎ ŜǾƛŘŜƴŎŜ ŦǊƻƳ ǘƘŜ ŘŀȅπǘƻπŘŀȅ ƭŀƴƎǳŀƎŜ ŀƴŘ ōŜƭƛŜŦǎ ƻŦ ŎŜǊǘŀƛƴ ǎǘŀũ ŀƴŘ ŎƘƛƭŘǊŜƴ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ 

ǊŜƅŜŎǘ ǎȅƳōƻƭƛŎ ǎǝƎƳŀ όƭŀōŜƭƭƛƴƎ ŀƴŘ ŘƛǎǘŀƴŎƛƴƎύ ōŀǎŜŘ ƻƴ ǎƻŎƛƻπǎǇŀǝŀƭ ŘƛũŜǊŜƴŎŜ ōŜǘǿŜŜƴ ǘƘŜ ǎŎƘƻƻƭ 

ŎƻƳƳǳƴƛǝŜǎΦ ¢Ƙƛǎ Ǉƭŀȅǎ ƻǳǘ ǿƘŜƴ ǘƘŜ ǎŎƘƻƻƭ ŎƻƳƳǳƴƛǝŜǎ ŀǊŜ ōǊƻǳƎƘǘ ǘƻƎŜǘƘŜǊ ōǳǘ ƛǎ ŀƭǎƻ ƘƛƎƘƭƛƎƘǘŜŘ 

ƛƴ ŘŜŎƛǎƛƻƴǎ ŀƴŘ ŀŎǝƻƴǎ ǘƘŀǘ ƪŜŜǇ ǘƘŜ two apart, with voluntary activity a key site of difference and, 

therefore, of inequality. 

Despite inclusive framings of community, stigmatising stereotypes can also exist within the school 

communities (alongside those identified that exist between them). Staff, whilst being an invaluable 

ǎƻǳǊŎŜ ƻŦ ǎǳǇǇƻǊǘ ǘƻ ŦŀƳƛƭƛŜǎ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŀƴŘ ǇǊƻŦŜǎǎƛƴƎ ǘƻ ΨƪƴƻǿΩ ǘƘŜƛǊ ŦŀƳƛƭȅΩǎ ƴŜŜŘǎΣ ŎƻǳƭŘ ŀƭǎƻ 

[ŔŊƨƖĲЮΦΥЮцЮcŸƽЮ ƓƓũĲŊŸŸĬЮŉƨŰĬƖċŔƚĲĬЮŉŸƖЮ9őŔũĬƖĲŰЮ
ŔŰЮ ĲĲĬжЮ[ċůŔũŔĲƚЮĬŸŰċƣĲЮҷΤЮƓĲƖЮĦőŔũĬЮċŰĬЮƣċťĲЮƓċƖƣЮ

ŔŰЮŰċƣŔŸŰċũЮũŔƻĲЮĲƻĲŰƣƚЮċƚЮċЮƚĦőŸŸũ 

[ŔŊƨƖĲЮΦΦЮцЮcŸƽЮ§ċťŔŰŊƣŸŰЮŉƨŰĬƖċŔƚĲЮŉŸƖЮ9őŔũĬƖĲŰЮŔŰЮ ĲĲĬжЮ
[ċůŔũŔĲƚЮċƚťĲĬЮƣŸЮĤƖŔŰŊЮƚƓċƖĲЮĦőċŰŊĲеЮƣőĲЮĦőŔũĬƖĲŰЮőċƻĲЮŉƨŰЮ
ƽŸƖťŔŰŊЮƣŸŊĲƣőĲƖЮƣŸЮЮċƖƖċŰŊĲЮЮŔŰƣŸЮƣőĲЮŉċĦĲЮŸŉЮÂƨĬƚĲǃЮĤĲċƖ 
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hold certain views, and make certain assumptions about parentsШыHolloway and Pimlott-Wilson, 2012, 

Smith, 2021), distancing themselves from the parents through the elaboration of micro differences 

(Wacquant et al, 2014). One 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, I 

suggested we just ask for donations so that people could give what they could afford. One response I 

ǊŜŎŜƛǾŜŘ ǿŀǎ άŀƘ ȅŜŀƘ ōǳǘ ¢ŀȅƭŀƘ ǘƘŜ ƻƴŜǎ ǘƘŀǘΩƭƭ ƎƛǾŜ нлǇ ŀǊŜ ǘƘŜ ƻƴŜǎ ǿŀƭƪƛƴƎ ǊƻǳƴŘ ƛƴ bƛƪŜ ǘǊŀƛƴŜǊǎ 

ŀƴŘ ƘƻƻŘƛŜǎέΦ This staff member 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 sale (and that this staff member would never have made that decision). 

And so, a certain price would have to be charged to ensure those parents contributed their Ψfair shareΩ 

(as defined by the staff organising the event).  

¢ƘŜǎŜ ŀǎǎǳƳǇǘƛƻƴǎ ƻŦ Ƙƻǿ ŦŀƳƛƭƛŜǎ ΨŎƘƻƻǎŜΩ ǘƻ ōŜ ƛƴǾƻƭǾŜŘ ƛƴ ǾƻƭǳƴǘŀǊȅ ŀŎǘƛǾƛǘȅ ŜȄǘŜƴŘŜŘ ǘƻ ŎƻƴǘǊƻƭ 

over who was asked to participate and howΦ [ƛǾ ŀƴŘ bŀǘ ǘƻƭŘ ƳŜ ƛƴ ǘƘŜƛǊ ƛƴǘŜǊǾƛŜǿ ǘƘŀǘ ǘƘŜȅ ΨƪƴŜǿΩ 

which parents would help at events and would ask them for support whilst there was no point in 

asking others. Assumptions 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 

parents from loǿŜǊ ƛƴŎƻƳŜ ōŀŎƪƎǊƻǳƴŘǎ ƛƴ ǘŜǊƳǎ ƻŦ ǎǳǇǇƻǊǘƛƴƎ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴΩǎ ŜŘǳŎŀǘƛƻƴ όIƻƭƭƻǿŀȅ 

and Pimlott-Wilson, 2012; Barnes and Nolan, 2019; Body and Hogg, 2021) is also reflected in this 

research in terms of certain parents capacity (but also crucially, their suitability) 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 subsequent benefits 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 

ǘƘŜƛǊ ŦŀƳƛƭƛŜǎ ŎŀƴΩǘ ƻǊ ǿƻƴΩǘ ŀǘǘŜƴŘ ŜǾŜƴǘǎ ƻǊ Ŏŀƴƴƻǘ ŀŦŦƻǊŘ ǘƻ ŜƴŀōƭŜ ǘƘŜƳ ǘƻ ǘŀƪŜ ǇŀǊǘΦ ¢ƘŜ ŦƻƭƭƻǿƛƴƎ 

extracts from fieldnotes at Oakington on the day of the Christmas Fair (2023) show how prevalent this 

concern is for some of the children there: 

I 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, I said that was a good 

idea, I asked if her parents were coming and she shrugged and said she ǿŀǎƴΩǘ ǎǳǊŜ ŀǎ ώƘŜǊ 

brother, who has SEN and requires a lot of attention] is at home, I said άhopefully one of them 

will comeέ, she gave a small smile and said άyeahέ ǳƴŎŜǊǘŀƛƴƭȅΧ 

CǊŜȅŀ ώ¸ŜŀǊ нϐ ǿŀǎ ŎǊȅƛƴƎΧ L ǘǊƛŜŘ ǘƻ ŎƘŜŜǊ ƘŜǊ ǳǇ ōȅ ǘŀƭƪƛƴƎ ŀōƻǳǘ ǘƘŜ ŦŀƛǊΣ ōǳǘ ǎƘŜ ǎŀƛŘ ƘŜǊ 

ƳǳƳ ŘƛŘƴΩǘ ƘŀǾŜ ƳǳŎƘ ƳƻƴŜȅΣ ŀƴŘ άƛŦ ǎƘŜΩǎ ƘŀŘ ǘƻ ōǳȅ ǇŜǘǊƻƭ ǘƘŀǘ ǿƛƭƭ ōŜ ŜȄǇŜƴǎƛǾŜ ǎƻ ǎƘŜ 

ǿƻƴΩǘ ƘŀǾŜ ŀƴȅέ, she cried harder and I felt really sorry for her, I thought about giving her 

ǎƻƳŜ ƳƻƴŜȅ ōǳǘ ƪƴŜǿ ǘƘŀǘ ǿƻǳƭŘƴΩǘ ōŜ ŦŀƛǊ ƻƴ ǘƘŜ ƻǘƘŜǊǎΧ 

[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 particular 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 of funds, or both (CPAG, 2022). In such a small 

school, it is noticeable if children do not take part in events and thus results in their parents being 

ǎǘƛƎƳŀǘƛǎŜŘ ŀǎ ΨƭŜǘǘƛƴƎ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ ŘƻǿƴΩ όǿƘƛƭǎǘ ŦƻǊ ǎƻƳŜ ǘƘƛǎ Ƴŀȅ ōŜ ŀŎŎǳǊŀǘŜΣ ǘƘŜǊŜ ŀǊŜ ŀƭǎƻ 
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extenuating circumstances of which some ǎǘŀŦŦ Ƴŀȅ ōŜ ǳƴŀǿŀǊŜ όƻǊ ΨŦƻǊƎŜǘΩ ǘƻ ŀŎƪƴƻǿƭŜŘƎŜύ ŀǎ ǘƻ 

why parents do not participate) (Ibid; 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 environment 

for those unable to donate to be part of, and so one they may choose to avoid (CPAG, 2022). A decision 

for which they may then be stigmatised (Mazzoli Smith and Todd, 2019). Consequently, 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 much voluntary work at Oakington is school-led and so the way in which 

parents can be (seen to be) involved in events on the day is largely limited to (monetary) supporter 

who is physically in attendance. Even 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, socio-spatial stigmatisation within the school community as played out during 

fundraising/community events can have multiple negative consequences for more deprived families. 

Iƻǿ ŘƻŜǎ ǘƘƛǎ ǎƻŎƛƻπǎǇŀǝŀƭ ǎǝƎƳŀ Ǉƭŀȅ ƻǳǘ ƛƴ ŎƻƳƳǳƴƛǘȅ ŀǎ ƻǇǇƻǎŜŘ ǘƻ ǎŎƘƻƻƭπŦƻŎǳǎŜŘ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅΚ LƴǘŜǊŜǎǘƛƴƎƭȅΣ ŀƭǘƘƻǳƎƘ ǘƘŜ ƪŜȅ ŦƻŎǳǎ ƻŦ ōƻǘƘ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΩǎ ŜǾŜƴǘǎ ǿŜǊŜ ƎƛǾŜƴ 

ŀǎ ΨŎƻƳƳǳƴƛǘȅΩΣ ǘƘƛǎ ǿŀǎ ŦǊŀƳŜŘ ŀƴŘ ƛƴǘŜǊǇǊŜǘŜŘ ŘƛŦŦŜǊŜƴǘƭȅ ƛƴ ŜŀŎƘ ŎƻƴǘŜȄǘΦ !ǘ !ǇǇƭŜƎƻƻŘΣ ǊŜŦŜǊŜƴŎŜǎ 

to community often meant the local village residents, thus constituting a spatial category. However, 

for Oakington, community often did not mean their local villagers, it meant the families of pupils, thus 

a more sƻŎƛŀƭ ŎŀǘŜƎƻǊȅΦ ²ƘŜƴ hŀƪƛƴƎǘƻƴ ǎǘŀŦŦ ŀƴŘ ŦŀƳƛƭƛŜǎ ŘƛŘ ǊŜŦŜǊ ǘƻ ǘƘŜ ΨƭƻŎŀƭ ŎƻƳƳǳƴƛǘȅΩ ƻŦ ǾƛƭƭŀƎŜ 

residents, it was in reference to a category of people not socially connected to the school but whom 

the school are working to (re-ύƛƴƛǘƛŀǘŜ ōŜƴŜŦƛŎƛŀƭ ŎƻƴƴŜŎǘƛƻƴǎ ǘƘǊƻǳƎƘ ΨŎƻƳƳǳƴƛǘȅΩ ŜǾŜƴǘǎ in the 

village. These different framings of community led to different interpretations of the purposes of 

ΨŎƻƳƳǳƴƛǘȅΩ ŜǾŜƴǘǎΦ !ǘ !ǇǇƭŜƎƻƻŘΣ ǘƘŜȅ ǿŜǊŜ ŀōƻǳǘ bringing the community together (i.e. the 

residents, the pupils, and their families) to fundraise. At Oakington, it was more about the school 

supporting their families, as evidenced for example by parents being able to sell their own goods at 

school events so that they could make money too, and to engage them in positive school experiences 

alongside their children when so many of these parents may not have experienced schooling in a 

positive way beforeШыGillies, 2006; Holloway and Pimlott-Wilson, 2013). Oakington also have the 

additional aim of improving the schools reputation locally and so seek to invite village residents to 

events where they can show who these children are and how the school operates, with the hope of 

improving links between them. Thus, currently differing socio-spatial networks between the two 

schools and their geographic communities of village residents mean that voluntary activity involving 

ΨŎƻƳƳǳƴƛǘȅΩ ƘŀǾŜ ŘƛŦŦŜǊŜƴǘ ǇǳǊǇƻǎŜǎΦ ²Ƙƛƭǎǘ !ǇǇƭŜƎƻƻŘ ŀƭǊŜŀŘȅ ƘŀǾŜ ŀ ǇƻǎƛǘƛǾŜ ǎŎƘƻƻƭ-community 

relationship so that events can focus on fundraising, Oakington must focus on (re-)building a positive 

school-community relationship in the first place before purposes such as fundraising can be realised 

from those other than their pupils and families. Thus, different socio-spatial networks are also 

exacerbating inequalities between these schools in terms of what community-focused voluntary 

activity can achieve. 

 

The Future: Developing the (Social) Networks? 

²Ƙƛƭǎǘ ǘƘŜ ŎƻǊŜ ǾƻƭǳƴǘŜŜǊǎ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŀǊŜ ǘƘŜ όŜǎǇŜŎƛŀƭƭȅ ¢! ŀƴŘ ƻǘƘŜǊ ǎǳǇǇƻǊǘύ ǎǘŀũΣ ǘƘŜƛǊ 

ŦŀƳƛƭƛŜǎΣ ŀƴŘ ǘƘŜ ǇŀǊŜƴǘǎ όŦŀƳƛƭƛŜǎύ ƻŦ ǎƻƳŜ ǇǳǇƛƭǎΣ YŀǘƘŜǊƛƴŜ ǎŜŜǎ ǘƘŜ ŎƻƳƳǳƴƛǘȅ όƘŜǊŜ ŎƻƴŎŜǇǘǳŀƭƛǎŜŘ 



 

ΝΠΤ 
 

ŀǎ ƭƻŎŀƭ ǾƛƭƭŀƎŜ ǊŜǎƛŘŜƴǘǎύ ŀǎ ǘƘŜ άƴŀǘǳǊŀƭ ǎƻǳǊŎŜ ƻŦ ǾƻƭǳƴǘŜŜǊǎέ ŦƻǊ ƘŜǊ ǎŎƘƻƻƭǎΦ IƻǿŜǾŜǊΣ ǘƘŜ ŎǳǊǊŜƴǘ 

ǊŜƭŀǝƻƴǎƘƛǇǎ ŜŀŎƘ ŜƴƧƻȅǎ ǿƛǘƘ ƛǘǎ ƴŜƛƎƘōƻǳǊǎ όƛƴƅǳŜƴŎŜŘ ōȅ ǘƘŜƛǊ ƎŜƻƎǊŀǇƘƛŜǎ ŀƴŘ ǎƻŎƛŀƭ ƘƛǎǘƻǊƛŜǎύ ŀǊŜ 

ǾŜǊȅ ŘƛũŜǊŜƴǘΦ ²Ƙƛƭǎǘ ǘƘŜ ǾŀǊƛŀƴŎŜǎ Ŏŀƴ ōŜ ǇŀǊǝŀƭƭȅ ŀŎŎƻǳƴǘŜŘ ŦƻǊ ōȅ ǎǇŀǝŀƭ ŘƛũŜǊŜƴŎŜǎ όǿƘƛŎƘ Ŏŀƴƴƻǘ 

ōŜ ƘŜƭǇŜŘύΣ ǎƻŎƛŀƭ ŎƻƴƴŜŎǝƻƴǎ ƴŜŜŘ ǘƻ ōŜ ƛƴƛǝŀǘŜŘ ŀƴŘ ƳŀƴŀƎŜŘ ŎŀǊŜŦǳƭƭȅ ŀƴŘ ŎƻƴǎƛǎǘŜƴǘƭȅ ŦƻǊ ōŜƴŜŬǘǎ 

ǘƻ ǊŜǎǳƭǘΦ Lǘ ƛǎ ƘŜǊŜ ǘƘŀǘ ǘƘŜ ǘǿƻ ǎŎƘƻƻƭǎ ŀƭǎƻ ŘƛũŜǊΦ !ǇǇƭŜƎƻƻŘ ǎŎƘƻƻƭ ōŜƴŜŬǘǎ ŦǊƻƳ ŀ ǿƛƭƭƛƴƎ ŎƻƳƳǳƴƛǘȅ 

ǿƘƻ ƻũŜǊ ǘƘŜƛǊ ǎǳǇǇƻǊǘ ŀƴŘ ƭƻŎŀƭ ōǊƛŘƎŜ ŬƎǳǊŜǎ ǿƘƻ ŀǎƪ ŦƻǊ ǎǳǇǇƻǊǘ ŦǊƻƳ ǘƘŜƛǊ ƴŜǘǿƻǊƪǎ ŀƴŘ ƳŀƴŀƎŜ 

ǘƘŜǎŜ ǊŜƭŀǝƻƴǎƘƛǇǎ ό{ƻǇƘƛŜ ǿƛǘƘ ƘŜǊ ǇŀǊŜƴǘ ŎƻƘƻǊǘ ŀƴŘ ƴŜƛƎƘōƻǳǊǎΣ ŦƻǊ ŜȄŀƳǇƭŜύΦ Lƴ ŎƻƴǘǊŀǎǘΣ 

hŀƪƛƴƎǘƻƴ ǎŎƘƻƻƭ Ƙŀǎ ŦŜǿŜǊ ǿƛƭƭƛƴƎ ŎƻƳƳǳƴƛǘȅ ǾƻƭǳƴǘŜŜǊǎ όƴƻǘ ƘŜƭǇŜŘ ōȅ ƛǘǎ ƭƻŎŀƭ ǊŜǇǳǘŀǝƻƴύΣ ōǊƛŘƎŜ 

ŬƎǳǊŜǎ ŀƴŘ ǇŀǊŜƴǘǎ ǿƘƻ ƭƛǾŜ ŦǳǊǘƘŜǊ ŀǿŀȅ όŀƴŘ ǿƘƻ ŀǊŜ ǳƴŎƻƴƴŜŎǘŜŘ ǘƻ ƭƻŎŀƭ ǊŜǎƛŘŜƴǘǎύ ŀƴŘ ŘƻŜǎ ƴƻǘ 

Řƻ ŜƴƻǳƎƘ ŀǎƪƛƴƎ όaǳǎƛŎƪ ŀƴŘ ²ƛƭǎƻƴΣ нллуύΦ ²Ƙƛƭǎǘ YŀǘƘŜǊƛƴŜ Ƙŀǎ ƳŀŘŜ ŀǧŜƳǇǘǎ ǘƻ ŦƻǊƎŜ ƭƛƴƪǎ ƛƴ 

hŀƪƛƴƎǘƻƴΣ ŦƻǊ ŜȄŀƳǇƭŜΣ ōȅ ŀǧŜƴŘƛƴƎ ǇŀǊƛǎƘ ŎƻǳƴŎƛƭ ƳŜŜǝƴƎǎ ŀƴŘ ƎŜǩƴƎ ǘƘŜ ǎŎƘƻƻƭ ƛƴǾƻƭǾŜŘ ƛƴ ŎƘǳǊŎƘ 

ŜǾŜƴǘǎΣ ǘƘƛǎ Ƙŀǎ ƴƻǘ ōŜŜƴ ŜƴƻǳƎƘΦ ¢ƘŜȅ ƴŜŜŘ ǘƻ ŎŀǇƛǘŀƭƛǎŜ ƻƴ ǘƘŜǎŜ ƭƛƴƪǎ ōȅ ŎƻƳƳǳƴƛŎŀǝƴƎ ǊŜƎǳƭŀǊƭȅ 

ŀƴŘ ƳŜŀƴƛƴƎŦǳƭƭȅ ǿƛǘƘ ǇƻǘŜƴǝŀƭ ǾƻƭǳƴǘŜŜǊǎ ǘƻ ŬƴŘ ǿŀȅǎ ǘƘŀǘ ǘƘŜȅ Ŏŀƴ όŎƻƴǝƴǳŜ ǘƻύ ǾƻƭǳƴǘŜŜǊ 

ŜũŜŎǝǾŜƭȅ ŦƻǊ Ƴǳǘǳŀƭ ōŜƴŜŬǘΣ ŀƴŘ ōȅ ƛƴŎǊŜŀǎƛƴƎ ǘƘŜ ǎŎƘƻƻƭΩǎ ǇǊŜǎŜƴŎŜ ŀƴŘ ŀŎǝǾƛǝŜǎ ǿƛǘƘƛƴ ǘƘŜ ƭƻŎŀƭ 

ŀǊŜŀΦ  

This is easier said than done, however, because, as the executive head of two schools (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 she explained:  

ƛǘϥǎ ƘŀǊŘ ōŜŎŀǳǎŜ ǿƘŜƴ ǘƘŜǊŜϥǎ ƻƴƭȅ ƳŜΣ L Ŏŀƴϥǘ ƎŜǘ ǘƻ ǘƘŜ ǇŀǊƛǎƘ ŎƻǳƴŎƛƭ ƳŜŜǝƴƎǎ ŜǾŜǊȅ ƳƻƴǘƘ 

ŀƴŘ L Ŏŀƴϥǘ Ǝƻ ŀƴŘ Řƻ ǘƘƛǎ ŀƴŘ ǘƘƛǎ ŀƴŘ ǘƘƛǎΦ {ƻ ǘƘŀǘϥǎ ǘƘŜ ƻƴŜ ǘƘƛƴƎ ǘƘŀǘ L ƘŀǾŜƴϥǘ ǉǳƛǘŜ ƳŀƴŀƎŜŘ 

ǘƻ ŎǊŀŎƪ ȅŜǘ ƛƴ ǘŜǊƳǎ ƻŦ ƎŜǩƴƎ ǘƘŜ ǎŎƘƻƻƭ ōŀŎƪΧ ƛƴ ƛǘǎ ǊƛƎƘǜǳƭ ǇƭŀŎŜ ǿƛǘƘƛƴ ǘƘŜ ŎƻƳƳǳƴƛǘȅ 

YŀǘƘŜǊƛƴŜΩǎ ƭŀƴƎǳŀƎŜ ƘŜǊŜ ŀǇǇŜŀƭǎ ǘƻ ǘƘŜ ǎŜƴǎŜ ƻŦ ƛŘȅƭƭƛŎ ǊǳǊŀƭ ƴƻǎǘŀƭƎƛŀ ǎǳǊǊƻǳƴŘƛƴƎ ǎƳŀƭƭ ǊǳǊŀƭ ǎŎƘƻƻƭǎ 

ŀǎ ǘƘŜ ǎȅƳōƻƭƛŎ ΨƘŜŀǊǘ ƻŦ ǘƘŜ ŎƻƳƳǳƴƛǘȅΩ (Bell and Sigsworth, 1992; Bagley and Hillyard, 2011; 2014; 

2019)Φ !ǎ ǎƘŜ ƛǎ ƴƻǘ ƭƻŎŀƭ ŀƴŘ Ƙŀǎ ƴƻǘ ōŜŜƴ ŀǘ hŀƪƛƴƎǘƻƴ ǘƘŀǘ ƭƻƴƎΣ ǎƘŜ ŘƻŜǎ ƴƻǘ ƪƴƻǿ ŀōƻǳǘ ƘƛǎǘƻǊƛŎ 

ŎƻƳƳǳƴƛǘȅ ƭƛƴƪǎ ōǳǘ ΨƛƳŀƎƛƴŜǎΩ ǘƘŜǊŜ ǿŀǎ ŀ ǎǘǊƻƴƎŜǊ ǎŜƴǎŜ ƻŦ ŎƻƳƳǳƴƛǘȅ ǇǊŜǾƛƻǳǎƭȅΦ ²Ƙƛƭǎǘ ǎƘŜ ŘƻŜǎ 

ƴƻǘ Řƻǳōǘ ƛǘǎ ŜȄƛǎǘŜƴŎŜ όƘƻǿŜǾŜǊ ŀŎŎǳǊŀǘŜ ƻǊ ƴƻǘύΣ ƛƴ ƴƻǘ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ǿƘŀǘ ǘƘƛǎ ΨǎŜƴǎŜ ƻŦ ŎƻƳƳǳƴƛǘȅΩ 

ƭƻƻƪŜŘ ƭƛƪŜ ƻǊ Ƙƻǿ ƛǘ ǿƻǊƪŜŘΣ ǎƘŜ ǎǘǊǳƎƎƭŜǎ ǘƻ ŜƴǾƛǎŀƎŜ ǿƘŀǘ ƛǘ ŎƻǳƭŘ ƭƻƻƪ ƭƛƪŜ ŀƴŘ Ƙƻǿ ƛǘ ŎƻǳƭŘ ǿƻǊƪΦ 

{ƘŜ ƻƴƭȅ Ƙŀǎ !ǇǇƭŜƎƻƻŘ ŀǎ ŀ Ǉƻƛƴǘ ƻŦ ŎƻƳǇŀǊƛǎƻƴΦ ¸Ŝǘ !ǇǇƭŜƎƻƻŘΩǎ ǎƻŎƛŀƭ ƘƛǎǘƻǊȅΣ ƎŜƻƎǊŀǇƘȅ ŀƴŘ ǎƻŎƛƻπ

ǎǇŀǝŀƭ ƴŜǘǿƻǊƪ ŀǊŜ ǾŜǊȅ ŘƛũŜǊŜƴǘ ǘƻ ǘƘŀǘ ƻŦ hŀƪƛƴƎǘƻƴ ŀƴŘ ǎƻ ōƻǊǊƻǿƛƴƎ ƛŘŜŀǎ ŦǊƻƳ ǘƘŜƳ ǿƛƭƭ ƴƻǘ 

ƴŜŎŜǎǎŀǊƛƭȅ ǿƻǊƪ ƛƴ ǇǊŀŎǝŎŜ ƛƴ ŀ ŘƛũŜǊŜƴǘ ŎƻƴǘŜȄǘΦ Lƴ ǘǊȅƛƴƎ ǘƻ ŦƻǊƳ ƭƻƴƎπǘŜǊƳΣ ƳŜŀƴƛƴƎŦǳƭ ŎƻƴƴŜŎǝƻƴǎ 

ǿƛǘƘ ƛǘǎ ƭƻŎŀƭ ŎƻƳƳǳƴƛǘȅΣ hŀƪƛƴƎǘƻƴ ƛǎΣ ƛƴ Ƴŀƴȅ ǿŀȅǎΣ ƘŀǾƛƴƎ ǘƻ ǎǘŀǊǘ ŦǊƻƳ ǎŎǊŀǘŎƘΣ ǿƛǘƘ ǎƛƎƴƛŬŎŀƴǘƭȅ 

ƭŜǎǎ ǇǊŜπŜȄƛǎǝƴƎ ŎŀǇƛǘŀƭ ŦǊƻƳ ƛǘǎ ǎƻŎƛƻπǎǇŀǝŀƭ ƴŜǘǿƻǊƪ ǘƻ ŘǊŀǿ ǳǇƻƴ ǘƘŀƴ !ǇǇƭŜƎƻƻŘΦ Lƴ ŦŀŎǘΣ hŀƪƛƴƎǘƻƴ 

Ƴǳǎǘ ǿƻǊƪ ƻƴ ǊŜπŜǎǘŀōƭƛǎƘƛƴƎ ǘƘŜƛǊ ǊŜǇǳǘŀǝƻƴ ǿƛǘƘƛƴ ǘƘŜ ŎƻƳƳǳƴƛǘȅ ƻŦ ǘƘŜƛǊ ǾƛƭƭŀƎŜΣ ōŜŦƻǊŜ ŀƴȅ ƳƻǊŜ 

ǘŀƴƎƛōƭŜ ōŜƴŜŬǘǎ Ŏŀƴ ōŜ ǊŜŀƭƛǎŜŘ όƻǊ ŜǾŜƴ ŎƻƴǘŜƳǇƭŀǘŜŘύΦ 

aƻǊŜƻǾŜǊΣ ǇŜƻǇƭŜ ƘŀǾŜ ŘƛũŜǊŜƴǘ ŎƻƴŎŜǇǝƻƴǎ ƻŦ ǿƘŀǘ ŀ ΨƎƻƻŘΩ ƭŜǾŜƭ ƻŦ ŎƻƳƳǳƴƛǘȅ ƛƴǾƻƭǾŜƳŜƴǘ ƭƻƻƪǎ 

ƭƛƪŜ ŀƴŘ ǿƘŜǊŜ ƛǘ ǎƘƻǳƭŘ ŎƻƳŜ ŦǊƻƳΦ LƴπƪŜŜǇƛƴƎ ǿƛǘƘ hŀƪƛƴƎǘƻƴΩǎ ǘŜƴŘŜƴŎȅ ǘƻ ŦǊŀƳŜ ΨŎƻƳƳǳƴƛǘȅΩ ŀǎ 

ǘƘŜ ŦŀƳƛƭƛŜǎ ǘƘŜȅ ǎŜǊǾŜΣ DŜƳƳŀ ƳŀŘŜ ŀ ƭƻǘ ƻŦ ǊŜŦŜǊŜƴŎŜǎ ƛƴ ƘŜǊ ƛƴǘŜǊǾƛŜǿ ǘƻ ŀƴ ƛƳŀƎƛƴŜŘ ŦǳǘǳǊŜ 

ǎƛǘǳŀǝƻƴ ǿƘŜǊŜ ǘƘŜ ǎŎƘƻƻƭ Ƙŀǎ ŜȄǇŀƴŘŜŘ ǎƻ ǘƘŜǊŜ ŀǊŜ ƳƻǊŜ ŎƘƛƭŘǊŜƴ ŀƴŘ ƳƻǊŜ ǇŀǊŜƴǘǎ ǿƘƻ όƘƻǇŜŦǳƭƭȅύ 

ƘŀǾŜ ƳƻǊŜ ƳƻƴŜȅΣ ŀƴŘ ŀ ƎǊŜŀǘŜǊ Ǉƻƻƭ ƻŦ ǎƪƛƭƭǎ ŦƻǊ t¢! ƻǊ ƎƻǾŜǊƴŀƴŎŜ ǊƻƭŜǎ ς ŀƴ ƛƳŀƎƛƴŜŘ ŎƻƳƳǳƴƛǘȅ 

ǿƛǘƘ ƘƛƎƘ ƭŜǾŜƭǎ ƻŦ ŎŀǇƛǘŀƭΦ hŦ ŎƻǳǊǎŜΣ ǘƘŜ ƛƳǇƭƛŎŀǝƻƴ ƻŦ ǘƘƛǎ ƛǎ ǘƘŀǘ ǘƘŜ ŎǳǊǊŜƴǘ ǇŀǊŜƴǘǎ ŀǊŜ ŘŜǇǊƛǾŜŘ ƛƴ 

ƳǳƭǝǇƭŜ ǿŀȅǎΥ ƻŦ ǝƳŜΣ ƳƻƴŜȅΣ ŀƴŘ ǎƪƛƭƭǎΦ ¢ƘŜǎŜ ŜȄǇǊŜǎǎŜŘ ǿƛǎƘŜǎ ŦƻǊ ƎǊŜŀǘŜǊ ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘΣ 

ƘƻǿŜǾŜǊΣ ŎƻƴƅƛŎǘ ǿƛǘƘ DŜƳƳŀ ŀƴŘ [ƛǾΩǎ ΨŎƻƴǘǊƻƭπŦǊŜŀƪΩ όǘƘŜƛǊ ǿƻǊŘǎύ ǇŜǊǎƻƴŀƭƛǝŜǎ ǿƘŜǊŜ ǘƘŜȅ 



 

ΝΠΥ 
 

ŘƻƳƛƴŀǘŜ ǎŎƘƻƻƭ ŦǳƴŘǊŀƛǎƛƴƎΦ Lǘ ǎŜŜƳǎ ǳƴƭƛƪŜƭȅ ǘƘŀǘ ŜǾŜƴ ƛŦ ǘƘŜ Ǉƻƻƭ ƻŦ ǇƻǘŜƴǝŀƭ ǇŀǊŜƴǘ ǾƻƭǳƴǘŜŜǊǎ ǿŀǎ 

ǘƻ ƎǊƻǿ όŀǎ ƛǘ ƭƻƻƪǎ ƭƛƪŜ ƛǘ ƛǎ ŀǎ ƻŦ {ŜǇǘŜƳōŜǊ нлноύΣ ǘƘŀǘ DŜƳƳŀ ŀƴŘ [ƛǾ ǿƻǳƭŘ ǿŀƴǘ ǘƻ ǊŜƭƛƴǉǳƛǎƘ ǘƘŜƛǊ 

ŎƻƴǘǊƻƭ ƻǾŜǊ ǎŎƘƻƻƭ ŦǳƴŘǊŀƛǎƛƴƎΦ ώw95!/¢95ϐ Interestingly, when discussing the possible re-formation 

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 control (Packman, 2020). ¢ƘǳǎΣ ǿƘƛƭǎǘ ǎǘŀũ ŎƻƴǘǊƻƭ ƻŦ ŦǳƴŘǊŀƛǎƛƴƎ 

ƛǎ ǎŜŜƴ ŀǎ ǘƘŜ ŜŀǎƛŜǎǘ ŀƴŘ Ƴƻǎǘ ŜŶŎƛŜƴǘ ǿŀȅ ǘƻ ƻǊƎŀƴƛǎŜ ǘƘƛƴƎǎ ŦǊƻƳ ǘƘŜ ǎŎƘƻƻƭΩǎ ǇƻƛƴǘπƻŦπǾƛŜǿΣ ƛǘ ŀƭǎƻ 

ǊŜǎǳƭǘǎ ƛƴ ǘƘŜ ŎƻƴǝƴǳŜŘ ŜȄŎƭǳǎƛƻƴ ƻŦ όŎŜǊǘŀƛƴύ ǇŀǊŜƴǘǎ ŦǊƻƳ ǎǇŜŎƛŬŎ ŀǊŜŀǎ ŀƴŘ ŦƻǊƳǎ ƻŦ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ǿƘŜǊŜ ǘƘŜǊŜ ƛǎ ŜǾƛŘŜƴŎŜ ǘƘŀǘ ǘƘŜȅ ǿƻǳƭŘ ƭƛƪŜ ǘƻ ōŜ ƳƻǊŜ ƛƴǾƻƭǾŜŘΦ !ǎ ƭƻƴƎ ŀǎ ǘƘƛǎ ƻǊƎŀƴƛǎŀǝƻƴŀƭ 

ǎǘǊǳŎǘǳǊŜ ŎƻƴǝƴǳŜǎ ǳƴŎƘŀƭƭŜƴƎŜŘΣ ǘƘŜ ǎŎƻǇŜ ŦƻǊ ƳƻǊŜ ƛƴƴƻǾŀǝǾŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǿƛǘƘ ƳƻǊŜ ǿƛŘŜπ

ǊŀƴƎƛƴƎ ōŜƴŜŬǘǎ ƛǎ ƭƛƳƛǘŜŘ όǎŜŜ /ƘŀǇǘŜǊ тύΦ  

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 

socio-spatial differences between the schools. However, immediately there were complications 

around how this would work fairly 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, ǇŀǊŜƴǘǎ ŀǊŜ ǾƻƭǳƴǘŀǊƛƭȅ ƎƛǾƛƴƎ ŘǳŜ ǘƻ ǘƘŜƛǊ ǇŜǊǎƻƴŀƭ ƭƛƴƪ ǘƻ ǘƘŜ ǎŎƘƻƻƭ 

ǘƘǊƻǳƎƘ ǘƘŜƛǊ ŎƘƛƭŘόǊŜƴύ ōŜŎŀǳǎŜ ǘƘŜȅ ŀǊŜ ƘŀǇǇȅ ǘƻ ƎƛǾŜ ŀƴŘ ǎǳǇǇƻǊǘ ǿƘŜƴ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ ōŜƴŜŬǘΦ 

IƻǿŜǾŜǊΣ ƛŦ ǇŀǊŜƴǘǎ Ŏŀƴ ƴƻ ƭƻƴƎŜǊ ǎŜŜ ǘƘŜ ΨōŜƴŜŬǘΩ ŦƻǊ ǘƘŜƛǊ ƻǿƴ ŎƘƛƭŘǊŜƴ ƛƴ ŀ ǾƻƭǳƴǘŀǊȅ ŜƴŘŜŀǾƻǳǊΣ 

ǘƘŜȅ Ƴŀȅ ǿƛǘƘƘƻƭŘ ƻǊ ǿƛǘƘŘǊŀǿ ǘƘŜƛǊ ǎǳǇǇƻǊǘΦ ¢ƘǳǎΣ ƻƴƎƻƛƴƎ ŎƭŀǎǎƛŬŎŀǘƻǊȅ ǎǘǊǳƎƎƭŜǎ ƛƴ ŀ ƴŜƻƭƛōŜǊŀƭ 

ŎƻƴǘŜȄǘ ǇǊŜǾŜƴǘ ŀ ƳƻǊŜ ƛƴŎƭǳǎƛǾŜ ŀƴŘ ŜǉǳƛǘŀōƭŜ ŦǳƴŘǊŀƛǎƛƴƎ ŀǊǊŀƴƎŜƳŜƴǘ ŀǘ ŦŜŘŜǊŀǝƻƴ ƭŜǾŜƭΦ hƴŜ ŀǊŜŀ 

ǘƘŀǘ ŎƻǳƭŘ ōŜ ƛƳǇǊƻǾŜŘ ƛǎ ƎǊŜŀǘŜǊ ǊŜǇǊŜǎŜƴǘŀǝƻƴ ŦƻǊ hŀƪƛƴƎǘƻƴ ƻƴ ǘƘŜ ŦŜŘŜǊŀǝƻƴ ƎƻǾŜǊƴƛƴƎ ōƻŀǊŘ ƛƴ 

ǘƘŜ ŦǳǘǳǊŜ ƛƴ ƻǊŘŜǊ ǘƻ ŀŎƘƛŜǾŜ ƳƻǊŜ ǳƴŘŜǊǎǘŀƴŘƛƴƎ ŀƴŘ ŀǧŜƴǝƻƴ ŦƻǊ ǘƘŜƛǊ ǎŎƘƻƻƭΦ IƻǿŜǾŜǊΣ ǿƘŜƴ 

ǇŀǊŜƴǘ ǾŀŎŀƴŎƛŜǎ Řƻ ŎƻƳŜ ǳǇΣ ǘƘŜȅ ŀǊŜ ƻƊŜƴ ŬƭƭŜŘ ōȅ !ǇǇƭŜƎƻƻŘ ǇŀǊŜƴǘǎΣ Ƴƻǎǘ ǊŜŎŜƴǘƭȅ ŀ ǇŀǊŜƴǘ 

ǿƘƻǎŜ ǿƛŦŜ ƛǎ ŀƭǎƻ ŀ ǘŜŀŎƘŜǊ ŀǘ !ǇǇƭŜƎƻƻŘΦ Whilst Greg knows this parent well (they are friends outside 

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 are. So long 

as the federation governing board continue to be dominated by those with socio-spatial connections 

to Applegood, Oakington will likely continue to receive less attention, exacerbating already existing 

inequalities.  

¦ƭǝƳŀǘŜƭȅΣ ƘƻǿŜǾŜǊΣ ƛƴ ǘƘŜ ŎǳǊǊŜƴǘ ŎƻƴǘŜȄǘ ƛƴ ǿƘƛŎƘ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŀǊŜ ƻǇŜǊŀǝƴƎΣ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ 

ŀƴŘ ǘƘŜ ǊŜƭŀǘŜŘ ǿƻǊƪ ƻŦ ŎƻƳƳǳƴƛǘȅ ŘŜǾŜƭƻǇƳŜƴǘ ƘŀǾŜ ƴƻǘ ōŜŜƴ ǘƘŜ ƘƛƎƘŜǎǘ ǇǊƛƻǊƛǘȅΦ [ƻǿ ƛƴǘŀƪŜǎ ŀƴŘ 

ŀǎǎƻŎƛŀǘŜŘ ƭŀŎƪ ƻŦ ŦǳƴŘƛƴƎΣ ŀǎ ǿŜƭƭ ŀǎ ŀŎŎƻƳƳƻŘŀǝƴƎ ƛƴŎǊŜŀǎƛƴƎ ƴǳƳōŜǊǎ ƻŦ ŎƘƛƭŘǊŜƴ ǿƛǘƘ ŀŘŘƛǝƻƴŀƭ 

ƴŜŜŘǎΣ ŎƻƴǝƴǳŜ ǘƻ ōŜ ǘƘŜ Ƴƻǎǘ ǇǊŜǎǎƛƴƎ ƛǎǎǳŜǎ ŦŀŎƛƴƎ ǘƘŜǎŜ ǎŎƘƻƻƭǎ όCŀǊƎŀǎπaŀƭŜǘ ŀƴŘ .ŀƎƭŜȅΣ нлнмύΦ 

LƴŘŜŜŘΣ ǿƘŜƴ ŎƻƳƳǳƴƛǘȅ ŜǾŜƴǘǎ ǿŜǊŜ ǎǇƻƪŜ ƻŦ ŀǘ hŀƪƛƴƎǘƻƴΣ ǘƘŜȅ ǿŜǊŜ ǎǇƻƪŜ ƻŦ ƛƴ ǘŜǊƳǎ ƻŦ 

ǊŜǇǳǘŀǝƻƴπōǳƛƭŘƛƴƎΣ ƳŀǊƪŜǝƴƎΣ ŀƴŘ ǇǊƻƳƻǝƻƴΣ ǊŜǾŜŀƭƛƴƎ ǘƘŜ ŎǳǊǊŜƴǘ ǇǊƛƻǊƛǝŜǎ ŘǊƛǾƛƴƎ ŎƻƳƳǳƴƛǘȅ 

ŜǾŜƴǘǎ ǘƘŜǊŜΦ Lƴ ŀŘŘƛǝƻƴΣ ŦǊƻƳ ŀ ƎƻǾŜǊƴŀƴŎŜ όǎǘǊŀǘŜƎƛŎύ Ǉƻƛƴǘ ƻŦ ǾƛŜǿΣ .ǊŜƴŘŀƴ ŘƛǎŎǳǎǎŜŘ ƛƴ Ƙƛǎ 

ƛƴǘŜǊǾƛŜǿ ǘƘŀǘ ŎǳǊǊŜƴǘƭȅΣ ƛƳǇǊƻǾƛƴƎ ǘƘŜ ŎƻƳƳǳƴƛǘȅ ŦŜŜƭ ōŜǘǿŜŜƴ ǇŀǊŜƴǘǎΣ ǎŎƘƻƻƭǎ ŀƴŘ ƎƻǾŜǊƴƻǊǎ ǿŀǎ 

ƻŦ ƎǊŜŀǘŜǊ ƛƳǇƻǊǘŀƴŎŜ ǘƘŀƴ ǘƘŀǘ ƻŦ ōǳƛƭŘƛƴƎ ƭƛƴƪǎ ǿƛǘƘ ǊŜǎƛŘŜƴǘǎΦ ²Ƙƛƭǎǘ ƘŜ ǊŜŎƻƎƴƛǎŜŘ ǘƘŜ ōŜƴŜŬǘǎ ǘƘŀǘ 

ŎƻǳƭŘ ŎƻƳŜ ŦǊƻƳ ǘƘƛǎ ŜǾŜƴǘǳŀƭƭȅΣ ƘŜ ŜƳǇƘŀǎƛǎŜŘ ǘƘŜ ǎŎƘƻƻƭǎ ǿŜǊŜ ƛƴ άǘƘŜ ŜŀǊƭȅ ǎǘŀƎŜǎ ƻŦ ŀƴȅ ǎǳŎƘ 

ƧƻǳǊƴŜȅέΣ ŀƴŘ ǘƘŀǘ ƎǊŜŀǘŜǊ ƭƻŎŀƭ ƛƴǾƻƭǾŜƳŜƴǘ ǿŀǎ άǾŜǊȅ ƳǳŎƘ ōƭǳŜ ǎƪȅ ǘƘƛƴƪƛƴƎ ŀǘ ǘƘŜ ƳƻƳŜƴǘέΦ 

IƻǿŜǾŜǊΣ ŘŜǾŜƭƻǇƳŜƴǘǎ ƛƴ ǎŎƘƻƻƭπŎƻƳƳǳƴƛǘȅ ƭƛƴƪǎ ǘƘǊƻǳƎƘ ŎƘƛƭŘǊŜƴΩǎ ƛƴŎǊŜŀǎŜŘ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǘƘŜ 

ƭƻŎŀƭ ŎƻƳƳǳƴƛǘȅ ŀǊŜ ŘƛǎŎǳǎǎŜŘ ŦǳǊǘƘŜǊ ƛƴ ǘƘŜ ƴŜȄǘ ŎƘŀǇǘŜǊΦ 



 

ΝΠΦ 
 

/ƻƴŎƭǳǎƛƻƴ 

In conclusion, (and in answer to my research question about the relationship between deprivation and 

voluntary activityύ ƛǘ ƛǎ ƴƻǘ ǎƻ ƳǳŎƘ ǘƘŜ ƭŜǾŜƭ ƻŦ ŘŜǇǊƛǾŀǘƛƻƴ ƻŦ ǘƘŜ ǎŎƘƻƻƭǎΩ ǿƘƛŎƘ ƛƴŦƭǳŜƴŎŜ ǘƘŜƛǊ 

voluntary activity, but rather the socio-spatial differences between the schools and their communities 

which constrain and produce the levels and shape the different forms of voluntary activity. Proximity 

ǘƻ ǘƘŜ ǎŎƘƻƻƭ όŀƴŘ ǘƘŜ ǎŎƘƻƻƭΩǎ Ǿƛǎƛōƛƭƛǘȅ ƛƴ ǘƘŜ ŎƻƳƳǳƴƛǘȅύ influences both the level and forms of 

voluntary activity. Relationships can emerge from proximity, and can be experienced as more intense, 

with a small village 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 diverse giving, with the 

donation of time, talent, money, and resources common, whereas living further away tended to result 

in donation of resources and money, rather than time. Indeed, living close made access to the school 

easier. However, social connections (Hustinx and Lammertyn, 2003) also influence the level of 

voluntary activity in all its forms and can overcome the issue of physical distance if the connection is 

of significant strength and warmth (as with SEN parents and (especially long-serving) TAs). 

Importantly, it is the initiation of support (via asking) (Musick and Wilson, 2008) and continued 

management of relationships that is key to forging and maintaining beneficial connections. However, 

small numbers, heavy workloads and unfavourable geographic positioning of small schools (like 

Oakington) can make some networks difficult to access and maintain. This finding extends Bagley and 

HillyardΩǎ ǿƻǊƪ ƻƴ ǘƘŜ ǎƻŎƛŀƭ ǊŜƭŀǘƛƻƴǎƘƛǇǎ ǿƛǘƘƛƴ ŀƴŘ ōŜǘǿŜŜƴ ǊǳǊŀƭ ŎƻƳƳǳƴƛǘƛŜǎ ŀƴŘ ǘƘŜƛǊ ǎŎƘƻƻƭǎΣ 

by bringing the geographical aspect of schools and their villages into the picture too. 

The concept of socio-spatial networks facilitates an understanding of the character of voluntary 

activity in small rural primaries, how and why this differs between contexts (Williams, 2011a; 2011b) 

and the implications of this (also addressing my research aims of understanding how voluntary activity 

happens and how it is experienced by those involved). In particular, how the intersection of social 

demographics and geography constrain and facilitate different levels and forms of voluntary activity. 

Furthermore, social network maps (Lelong et al, 2016; Donath, 2020) can be used as a tool for 

understanding and comparing voluntary activity within and between contexts. Whilst changes to the 

network cannot be explored through a static map, using the methodological and conceptual tools of 

socio-spatial network mapping has shown how social and geographic capital combine to enable and 

hinder different voluntary activities. This has important implications for schools (of various sizes) in 

understanding who the various actors in their socio-spatial networks are and where they are 

positioned, how they are connected (to the school and each other), the nature and strength of these 

ŎƻƴƴŜŎǘƛƻƴǎΣ ŀƴŘ Ƙƻǿ ǘƘŜǎŜ ŎƻƴƴŜŎǘƛƻƴǎ Ŏŀƴ ōŜ ƳŀƴŀƎŜŘ ŀƴŘ ǳǘƛƭƛǎŜŘ ǘƻ ǘƘŜ ǎŎƘƻƻƭǎΩ ŀŘǾŀƴǘŀƎŜΦ They 

can therefore be a useful overview tool, highlighting areas of a network that are functioning well, 

which can be better developed and to ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ǇƻǘŜƴǝŀƭ ƛƳǇŀŎǘ ƻŦ ŀƴȅ ŎƘŀƴƎŜǎΦ Whilst socio-

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 involved differently, or to withdraw completely. Consequently, future 

work should focus on identifying and understanding issues associated with voluntary activity as an 

important counterbalance to the often-uncritical view of voluntary activity as inherently positive. 

Considering the nature and consequences of changes to peoples positions in these networks and with 

the final section of this chapter looking 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 schools. And so, 



 

ΝΡΜ 
 

it is to a more temporal, longitudinal perspective that this thesis now turns in the final findings chapter, 

bringing together the themes of socio-spatial networks, boundaries and stigmatisation developed in 

both this and the previous chapter, and considering the significance and consequences of their inter-

relationship over time at meso-(school), micro-(individual) and macro-(societal) levels. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

ΝΡΝ 
 

/ƘŀǇǘŜǊ тΥ ¢ǊŀƧŜŎǘƻǊƛŜǎ ƻŦ ±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅ 

 

LƴǘǊƻŘǳŎǝƻƴΥ ! [ƻƴƎƛǘǳŘƛƴŀƭ tŜǊǎǇŜŎǝǾŜ 

Lƴ ǘƘŜ ǇǊŜǾƛƻǳǎ ŎƘŀǇǘŜǊΣ ǘƘŜ ǎƛƎƴƛŬŎŀƴŎŜ ƻŦ ǎƻŎƛƻπǎǇŀǝŀƭ ƴŜǘǿƻǊƪǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǿŜǊŜ ŜȄǇƭƻǊŜŘΦ 

IƻǿŜǾŜǊΣ ǘƘŜǎŜ ǿŜǊŜ ƻƴƭȅ ŀōƭŜ ǘƻ ŎŀǇǘǳǊŜ ǘƘŜ ƴŜǘǿƻǊƪǎ ŀǘ ŀ ǎƛƴƎƭŜ Ǉƻƛƴǘ ƛƴ ǝƳŜΦ !ƴŘ ȅŜǘΣ ǘƘǊƻǳƎƘƻǳǘ 

ǘƘŜ ǊŜǎŜŀǊŎƘΣ ǇŀǊǝŎƛǇŀƴǘǎ ǿŜǊŜ ŘƛǎŎǳǎǎƛƴƎ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ǘŜƳǇƻǊŀƭƛǘȅΣ ŎƘŀƴƎŜǎ ƻǾŜǊ ǝƳŜΣ ŀƴŘ 

ŘƛũŜǊŜƴǘ ƭƛŦŜ ŜǾŜƴǘǎ ƛƳǇŀŎǝƴƎ ǘƘŜƛǊ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΦ Lǘ ǿŀǎ ǘƘŜǊŜŦƻǊŜ ƛƳǇƻǊǘŀƴǘ ǘƻ ǘŀƪŜ ŀ ƭƻƴƎƛǘǳŘƛƴŀƭ 

ǇŜǊǎǇŜŎǝǾŜ ǘƻ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǘŀƪƛƴƎ ǇƭŀŎŜ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎΣ ǘƘŜ ŜȄǇŜǊƛŜƴŎŜǎ ƻŦ ǘƘƻǎŜ 

ƛƴǾƻƭǾŜŘΣ ŀƴŘ ǘƘŜ ŎƻƴǎŜǉǳŜƴŎŜǎ ƛƴ ŜŀŎƘ ŎƻƴǘŜȄǘΦ wŜǎŜŀǊŎƘ Ƙŀǎ ǎƘƻǿƴ ǘƘŀǘ ǇŀǊǝŎƛǇŀǝƻƴ ƛƴ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ŘƛũŜǊǎ ōŜǘǿŜŜƴ ƛƴŘƛǾƛŘǳŀƭǎ ŀƴŘ ŎƻƴǘŜȄǘǎ ƻǾŜǊ ǝƳŜ ό.ǊƻŘƛŜ Ŝǘ ŀƭΣ нлммΤ IƻƎƎΣ нлмсΤ Iŀǎƪƛπ

[ŜǾŜƴǘƘŀƭ Ŝǘ ŀƭΣ нлмтύΦ tŀǊŜƴǘƘƻƻŘ ƛǎ ŀƴ ƛƳǇƻǊǘŀƴǘ ΨǘǊƛƎƎŜǊΩ ƻŦ ǾƻƭǳƴǘŜŜǊƛƴƎ ōǳǘ ǎƻ ǘƻƻ ŀǊŜ ƻǘƘŜǊ ƭƛŦŜ 

ŜǾŜƴǘǎΣ ŜȄǇŜǊƛŜƴŎŜǎΣ ŜƳƻǝƻƴǎ ƻǊ ƻǳǘǎƛŘŜ ƛƴƅǳŜƴŎŜǎ όƛƴŎƭǳŘƛƴƎ ōŜƛƴƎ ŀǎƪŜŘύ ό.ǊƻŘƛŜ Ŝǘ ŀƭΣ нлммύΦ 

LƴŘƛǾƛŘǳŀƭ ŎƘƻƛŎŜǎΣ ŀŎŎŜǎǎ ǘƻ ǊŜǎƻǳǊŎŜǎ ŀƴŘ ƻǇǇƻǊǘǳƴƛǝŜǎ ŦƻǊ ƛƴǾƻƭǾŜƳŜƴǘ ŀƭǎƻ ƛƴƅǳŜƴŎŜ ǇŀǊǝŎƛǇŀǝƻƴΣ 

ǿƘƛƭǎǘ ǇǊŀŎǝŎŀƭ όŜΦƎΦ ƴŜǿ ǊŜǎǇƻƴǎƛōƛƭƛǝŜǎ ŀǘ ǿƻǊƪ ƻǊ ƘƻƳŜύ ŀƴŘ ŜȄǇŜǊƛŜƴǝŀƭ όŜΦƎΦ ƴŜƎŀǝǾŜ ǇŀǊǝŎƛǇŀǘƻǊȅ 

ŜȄǇŜǊƛŜƴŎŜύ ŦŀŎǘƻǊǎ Ŏŀƴ ƭŜŀŘ ǇŜƻǇƭŜ ǘƻ ǎǘƻǇ ǇŀǊǝŎƛǇŀǝƴƎ όLōƛŘύΦ ¢ƘŜ ƛƴǘŜǊŀŎǝƻƴ ƻŦ ŘƛũŜǊŜƴǘ ǊƻƭŜǎΣ 

ŎƛǊŎǳƳǎǘŀƴŎŜǎ ŀƴŘ ƳƻǝǾŀǝƻƴǎ ǇǊƻŘǳŎŜ ŘƛũŜǊŜƴǘ ǇŀǘƘǿŀȅǎ ǘƘǊƻǳƎƘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ŘƛũŜǊŜƴǘ 

ǎƻŎƛŀƭ ŎƻƴǘŜȄǘǎ όLōƛŘΤ IƻƎƎΣ нлмсύΦ  

LƴǎǇƛǊŜŘ ōȅ ǘƘƛǎ ǿƻǊƪΣ ƛƴ ǘƘƛǎ ŎƘŀǇǘŜǊ L ǎŜƭŜŎǘ ƪŜȅ ŬƎǳǊŜǎ ŦǊƻƳ Ƴȅ ǎƻŎƛŀƭ ƴŜǘǿƻǊƪ ƳŀǇǎ ǇǊŜǎŜƴǘŜŘ ƛƴ ǘƘŜ 

ǇǊŜǾƛƻǳǎ ŎƘŀǇǘŜǊ ǘƻ ƭƻƻƪ ŀǘ ǘƘŜƛǊ ŜȄǇŜǊƛŜƴŎŜǎ ƛƴ ŘŜǘŀƛƭ ŀƴŘ ŦǊƻƳ ŀ ƳƻǊŜ ƭƻƴƎƛǘǳŘƛƴŀƭ ǇŜǊǎǇŜŎǝǾŜ ǘƻ 

ōŜǧŜǊ ǳƴŘŜǊǎǘŀƴŘ ǘƘŜ ŦŀŎǘƻǊǎ ǘƘŀǘ ǎƘŀǇŜ ǘƘŜ ƴŀǘǳǊŜ ŀƴŘ ŜȄǘŜƴǘ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎΦ 

¢ƘŜǎŜ ƛƴŘƛǾƛŘǳŀƭǎ ŀǊŜ ǎƻƳŜ ƻŦ ǘƘŜ Ƴƻǎǘ ŎƛǾƛŎŀƭƭȅ ŀŎǝǾŜ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎΣ ƘŀǾƛƴƎ ƭƻƴƎ ƘƛǎǘƻǊƛŜǎ ƻŦ 

ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǿƘƛŎƘ ǘƘŜȅ ƘŀǾŜ ƘŜƭŘ ƳǳƭǝǇƭŜ Ǉƻǎƛǝƻƴǎ ƛƴ ǘƘŜƛǊ ǎŎƘƻƻƭǎΩ ǎƻŎƛƻπǎǇŀǝŀƭ ƴŜǘǿƻǊƪǎΣ ŀƴŘ 

ŎǊƻǎǎŜŘ ōƻǳƴŘŀǊƛŜǎ ǘƘǊƻǳƎƘ ǘƘŜƛǊ ǊƻƭŜǎΦ CƛǊǎǘΣ ǘƘŜ ŘƛũŜǊŜƴǘ ŦƻǊƳǎ ƻŦ ƳŀǇǇƛƴƎ L ǳǎŜŘ ƛǎ ǇǊŜǎŜƴǘŜŘΣ 

ƛƴŎƭǳŘƛƴƎ ǘǊŀƧŜŎǘƻǊƛŜǎ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭǎ ǘƘŜƳǎŜƭǾŜǎ ǿƘƛŎƘ ǇǊƻǾƛŘŜ ŎƻƴǘŜȄǘ ǘƻ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭ ōƛƻƎǊŀǇƘȅ 

ŀƴŘ ǘǊŀƧŜŎǘƻǊȅ ŜȄǇƭƻǊŀǝƻƴǎ ǘƘŀǘ ŦƻƭƭƻǿΦ ¢ƘǊƻǳƎƘ ǘƘŜ ǎǘƻǊƛŜǎ ƻŦ [ƛǾΣ YŀȅƭŜƛƎƘΣ ±ŀƭ ŀƴŘ Wƻȅ όŀƭƭ ƻŦ ǿƘƻƳ 

ǊŜǇǊŜǎŜƴǘ ƪŜȅ ŘŜƳƻƎǊŀǇƘƛŎǎ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎύ L ǘƘŜƴ ŘƛǎŎǳǎǎ ǘƘŜ ƪŜȅ ŦŀŎǘƻǊǎ ǘƘŀǘ ǎƘŀǇŜ ǘƘŜ ƴŀǘǳǊŜ ŀƴŘ 

ŜȄǘŜƴǘ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ōȅ ŜȄǇƭƻǊƛƴƎ ǘƘŜ ƛƴǘŜǊŀŎǝƻƴ ƻŦ ƛƴŘƛǾƛŘǳŀƭΩǎ όƳƛŎǊƻπƭŜǾŜƭύ 

¢{h[ǎΣ ǘƘŜ ǎŎƘƻƻƭΩǎ όƳŜǎƻπƭŜǾŜƭύ ¢{h[ǎ ŀƴŘ ōǊƻŀŘŜǊ όƳŀŎǊƻπƭŜǾŜƭύ ǎƻŎƛŜǘŀƭ ŎƘŀƴƎŜǎ ƻǾŜǊ ǝƳŜΦ ¢ƘŜ 

ŎƻƴǎŜǉǳŜƴŎŜǎ ƻŦ Ƙƻǿ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ Ƙŀǎ ōŜŜƴ ƻǊƎŀƴƛǎŜŘ ς ǎǘŀũπƭŜŘ ƻǊ ŎƻπƭŜŘ ς ŀǊŜ 

ǘƘŜƴ ŘƛǎŎǳǎǎŜŘΦ CƛƴŀƭƭȅΣ L ŜȄǇƭƻǊŜ Ƙƻǿ ŎƘƛƭŘǊŜƴΩǎ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ Ƙŀǎ ŎƘŀƴƎŜŘ ƻǾŜǊ ǝƳŜ ƛƴ ǘƘŜǎŜ 

ǎŎƘƻƻƭǎΦ 

 

{ŎƘƻƻƭπōŀǎŜŘ ±ƻƭǳƴǘŜŜǊƛƴƎ ƻǾŜǊ ǘƘŜ [ƛŦŜŎƻǳǊǎŜ 

¢ƻ ŜȄǇƭƻǊŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ƭƻƴƎƛǘǳŘƛƴŀƭƭȅΣ L ŬǊǎǘ ŀŘŀǇǘŜŘ ǘƘŜ ƭƛŦŜŎƻǳǊǎŜ ƳŀǇǇƛƴƎ IƻƎƎ 

όнлмсύ ǳǎŜŘ ƛƴ Ƙƛǎ ƭƛŦŜ ǎǘƻǊȅ ǊŜǎŜŀǊŎƘ ǿƛǘƘ нс ƻƭŘŜǊ ǾƻƭǳƴǘŜŜǊǎ ƛŘŜƴǝŦȅƛƴƎ ŎƻƴǎǘŀƴǘΣ ǎŜǊƛŀƭ ŀƴŘ ǘǊƛƎƎŜǊ 

ǾƻƭǳƴǘŜŜǊǎΣ ǘƻ ŎǊŜŀǘŜ ΨƭƛŦŜŎƻǳǊǎŜ ƳŀǇǎΩ ƻŦ ǎƻƳŜ ƪŜȅ ƛƴŘƛǾƛŘǳŀƭǎ ƛƴ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴ όǎŜŜ CƛƎǳǊŜ 

опύΦ Lƴ ƭƛƴŜ ǿƛǘƘ ǘƘŜ ŀŘƻǇǝƻƴ ƻŦ ǘƘŜ ¢{h[ όDƭǳŎƪǎƳŀƴƴΣ мффрΤ нллрύ ǇŜǊǎǇŜŎǝǾŜ ŦƻǊ ǘƘƛǎ ǊŜǎŜŀǊŎƘΣ ǘƘƛǎ 

ŦƻǊƳ ƻŦ ƳŀǇǇƛƴƎ Ŏŀƴ ƭƻƻƪ ŀǘ ŘƛũŜǊŜƴǘ ŦƻǊƳǎ ƻŦ ǿƻǊƪ ǎƛƳǳƭǘŀƴŜƻǳǎƭȅ όǇŀƛŘΣ ŜƳƻǝƻƴŀƭκŘƻƳŜǎǝŎΣ 

ǾƻƭǳƴǘŜŜǊƛƴƎύ ŀƴŘ Ƙƻǿ ǘƘŜȅ ƛƴƅǳŜƴŎŜ ŀƴŘ ƻǾŜǊƭŀǇ ǿƛǘƘ ŜŀŎƘ ƻǘƘŜǊΦ ¢ƘŜȅ ŀƭǎƻ ǘŀƪŜ ŘƛũŜǊƛƴƎ ŎƻƴǘŜȄǘǎ 

ƛƴǘƻ ŀŎŎƻǳƴǘ ŀƴŘ Ŏŀƴ ŜȄǇƭƻǊŜ ǘƘŜ ƛƴǘŜǊǊŜƭŀǝƻƴǎƘƛǇǎ ōŜǘǿŜŜƴ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΩǎ ŀŎǝǾƛǝŜǎΣ ŀƴŘ ǘƘŀǘ ƻŦ ǘƘŜ 



 

ΝΡΞ 
 

ƛƴŘƛǾƛŘǳŀƭ ǿƛǘƘƛƴ ǘƘŜƛǊ ŎƻƴǘŜȄǘΦ /ƻƴǎǘǊǳŎǝƴƎ ǘƘŜǎŜ ƳŀǇǎ ƘƛƎƘƭƛƎƘǘŜŘ ǘƘŜ ǎƛƎƴƛŬŎŀƴǘ ƻǾŜǊƭŀǇ ōŜǘǿŜŜƴ 

ōŜƛƴƎ ŀ ǎǘŀũ ƳŜƳōŜǊΣ ǇŀǊŜƴǘΣ ŀƴŘ ǾƻƭǳƴǘŜŜǊΣ ōǳǘ ŀƭǎƻ ΨƎŀǇǎΩ ƛƴ ǾƻƭǳƴǘŜŜǊƛƴƎΦ 

IƻǿŜǾŜǊΣ IƻƎƎΩǎ ǊŜǎŜŀǊŎƘ όŀƴŘ ƭƛŦŜŎƻǳǊǎŜ ƳŀǇǎύ ŦƻŎǳǎ ǇǊŜŘƻƳƛƴŀƴǘƭȅ ƻƴ ŦƻǊƳŀƭ ǾƻƭǳƴǘŜŜǊƛƴƎΦ ¢Ƙƛǎ 

ƳŀŘŜ ƛǘ ŘƛŶŎǳƭǘ ǘƻ ŎŀǇǘǳǊŜ ƻǘƘŜǊ ŦƻǊƳǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǘƘǊƻǳƎƘ ǘƘŜǎŜ ƳŀǇǎΦ LƴŦƻǊƳŀƭ 

ǾƻƭǳƴǘŜŜǊƛƴƎΣ ŦƻǊ ŜȄŀƳǇƭŜΣ ǿŀǎ ǇǊŜǾŀƭŜƴǘ ŀǘ ōƻǘƘ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΣ ŀƭƻƴƎǎƛŘŜ ǇŀƛŘ ǿƻǊƪ ŀƴŘ 

ƻǾŜǊƭŀǇǇƛƴƎ ǿƛǘƘ ŦŀƳƛƭƛŀƭ ǊŜƭŀǝƻƴǎƘƛǇǎ ŀƴŘ ǊŜǎǇƻƴǎƛōƛƭƛǝŜǎΦ 5ƻƴŀǝƻƴ ƻŦ ƳƻƴŜȅ ŀƴŘ ǊŜǎƻǳǊŎŜǎ ǿŀǎ ŀƭǎƻ 

ŀ ƪŜȅ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΣ ǿƘƛŎƘ ƭƛŦŜŎƻǳǊǎŜ ƳŀǇǎ ŦŀƛƭŜŘ ǘƻ ŎŀǇǘǳǊŜΦ ¢ƘǳǎΣ L ƴŜŜŘŜŘ ŀ ƳŜǘƘƻŘ ƻŦ ƳŀǇǇƛƴƎ 

ǘƘŀǘ ǿƻǳƭŘ ŜƴŀōƭŜ ƳŜ ǘƻ ŀŎŎƻǳƴǘ ŦƻǊ ŘƛũŜǊŜƴǘ ŦƻǊƳǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀƴŘ ǘƘŜ ƛƴƅǳŜƴŎŜ ƻŦ ƪŜȅ ƭƛŦŜ 

ŜǾŜƴǘǎ ƻǾŜǊ ǝƳŜΦ LƴǎǇƛǊŜŘ ōȅ .ǊƻŘƛŜ Ŝǘ ŀƭΩǎ όнлммύ ΨtŀǘƘǿŀȅǎ ¢ƘǊƻǳƎƘ tŀǊǝŎƛǇŀǝƻƴΩ ǇǊƻƧŜŎǘΣ L 

ŎƻƴǎǘǊǳŎǘŜŘ ǘǊŀƧŜŎǘƻǊȅ ƳŀǇǎ ŀǎ ŀ ƳŜŀƴǎ ƻŦ ŘŜǇƛŎǝƴƎ ŀƴŘ ŘƛǎŎǳǎǎƛƴƎ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ŀƴŘ 

ǊŜƭŀǝƻƴǎƘƛǇǎ ōŜǘǿŜŜƴ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǝŜǎ ŀƴŘ ŎǊƛǝŎŀƭ ƛƴŎƛŘŜƴǘǎ ƻǾŜǊ ŀ ƭƛŦŜŎƻǳǊǎŜΦ 

 

{ŎƘƻƻƭ ¢ǊŀƧŜŎǘƻǊƛŜǎ  

L ōŜƎŀƴ ōȅ ŎǊŜŀǝƴƎ ŀ ǘǊŀƧŜŎǘƻǊȅ ǝƳŜƭƛƴŜ ŦƻǊ ōƻǘƘ ǎŎƘƻƻƭǎ όǎŜŜ CƛƎǳǊŜ орύΦ ¢Ƙƛǎ ƛƴŎƻǊǇƻǊŀǘŜŘ ƪŜȅ ǇƻƭƛŎȅ 

ŘŜǾŜƭƻǇƳŜƴǘǎ ŀƴŘ ŎǊƛǝŎŀƭ ƳƻƳŜƴǘǎ ƛƴ ǘƘŜ ǎŎƘƻƻƭǎ ƘƛǎǘƻǊƛŜǎΣ ƛƴŎƭǳŘƛƴƎ ǘƘŜ ŘƛũŜǊŜƴǘ ƘŜŀŘǘŜŀŎƘŜǊǎ ǘƘŜ 

ǎŎƘƻƻƭǎ ƘŀǾŜ ƘŀŘ ƛƴ ǊŜŎŜƴǘ ȅŜŀǊǎΣ ŀǎ ǘƘŜƛǊ ŘƛũŜǊƛƴƎ ƭŜŀŘŜǊǎƘƛǇ ǎǘȅƭŜǎΣ ǇŜǊǎƻƴŀƭƛǝŜǎ ŀƴŘ ǊŜƭŀǝƻƴǎƘƛǇǎ 

ǎƛƎƴƛŬŎŀƴǘ ƛƴƅǳŜƴŎŜŘ ǘƘŜ ŎǳƭǘǳǊŜ ŀƴŘ ŎƘŀǊŀŎǘŜǊ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǿƛǘƘƛƴ ǘƘŜƛǊ ǎŎƘƻƻƭǎ όǎŜŜ ǘŀōƭŜ 

ōŜƭƻǿύ όIƻƭƳŜǎ ŀƴŘ tǊŀǧπ!ŘŀƳǎΣ нлнмύΦ ¢ƘŜ ǇǊƛƻǊƛǘȅ ŀƴŘ ǇǳǊǇƻǎŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ Ƙŀǎ ŎƘŀƴƎŜŘ 

[ŔŊƨƖĲЮΦΧЮцЮxŔŉĲĦŸƨƖƚĲЮ~ċƓƚЮŉŸƖЮťĲǃЮŔŰĬŔƻŔĬƨċũƚЮċƣЮ ƓƓũĲŊŸŸĬЮёũĲŉƣђЮċŰĬЮ§ċťŔŰŊƣŸŰЮёƖŔŊőƣђдЮÑőĲЮĦċƣĲŊŸƖŔĲƚЮŸŉЮÂƨƓŔũеЮ
ÂċƖĲŰƣеЮÉƣċǭЮċŰĬЮéŸũƨŰƣĲĲƖЮƖĲŉĲƖЮƣŸЮƣőĲЮƖĲũċƣŔŸŰƚőŔƓЮƽŔƣőЮƣőĲЮƚĦőŸŸũƚеЮŔдĲдЮƓċƖĲŰƣЮċƣЮƣőĲЮƚĦőŸŸũ 



 

ΝΡΟ 
 

ƻǾŜǊ ǝƳŜΦ Lǘ ƛǎ ƛƳǇƻǊǘŀƴǘ ƘŜǊŜ ǘƻ ŘƛǎǝƴƎǳƛǎƘ ōŜǘǿŜŜƴ ŎƻƳƳǳƴƛǘȅπƻǊƛŜƴǘŜŘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ όƛΦŜΦ 

ŀŎǝǾƛǝŜǎ ŀƴŘ ŜǾŜƴǘǎ ǿƘƛŎƘ ƘŀǾŜ ŀ ƭƻŎŀƭ ǇǳǊǇƻǎŜ ŀƴŘ ƛƴǾƻƭǾŜ ƭƻŎŀƭ ǇŜƻǇƭŜύ ŀƴŘ ǎŎƘƻƻƭπƻǊƛŜƴǘŜŘ 

ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ όƛΦŜΦ ŀŎǝǾƛǝŜǎ ŀƴŘ ŜǾŜƴǘǎ ǿƘƛŎƘ ŀǊŜ ŦƻǊ ǘƘŜ ŎƘƛƭŘǊŜƴ ŀƴŘ ǘƘŜƛǊ ŦŀƳƛƭƛŜǎύΦ 5ƛũŜǊŜƴǘ 

ŜǾŜƴǘǎ ŀƴŘ ŀŎǝǾƛǝŜǎ ƘŀǾŜ ŘƛũŜǊŜƴǘ όƻƊŜƴ ƻǾŜǊƭŀǇǇƛƴƎύ ǇǳǊǇƻǎŜǎ όǎŜŜ /ƘŀǇǘŜǊ рύΣ ŀƴŘ ǘƘŜǎŜ ƘŀǾŜ ōŜŜƴ 

ŘƛũŜǊŜƴǘƭȅ ǇǊƛƻǊƛǝǎŜŘ ƻǾŜǊ ǝƳŜ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŀƴŘ ōȅ ŘƛũŜǊŜƴǘ ƘŜŀŘǘŜŀŎƘŜǊǎ όǎŜŜ ¢ŀōƭŜ о ōŜƭƻǿύΦ 

¢ƘŜ ǘǊŀƧŜŎǘƻǊƛŜǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀǘ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴ ƘŀǾŜ ōŜŜƴ ŀƴŘ ŎƻƴǝƴǳŜ ǘƻ ōŜ 

ǎƘŀǇŜŘ ōȅ ōƻǘƘ ǘƘŜ ŜǾŜƴǘǎ ƻŦ ǘƘŜ Ǉŀǎǘ ŀƴŘ ŎǳǊǊŜƴǘ ŎƛǊŎǳƳǎǘŀƴŎŜǎΦ 



 

ΝΡΠ 
 

 

 

[ŔŊƨƖĲЮΦΨЮцЮÑŔůĲũŔŰĲЮŉŸƖЮĤŸƣőЮƚĦőŸŸũƚЮƽŔƣőЮőĲċĬƣĲċĦőĲƖƚ



 

ΝΡΡ 
 

ÑċĤũĲЮΦЮцЮŰċũǃƚŔƚЮŸŉЮÉĦőŸŸũЮÑƖċŢĲĦƣŸƖŔĲƚ 

{ŎƘƻƻƭ ¢ŜƴǳǊŜ IŜŀŘǘŜŀŎƘŜǊ {ŎƘƻƻƭπhǊƛŜƴǘŜŘ ±! όƛƴŎƭǳŘƛƴƎ t¢C!ύ /ƻƳƳǳƴƛǘȅπhǊƛŜƴǘŜŘ ±! 

hŀƪƛƴƎǘƻƴ όπ
нллуύ 

!ƎŀǘƘŀΥ 
aŜƳōŜǊ ƻŦ ƭƻŎŀƭ 
ŎƘǳǊŎƘ 
ŎƻƳƳǳƴƛǘȅ 

άtƻŜǘǎΣ ǿǊƛǘŜǊǎΣ ǇǳǇǇŜǘŜŜǊǎ ŀƴŘ ǘƘŜŀǘǊŜ ƎǊƻǳǇǎέ ǾƛǎƛǘŜŘ ǘƘŜ ǎŎƘƻƻƭ 
ŀƴŘ ǘƘŜ ǎŎƘƻƻƭ ǊŀƛǎŜŘ ƳƻƴŜȅ ŦƻǊ ŀ ǎŎƘƻƻƭ ƛƴ DŀƳōƛŀ ǘƘǊƻǳƎƘ ƛƴǘŜǊƴŀƭ 
ŦǳƴŘǊŀƛǎƛƴƎ ŜũƻǊǘǎ ώhŀƪƛƴƎǘƻƴ hŦǎǘŜŘΣ нллоϐ 
 
tŀǊŜƴǘŀƭ ǎǳǇǇƻǊǘ ǿŀǎ ǇǊŀƛǎŜŘΦ tŀǊŜƴǘǎ άƘŜƭǇ ǿƛǘƘ ǘǊŀƴǎǇƻǊǘ ǘƻ ǎǇƻǊǘǎ 
ƳŀǘŎƘŜǎ ŀƴŘ ƻǘƘŜǊ ŜǾŜƴǘǎ ƛƴ ǿƘƛŎƘ ǘƘŜƛǊ ŎƘƛƭŘǊŜƴ ŀǊŜ ǘŀƪƛƴƎ ǇŀǊǘΦ 
{ƻƳŜ ƘŜƭǇ ƛƴ ǘƘŜ ŎƭŀǎǎǊƻƻƳ ǿƛǘƘ ǊŜŀŘƛƴƎΣ ŦƻǊ ŜȄŀƳǇƭŜΧ ¢ƘŜ CǊƛŜƴŘǎ 
ƻŦ hŀƪƛƴƎǘƻƴ {ŎƘƻƻƭ ƛǎ ǎǘǊǳƎƎƭƛƴƎ ǘƻ ŬƴŘ ŜƴƻǳƎƘ ǇŜƻǇƭŜ ǿƛƭƭƛƴƎ ǘƻ 
ƻǊƎŀƴƛǎŜ ŜǾŜƴǘǎ ǘƻ ǊŀƛǎŜ ŦǳƴŘǎ ŦƻǊ ǘƘŜ ǎŎƘƻƻƭ ƻǊ ǇǊƻǾƛŘŜ ǎƻŎƛŀƭ ŀŎǝǾƛǝŜǎ 
ŦƻǊ ǘƘŜ ŎƘƛƭŘǊŜƴΣ ōǳǘ ǿƘŜƴ ǎǳŎƘ ŜǾŜƴǘǎ ŀǊŜ ƻǊƎŀƴƛǎŜŘΣ ǘƘŜȅ ŀǊŜ 
ǎǳǇǇƻǊǘŜŘ ǿŜƭƭέ ώhŀƪƛƴƎǘƻƴ hŦǎǘŜŘΣ нллоϐ 

ά!ƭǘƘƻǳƎƘ ǘƘŜ ƭƻŎŀƭ ŎƻƳƳǳƴƛǘȅ ƛǎ ǎƳŀƭƭΣ ǘƘŜ 
ǎŎƘƻƻƭ ƛǎ ŎŜƴǘǊŀƭ ǘƻ ǾƛƭƭŀƎŜ ƭƛŦŜ ŀƴŘ Ƙŀǎ ŀ ǊƻƭŜ ƛƴ 
Ƴƻǎǘ ŜǾŜƴǘǎέ ώhŀƪƛƴƎǘƻƴ hŦǎǘŜŘΣ нллуϐ 
 
Ψ.ƛƭƭ όŀ ǾƛƭƭŀƎŜ ǊŜǎƛŘŜƴǘύΧ ǇǊŀƛǎŜŘ !ƎŀǘƘŀ ŦƻǊ 
ƘŜǊ ŜƴŎƻƳǇŀǎǎƛƴƎ ŀǩǘǳŘŜ ǘƻ ǎŎƘƻƻƭ 
ŎƻƳƳǳƴƛǘȅ ƭƛƴƪǎΩ ώhŀƪƛƴƎǘƻƴ 5ŀƛƭȅ CƛŜƭŘƴƻǘŜǎΣ 
мпǘƘ 5ŜŎŜƳōŜǊ нлннϐ 

!ǇǇƭŜƎƻƻŘ όπ
нлмлύ 

IŜƴǊȅΥ IŜŀŘ 
ǿƘŜƴ ǘƘŜ ǎŎƘƻƻƭ 
ǿŀǎ ǎŀǾŜŘ ŦǊƻƳ 
ŎƭƻǎǳǊŜ 

{ŎƘƻƻƭπ ŀƴŘ /ƻƳƳǳƴƛǘȅπƻǊƛŜƴǘŜŘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǝŜǎ ƅƻǳǊƛǎƘŜŘΦ ά¢ƘŜ ǿƛŘŜ ǊŀƴƎŜ ƻŦ ŀŎǝǾƛǝŜǎ ǇǊƻǾƛŘŜŘ ƛǎ ǇƻǎǎƛōƭŜ 
ōŜŎŀǳǎŜ ǘƘŜ ǎŎƘƻƻƭ ŘŜǾŜƭƻǇǎ ǾŜǊȅ ŜũŜŎǝǾŜ ǇŀǊǘƴŜǊǎƘƛǇǎ ǿƛǘƘ ŀ ƴǳƳōŜǊ ƻŦ ƻǊƎŀƴƛǎŀǝƻƴǎ ŀƴŘ ǘƘŜ ƭƻŎŀƭ ŎƻƳƳǳƴƛǘȅέ 
ώ!ǇǇƭŜƎƻƻŘ hŦǎǘŜŘΣ нллтϐ  

tŀǊŜƴǘǎΣ ǎǘŀũ ŀƴŘ ƭƻŎŀƭǎ ǿƻǊƪƛƴƎ ǘƻƎŜǘƘŜǊ ǿŜǊŜ ŎǊǳŎƛŀƭ ƛƴ ǎŀǾƛƴƎ !ǇǇƭŜƎƻƻŘ ŦǊƻƳ ŎƭƻǎǳǊŜ ƛƴ нллсΦ 

!ǇǇƭŜƎƻƻŘ 
όнлмлπнлмпύ 

bŀŘƛȅŀΥ 5ƛŶŎǳƭǘ 
ǊŜƭŀǝƻƴǎƘƛǇ 
ǿƛǘƘ ǇŀǊŜƴǘǎ 

{ƻǇƘƛŜ ǎǳƎƎŜǎǘǎ ǘƘŜ t¢! ǎŀǿ ŀ ƴŜŜŘ ǘƻ ƪŜŜǇ ǘƘŜƛǊ ŦǳƴŘǎ ǎŜǇŀǊŀǘŜ ŦǊƻƳ 
ǎŎƘƻƻƭ ōǳŘƎŜǘ ŀǎ bŀŘƛȅŀ ǘŜƴŘŜŘ ǘƻ ǎǇŜƴŘ ƻƴ ǘƘƛƴƎǎ ǘƘŜȅ ǿƻǳƭŘ ƴƻǘ 
ƘŀǾŜ ŎƻƴǎƛŘŜǊŜŘ ΨŜƴǊƛŎƘƳŜƴǘΩΦ 

/ƻƳƳǳƴƛǘȅπƻǊƛŜƴǘŜŘ ŜǾŜƴǘǎ ƭƛƪŜ ǘƘŜ ǾƛƭƭŀƎŜ 
ǎǳƳƳŜǊ ŦŀƛǊ ŎƻƴǝƴǳŜŘ ǘƘǊƻǳƎƘƻǳǘ ƘŜǊ 
ƘŜŀŘǎƘƛǇΦ 

hŀƪƛƴƎǘƻƴ 
όнллуπнлмтύ 
ŀƴŘ 
!ǇǇƭŜƎƻƻŘ 
όнлмпπнлмтύ 
 

5ŀǾƛŘΥ ΨIŜ ǿŀǎ 
ǾŜǊȅ ǊŜƭƛƎƛƻǳǎ 
ώǿƘƛŎƘ Ǉǳǘ ƳŜ 
ƻũ ŀ ƭƛǧƭŜ ōƛǘϐΧ 
ōǳǘ ƘŜ ǿŀǎ ŬƴŜΦ 
IŜ ƘŀŘ ŀ ƎƻƻŘ 
ŀǇǇǊƻŀŎƘ ŀƴŘ 
ŀǘƳƻǎǇƘŜǊŜΩ 
όWƻȅύ 

hŀƪƛƴƎǘƻƴΩǎ t¢! ŦƻǊƳŀƭƭȅ ǊŜƎƛǎǘŜǊŜŘ ƛƴ нлмн όǿƛǘƘ 5ŀǾƛŘ ŀǎ ǘƘŜ 
ǘǊǳǎǘŜŜύΦ ¢ƘŜ /ƘŀǊƛǘȅ /ƻƳƳƛǎǎƛƻƴ ƭƛǎǘǎ ǘƘŜ t¢! ŀŎǝǾƛǝŜǎ ŀǎ άǊŀƛǎƛƴƎ 
ƳƻƴŜȅ ǘƘǊƻǳƎƘ ŦŜǘŜǎΣ ōƻƴǳǎ ōŀƭƭΣ ƴƻƴπǳƴƛŦƻǊƳ ŘŀȅǎΣ ŘƛƴƻǎŀǳǊ ǊŀŎƛƴƎ 
ŜǘŎΦ aƻƴŜȅ ƛǎ ǎǇŜƴǘ ƻƴ ōǳȅƛƴƎ ƴŜǿ ǊŜǎƻǳǊŎŜǎ ŦƻǊ ŎƘƛƭŘǊŜƴΣ ǇŀȅƛƴƎ ŦƻǊ 
ŎƻŀŎƘŜǎ ŦƻǊ ǎŎƘƻƻƭ ǘǊƛǇǎΣ ǇŀȅƛƴƎ ŦƻǊ ǘǊŜŀǘǎ ŦƻǊ ŎƘƛƭŘǊŜƴ ǿƘŜƴ ƻƴ 
ƻǳǝƴƎǎΣ ƭŜŀǾŜǊǎ ōƻƻƪǎ ŀƴŘ ŀƴȅ ǊŜǎƻǳǊŎŜ ǘƘŀǘ ƛǎ ǊŜǉǳŜǎǘŜŘ ōȅ ǘƘŜ ǎǘŀũ 
ǘƘŀǘ ǿƻǳƭŘ ōŜƴŜŬǘ ǘƘŜ ŎƘƛƭŘǊŜƴέΦ CǊƻƳ ǘƘŜ ŬƴŀƴŎƛŀƭ ǊŜŎƻǊŘǎ ƻŦ ǘƘŜ 
ŎƘŀǊƛǘȅΣ ǘƘŜ t¢! ŘƛŘ ǇŀǊǝŎǳƭŀǊƭȅ ǿŜƭƭ ƛƴ ǘƘŜ ŀŎŀŘŜƳƛŎ ȅŜŀǊ ƻŦ 
нлмпκнлмрΣ ǊŀƛǎƛƴƎ ϻпΣрул όŎƻƳǇŀǊŜŘ ǘƻ ǘƘŜ ǇǊŜǾƛƻǳǎ ȅŜŀǊΩǎ ϻтмрύΦ  

tǳǇƛƭǎ άǊŜƎǳƭŀǊƭȅ ŀǎƪŜŘ ǘƻ ŀǧŜƴŘ ŎƻƳƳǳƴƛǘȅ 
ŜǾŜƴǘǎ ōƻǘƘ ǿƛǘƘƛƴ ǘƘŜ ǾƛƭƭŀƎŜ ŀƴŘ ŦǳǊǘƘŜǊ 
ŀŬŜƭŘέ ώ!ǇǇƭŜƎƻƻŘ hŦǎǘŜŘΣ нлмпϐΦ 
 
¢ƘŜ ƭƻŎŀƭ ŎƻƳƳǳƴƛǘȅ Ǿƛǎƛǘ ǘƘŜ ǎŎƘƻƻƭ ŀƴŘ 
ŎƻƴǘǊƛōǳǘŜ ǘƻ ǘƘŜ ŎǳǊǊƛŎǳƭǳƳ ώhŀƪƛƴƎǘƻƴ 
hŦǎǘŜŘΣ нлмоϐΦ 

¢ǳǊōǳƭŜƴŎŜ 
όнлмсπнлмуύ 

ά¢ƘŜ ǎŎƘƻƻƭ ŜƴŘǳǊŜŘ ŀ ǇŜǊƛƻŘ ƻŦ ǘǳǊōǳƭŜƴŎŜ ƛƴ ƭŜŀŘŜǊǎƘƛǇΧ ώŀƴŘϐ ǎƛƎƴƛŬŎŀƴǘ ǘǳǊōǳƭŜƴŎŜ ƛƴ ǎǘŀŶƴƎέ ώhŀƪƛƴƎǘƻƴ hŦǎǘŜŘΣ нлмуϐΦ  
ά¢ƘŜǊŜ ώƘŀŘϐ ōŜŜƴ ŎƻƴǎƛŘŜǊŀōƭŜ ŘƛǎǊǳǇǝƻƴ ƛƴ ǘƘŜ ƭŜŀŘŜǊǎƘƛǇ ƻŦ ǘƘŜ ŦŜŘŜǊŀǘŜŘ ǎŎƘƻƻƭǎέ ώ!ǇǇƭŜƎƻƻŘ hŦǎǘŜŘΣ нлмфϐΦ  
5ǳǊƛƴƎ ǘƘŜ ǘǳǊōǳƭŜƴǘ ǝƳŜǎ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎΣ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǿŀǎ ƭƛƳƛǘŜŘ ƻǊ ŀōǎŜƴǘΦ 



 

ΝΡΣ 
 

hŀƪƛƴƎǘƻƴ ŀƴŘ 
!ǇǇƭŜƎƻƻŘ 
όнлмтπнлнмύ 

wƛŎƘŀǊŘΥ 
.ǊƻǳƎƘǘ ƛƴ Ψǘƻ 
ǎŀǾŜ ǘƘŜ 
ǎŎƘƻƻƭώǎϐΩ ό[ƛǾύ 
wƛŎƘŀǊŘΩǎ 
άŘŜǘŜǊƳƛƴŀǝƻƴΣ 
ǎƪƛƭƭǎ ŀƴŘ ƘƛƎƘƭȅ 
ŜũŜŎǝǾŜ 
ƭŜŀŘŜǊǎƘƛǇέ 
ŀǧǊƛōǳǘŜŘ ǘƻ 
ǎƛƎƴƛŬŎŀƴǘ ŀƴŘ 
ǊŀǇƛŘ 
ƛƳǇǊƻǾŜƳŜƴǘǎ 
ƛƴ ōƻǘƘ ǎŎƘƻƻƭǎ 
ώhŀƪƛƴƎǘƻƴ 
hŦǎǘŜŘΣ нлмуΤ 
!ǇǇƭŜƎƻƻŘ 
hŦǎǘŜŘΣ нлмфϐ  
 

! ƎǊƻǳǇ ƻŦ hŀƪƛƴƎǘƻƴ ǇŀǊŜƴǘǎ ǿƘƻ ƘŀŘ Ǌǳƴ ǘƘŜ t¢! ƭŜƊ ǘƘŜ ǎŎƘƻƻƭ ƛƴ 
нлмт ŀƴŘ ǘƘŜ t¢! ŦƻƭŘŜŘΦ ²ƛǘƘ ƴƻ ƻƴŜ ǘƻ ŘǊƛǾŜ ƛǘΣ ǎŎƘƻƻƭπƻǊƛŜƴǘŜŘ 
ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŘƛƳƛƴƛǎƘŜŘ ǎƛƎƴƛŬŎŀƴǘƭȅ ŀǘ hŀƪƛƴƎǘƻƴ ŘǳǊƛƴƎ ǘƘƛǎ 
ǇŜǊƛƻŘΦ [ƛǾ ŘŜǎŎǊƛōŜŘ ǘƘŜ Ŧǳƴ ōŜƛƴƎ ΨȊŀǇǇŜŘ ƻǳǘ ƻŦ ǘƘŜ ǎŎƘƻƻƭΩ ōǳǘ 
ŀŎƪƴƻǿƭŜŘƎŜǎ ǘƘŜ ŘƛŶŎǳƭǘ Ƨƻō wƛŎƘŀǊŘ ƘŀŘΦШ 
 
!ǘ !ǇǇƭŜƎƻƻŘ {ƻǇƘƛŜ ŎƻƴǝƴǳŜŘ ǘƻ ŘǊƛǾŜ ǘƘŜ t¢!Φ IƻǿŜǾŜǊΣ wƛŎƘŀǊŘΩǎ 
ƭŜŀŘŜǊǎƘƛǇ ǎǘȅƭŜ όŀƴŘ ǇŜǊǎƻƴŀƭƛǘȅύ ƳŜŀƴǘ ǘƘŀǘ ƘŜ ƘŀŘ ŘƛũŜǊŜƴǘ ƛŘŜŀǎ ǘƻ 
ǇǊŜǾƛƻǳǎ ƘŜŀŘǎ όŀƴŘ ǘƻ ǘƘŜ t¢!ύ ƻƴ Ƙƻǿ ƛƴŎƻƳŜ ǎƘƻǳƭŘ ōŜ ǊŀƛǎŜŘ ŀƴŘ 
ǎǇŜƴǘΣ ǿƘƛŎƘ ƳŜŀƴǘ ǎƘŜ ƘŀŘ ǘƻ ŎƘŀƭƭŜƴƎŜ ƘƛƳΣ ƻǊ ŀŘŀǇǘ ƘŜǊ ǎŎƘƻƻƭπ
ƻǊƛŜƴǘŜŘ ŀŎǝǾƛǝŜǎΥ  
Ψ¦ƘΣ wƛŎƘŀǊŘ ȅƻǳ ƪƴƻǿΣ ƘŜΣ ƘŜ ǿŀǎƴϥǘ ǊŜŀƭƭȅ ŀ Ŧŀƴ ƻŦΧ ǘƘŜ ǇŀƴǘƻƳƛƳŜΦ 
IŜ ǿŀǎ Ƨǳǎǘ ƭƛƪŜ ΨŎŀƴ ȅƻǳ ƴƻǘ ŬƴŘ ǎƻƳŜǘƘƛƴƎ ŀ ōƛǘ ƳƻǊŜ ŜŘǳŎŀǝƻƴŀƭ 
ŦƻǊ ƛǘ ǘƻ ōŜ ǎǇŜƴǘ ƻƴΚΩ ŀƴŘ LΩƳ ƭƛƪŜ ΨbƻΣ ƴƻǘ ǊŜŀƭƭȅΦ ¢Ƙƛǎ ƛǎ ŀƴ 
ŜƴǊƛŎƘƳŜƴǘΣ ŀ Ŧǳƴ ŜƴǊƛŎƘƳŜƴǘΩΧ ώƘŜϐ ǿŀǎƴϥǘ ŀ ōƛƎ Ŧŀƴ ƻŦ CǊƻȊŜƴ CǊƛŘŀȅ 
ŎŀǳǎŜ ƘŜ ǎŀƛŘ ƛǘ ǿŀǎƴϥǘ ƘŜŀƭǘƘȅΣ ƛǘ ǿŀǎ ǎǳƎŀǊ ŀƴŘ ŀƭƭ ƻŦ ǘƘƛǎ ǎƻ LΣ L ǿŜƴǘ 
ŀƴŘ ŦƻǳƴŘ ŦǊǳƛǘ ƭƻƭƭƛŜǎΦ ¢ƘŜȅ ǿŜǊŜ ŀ ƭƛǧƭŜ ōƛǘ ƳƻǊŜ ŜȄǇŜƴǎƛǾŜ ŀƴŘ ǎƻ ǿŜ 
ŎƘŀǊƎŜŘ ƭƛƪŜ нрǇ ƛƴǎǘŜŀŘ ƻŦ нл ōǳǘ L ǿŀǎ Ƨǳǎǘ ƭƛƪŜ ƛǘϥǎΣ ƛǘϥǎ ŀƴ ƛŎŜ ƭƻƭƭȅΦ 
[ƛƪŜ ǊŜŀƭƭȅΗΚΩ ό{ƻǇƘƛŜύ 

5ǳǊƛƴƎ ǘƘŜ ǘǳǊōǳƭŜƴǘ ǝƳŜǎΣ ǘƘŜǊŜ ǿŀǎ ŀ ŦŜŜƭƛƴƎ 
ǘƘŀǘ ǘƘŜ ǎŎƘƻƻƭǎ ǊŜǘǊŜŀǘŜŘ ōŜƘƛƴŘ ǘƘŜƛǊ ƎŀǘŜǎ 
ŀǎ ŀ ǇǊƻǘŜŎǝǾŜ ƳŜŎƘŀƴƛǎƳ ǿƘƛŎƘ ƳŜŀƴǘ ǘƘŀǘ 
ŎƻƳƳǳƴƛǘȅπƻǊƛŜƴǘŜŘ ŜǾŜƴǘǎ ǿŜǊŜ ŀƭƭ ōǳǘ ƴƻƴπ
ŜȄƛǎǘŜƴǘΥ  
ΨLǘ ǿŀǎ ŀǘ ŀ ǝƳŜ ǿƘŜƴΣ ǿƘŜƴ ǘƘŜȅ ǿŜǊŜ 
ǎǘǊŜǎǎŜŘ ŀƴŘ ǎǘǊŜǘŎƘŜŘΣ ŀƴŘ ȅƻǳ ƪƴƻǿΧ ŀƴŘ 
ǿƘŜƴΣ ǎƻƳŜǝƳŜǎ ǿƘŜƴ ȅƻǳϥǊŜ ǎǘǊŜǘŎƘŜŘΣ ŀƴŘ 
ǿƘŜƴ ȅƻǳϥǊŜ ŀƴȄƛƻǳǎΣ ƛǘϥǎ ǾŜǊȅ Ŝŀǎȅ ǘƻ ōŜŎƻƳŜ 
ŘƛƳƛƴƛǎƘŜŘΦ Lǎƴϥǘ ƛǘΚ ώ¸ŜŀƘϐΦ !ƴŘ L ǘƘƛƴƪ ǘƘŀǘ 
ƘŀǇǇŜƴŜŘΦ !ƴŘ ǘƻ ŀ ŎŜǊǘŀƛƴ ŜȄǘŜƴǘΣ ƛǘ ǿŀǎ ŀ 
ŘƛƳƛƴƛǎƘƳŜƴǘ ƻŦΣ ƻŦΣ ƻŦΧ ǉǳŀƭƛǝŜǎΣ ōǳǘ ŀƭǎƻΣ ƛǘ 
ǿŀǎ ǇŜǊƘŀǇǎ ŀ ǇǊƻǘŜŎǝǾŜ ōŀǊǊƛŜǊΦΦΦ ¢ƘŜ 
ŎƘƛƭŘǊŜƴ ǎŜŜƳŜŘ ǘƻ ǎǘƻǇ ƘŀǾƛƴƎ ŦǳƴΩ ό/ŀǊƻƭƛƴŜΣ 
hŀƪƛƴƎǘƻƴύ  
 
aŀƴȅ ǇŀǊǝŎƛǇŀƴǘǎ ŀƎǊŜŜŘ ǘƘŀǘ wƛŎƘŀǊŘΩǎ 
ƘŜŀŘǎƘƛǇ ƘŀŘ ōŜŜƴ Ǿƛǘŀƭ ƛƴ ōǊƛƴƎƛƴƎ ǘƘŜ ǎŎƘƻƻƭǎ 
ƻǳǘ ƻŦ ǘƘŜ ΨǎŀŘΩ ŀƴŘ ΨŘŀǊƪΩ ǝƳŜǎΦ 

hŀƪƛƴƎǘƻƴ ŀƴŘ 
!ǇǇƭŜƎƻƻŘ 
όнлннπǇǊŜǎŜƴǘύ 

YŀǘƘŜǊƛƴŜΥ 
/ƻƳƳƛǧŜŘ ǘƻ 
ƛƳǇǊƻǾƛƴƎ ƭƛƴƪǎ 
ǿƛǘƘ ǘƘŜ ƭƻŎŀƭ 
ŎƻƳƳǳƴƛǘȅ ƛƴ 
hŀƪƛƴƎǘƻƴ 

!ǎ ǘƘŜ ǎŎƘƻƻƭǎ ŜƳŜǊƎŜŘ ŦǊƻƳ ǾŀǊƛƻǳǎ ƭƻŎƪŘƻǿƴǎΣ ǎŎƘƻƻƭπƻǊƛŜƴǘŜŘ 
ǾƻƭǳƴǘŀǊȅ ŜǾŜƴǘǎ ŀƴŘ ŀŎǝǾƛǝŜǎ ǊŜπǎǘŀǊǘŜŘΦ 
 
.ǊŜƴŘŀƴ ŜƳǇƘŀǎƛǎŜŘ ǘƘŀǘ ƘŜ ǿŀƴǘǎ ǘƻ ōǳƛƭŘ ŀ ǎǘǊƻƴƎŜǊ ŎƻƳƳǳƴƛǘȅ ŦŜŜƭ 
ōŜǘǿŜŜƴ ǘƘŜ ǇŀǊŜƴǘǎΣ ǎŎƘƻƻƭǎΣ ŀƴŘ ƎƻǾŜǊƴƻǊǎ ōŜŦƻǊŜ ŎƻƴǎƛŘŜǊƛƴƎ ƭƻŎŀƭ 
ƛƴǾƻƭǾŜƳŜƴǘΦ 

CƻǊ hŀƪƛƴƎǘƻƴΣ ƳŀǊƪŜǝƴƎΣ ǊŜǇǳǘŀǝƻƴπōǳƛƭŘƛƴƎ 
ŀƴŘ ǇǊƻƳƻǝƻƴ ŀǊŜ ŦǳƴŘŀƳŜƴǘŀƭ ŘǊƛǾŜǊǎ ƻŦ 
ŎƻƳƳǳƴƛǘȅπƻǊƛŜƴǘŜŘ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΦ  
 
Ψ.ƛƭƭ ǎŀƛŘ ƘŜ ŦŜƭǘ ǘƘŜ ǎŎƘƻƻƭ ǿŜǊŜ ƎŜǩƴƎ ƳǳŎƘ 
ōŜǧŜǊ ŀǘ ŎƻƳƳǳƴƛŎŀǝƴƎ ŀƴŘ ƛǘ ǿŀǎ ǊŜŀƭƭȅ 
ǿƻǊƪƛƴƎ ǿŜƭƭΣ [ƛǾ ǎŀƛŘ ǘƘŀǘΩǎ ǎƻ ƭƻǾŜƭȅ ǘƻ ƘŜŀǊ 
ώŀǎϐ ǘƘŜ ǎŎƘƻƻƭ ǿŜǊŜ ǿƻǊƪƛƴƎ ǊŜŀƭƭȅ ƘŀǊŘ ŀǘ 
ƎŜǩƴƎ ǘƘŀǘ ōŀŎƪΣ ǘƘŀǘ ƭƛƴƪ ǿƛǘƘ ǘƘŜ 
ŎƻƳƳǳƴƛǘȅ ŀƴŘ ǘƘŜ ǎŎƘƻƻƭΩ ώhŀƪƛƴƎǘƻƴ 5ŀƛƭȅ 
CƛŜƭŘƴƻǘŜǎΣ мпǘƘ 5ŜŎŜƳōŜǊ нлннϐ 
 
!ǇǇƭŜƎƻƻŘ ŦƻŎǳǎ ƳƻǊŜ ƻƴ ƳŀƛƴǘŀƛƴƛƴƎ ŀƴŘ 
ŘŜǾŜƭƻǇƛƴƎ ŎƻƳƳǳƴƛǘȅ ƭƛƴƪǎ ǘƘŀǘ ŀƭǊŜŀŘȅ ŜȄƛǎǘΦ 



 

ΝΡΤ 
 

!ƴŀƭȅǎƛƴƎ ǘƘŜ ǘǊŀƧŜŎǘƻǊȅ ǝƳŜƭƛƴŜǎ ŦƻǊ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ǊŜǾŜŀƭǎ ǘƘŀǘ ǘƘŜƛǊ ŎƻƴǘŜȄǘǎ ŀƴŘ ŎǊƛǝŎŀƭ ƳƻƳŜƴǘǎ 

ƘŀǾŜ ŀũŜŎǘŜŘ ǘƘŜ ǇǳǊǇƻǎŜ ŀƴŘ ǇǊƛƻǊƛǘȅ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǿƛǘƘ ǿƘƛŎƘ ǘƘŜȅ ŜƴƎŀƎŜŘ ŀǘ ŘƛũŜǊŜƴǘ 

ǇƻƛƴǘǎΦ ¢Ƙƛǎ ƛƴŎƭǳŘŜŘ ǘƘŜ ŘƛũŜǊŜƴǘ ƘŜŀŘǘŜŀŎƘŜǊǎ ǘƘŜȅ ƘŀǾŜ ƘŀŘΣ ǘƘŜ ŦŜŘŜǊŀǝƻƴ ƻŦ ǘƘŜ ǘǿƻ ǎŎƘƻƻƭǎΣ 

ƛƴǘŜǊƴŀƭ ǘǳǊōǳƭŜƴŎŜΣ ŎƘŀƴƎƛƴƎ ǘǊŜƴŘǎ ƛƴ ǇŀǊŜƴǘŀƭ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ǎŎƘƻƻƭǎΣ ŀƴŘ ǘƘŜ /h±L5πмф ǇŀƴŘŜƳƛŎΦ 

.ǳǘ Ƙƻǿ Řƻ ŘƛũŜǊŜƴǘ ƛƴŘƛǾƛŘǳŀƭǎ ƛƴ ŜŀŎƘ ǎŎƘƻƻƭ ŜȄǇŜǊƛŜƴŎŜ ǘƘŜǎŜ ŎƘŀƴƎŜǎΚ !ƴŘ Ƙƻǿ Ƙŀǎ ǘƘƛǎ ƛƳǇŀŎǘŜŘ 

ǘƘŜƛǊ ƻǿƴ ƛƴŘƛǾƛŘǳŀƭ ƛƴǾƻƭǾŜƳŜƴǘ ƛƴ ŘƛũŜǊŜƴǘ ŦƻǊƳǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƻǾŜǊ ǝƳŜΚ ¢ƻ ŀŘŘǊŜǎǎ ǘƘŜǎŜ 

ǉǳŜǎǝƻƴǎΣ L ƴƻǿ ƳƻǾŜ ƻƴ ǘƻ ŜȄǇƭƻǊŜ ŦƻǳǊ ƪŜȅ ƛƴŘƛǾƛŘǳŀƭ ǘǊŀƧŜŎǘƻǊƛŜǎ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ǿƛǘƘƛƴ όŀƴŘ 

ƛƴƅǳŜƴŎŜŘ ōȅ ǘƘŜ ƘƛǎǘƻǊƛŜǎ ƻŦύ ǘƘŜ ǎŎƘƻƻƭǎΦ  

 

LƴŘƛǾƛŘǳŀƭ ¢ǊŀƧŜŎǘƻǊƛŜǎ ƻŦ ±ƻƭǳƴǘŀǊȅ !ŎǝǾƛǘȅΥ Ψ/ƘŀǇǘŜǊǎ ƛƴ [ƛŦŜΩ 

¢ƻ ŘŜǇƛŎǘ ƛƴŘƛǾƛŘǳŀƭ ǘǊŀƧŜŎǘƻǊƛŜǎΣ L ōŜƎŀƴ ōȅ 

ǎŜƭŜŎǝƴƎ ƪŜȅ ƛƴŘƛǾƛŘǳŀƭǎ ŦǊƻƳ ŜŀŎƘ ǎŎƘƻƻƭ ǿƘƻǎŜ 

ŜȄǇŜǊƛŜƴŎŜǎ ǊŜǇǊŜǎŜƴǘŜŘ ŀ ǊŀƴƎŜ ƻŦ ƪŜȅ ŦŀŎǘƻǊǎ 

ǎƘŀǇƛƴƎ ǘƘŜ ƴŀǘǳǊŜ ŀƴŘ ŜȄǘŜƴǘ ƻŦ ǘƘŜ ǾƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǘȅ ǿƛǘƘ ǿƘƛŎƘ ǘƘŜȅ ƘŀŘ ōŜŜƴ ƛƴǾƻƭǾŜŘ ƛƴ 

ǘƘŜƛǊ ǎŎƘƻƻƭǎΦ L ǘƘŜƴ ǊŜπƭƛǎǘŜƴŜŘ ǘƻ ƛƴǘŜǊǾƛŜǿǎ ŀƴŘ 

ǊŜǾƛŜǿŜŘ ŬŜƭŘƴƻǘŜǎ ŀƴŘ Ǿƛǎǳŀƭ Řŀǘŀ ǘƻ ƳŀǇ ǘƘŜ 

ōƛƻƎǊŀǇƘƛŜǎ ƻŦ ǘƘŜǎŜ ƪŜȅ ƛƴŘƛǾƛŘǳŀƭǎ ό²ƻƻŘǿŀǊŘΣ нлнлύΦ CǊƻƳ ǘƘŜǎŜ ōƛƻƎǊŀǇƘȅ ƳŀǇǎ όǎŜŜ !ǇǇŜƴŘƛȄ 

млύΣ L ǘƘŜƴ ǇǊƻŎŜŜŘŜŘ ǘƻ ŎǊŜŀǘŜ ǘǊŀƧŜŎǘƻǊȅ ƳŀǇǎ ŘŜǘŀƛƭƛƴƎ ǘƘŜ ŘƛũŜǊŜƴǘ ΨŎǊƛǝŎŀƭ ƳƻƳŜƴǘǎΩ ƛƴŘƛǾƛŘǳŀƭǎ 

ƘŀǾŜ ŜƴŎƻǳƴǘŜǊŜŘ ǘƘǊƻǳƎƘƻǳǘ ƛƴǾƻƭǾŜƳŜƴǘ ǿƛǘƘ ǘƘŜƛǊ ǎŎƘƻƻƭΣ ŀƴŘ ǘƘŜ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǝŜǎ ǿƛǘƘ ǿƘƛŎƘ 

ǘƘŜȅ ƘŀǾŜ ōŜŜƴ ŜƴƎŀƎŜŘ ŀǘ ŘƛũŜǊŜƴǘ ǇƻƛƴǘǎΤ ƻǊƎŀƴƛǎŀǝƻƴ όƻŦ ŜǾŜƴǘǎ ŀƴŘ ŀŎǝǾƛǝŜǎύΣ ƛŘŜŀǎ όǘŀƭŜƴǘ ŀƴŘ 

ƛƴƴƻǾŀǝƻƴύΣ ƳƻƴŜȅΣ ǝƳŜ όƻǊƎŀƴƛǎƛƴƎ ŀƴŘκƻǊ ǎǳǇǇƻǊǝƴƎ ŜǾŜƴǘǎ ŀƴŘ ŀŎǝǾƛǝŜǎύ ŀƴŘ ǊŜǎƻǳǊŎŜǎ όǎŜŜ 

CƛƎǳǊŜ осύΦ L ƎŀǾŜ ƛƴŘƛǾƛŘǳŀƭǎ ǘƘŜ ƻǇǇƻǊǘǳƴƛǘȅ ǘƻ ǊŜǾƛŜǿ ǘƘŜƛǊ ōƛƻƎǊŀǇƘȅ ŀƴŘ ǘǊŀƧŜŎǘƻǊȅ ƳŀǇǎ ǘƻ ŎƘŜŎƪ 

ǘƘŜȅ ǿŜǊŜ ŀŎŎǳǊŀǘŜ ŀƴŘ ǘƘŀǘ ǘƘŜȅ ǿŜǊŜ ƘŀǇǇȅ ǿƛǘƘ Ƙƻǿ ƛǘ ƘŀŘ ōŜŜƴ ǇǊŜǎŜƴǘŜŘΦ ¢ƘŜǎŜ ŎƘŜŎƪǎ ŀƭǎƻ ƎŀǾŜ 

ŀŘŘƛǝƻƴŀƭ ƻǇǇƻǊǘǳƴƛǘȅ ŦƻǊ ƳŜ ǘƻ ǎŜŜƪ ŎƭŀǊƛŬŎŀǝƻƴ ƻŦ Ƴȅ ŀƴŀƭȅǎƛǎ ŀƴŘ ŦǳǊǘƘŜǊ ŘŜǘŀƛƭ ƻƴ ǘƘŜ ƛƴƅǳŜƴŎŜ ƻŦ 

ƪŜȅ ŎǊƛǝŎŀƭ ƳƻƳŜƴǘǎ ƻƴ ǘƘŜ ƛƴŘƛǾƛŘǳŀƭΩǎ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΦ 

±ƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ƛƴ ƛǘǎ ǾŀǊƛƻǳǎ ŦƻǊƳǎ ŜƳŜǊƎŜŘ ŦǊƻƳ ǘǊŀƧŜŎǘƻǊƛŜǎ ŀǎ ƛƴǘŜƎǊŀƭ ǘƻ ƛƴŘƛǾƛŘǳŀƭ ƛŘŜƴǝǝŜǎΦ CƻǊ 

ǎƻƳŜΣ ǘƘŜ ŀŎǝǾƛǝŜǎ ǘƘŜƳǎŜƭǾŜǎ ǿŜǊŜ ŘƛǊŜŎǘƭȅ ƛŘŜƴǝŬŜŘΣ ǿƘŜǊŜŀǎ ŦƻǊ ƻǘƘŜǊǎ ǘƘŜȅ ǿŜǊŜ ǎŜŜƴ ŀǎ ŀƴ 

ŜȄǘŜƴǎƛƻƴ ƻŦ ƻǘƘŜǊ ŀǎǇŜŎǘǎ ƻŦ ǘƘŜƛǊ ƛŘŜƴǝǘȅ ŜΦƎΦ ŀǎ ŀ ǇŀǊŜƴǘ όƳƻǘƘŜǊύ ƻǊ ǎŎƘƻƻƭ ǎǘŀũ ƳŜƳōŜǊΦ ±ƻƭǳƴǘŀǊȅ 

ŀŎǝǾƛǝŜǎ ǿŜǊŜ ŀƭǎƻ ƛƴƘŜǊŜƴǘƭȅ ǊŜƭŀǝƻƴŀƭ όIǳǎǝƴȄ ŀƴŘ [ŀƳƳŜǊǘȅƴΣ нллоΤ {ƳƛǘƘ Ŝǘ ŀƭΣ нлмлύΣ ŜƳōŜŘŘŜŘ 

ƛƴ ǇŜǊǎƻƴŀƭ ōƛƻƎǊŀǇƘƛŜǎΣ ǘƘŜ ōƛƻƎǊŀǇƘƛŜǎ ƻŦ ǘƘƻǎŜ ƛƴ ǘƘŜƛǊ ǎƻŎƛŀƭ ƴŜǘǿƻǊƪǎΣ ŀƴŘ ƻŦ ǘƘŜ ǎŎƘƻƻƭǎ 

ǘƘŜƳǎŜƭǾŜǎΦ L ƴƻǿ ƳƻǾŜ ƻƴ ǘƻ ŘƛǎŎǳǎǎ ǘƘŜ ǘǊŀƧŜŎǘƻǊƛŜǎ ƻŦ ǘǿƻ ƪŜȅ ƛƴŘƛǾƛŘǳŀƭǎ ŦǊƻƳ ŜŀŎƘ ǎŎƘƻƻƭ ǘƻ 

ƛƭƭǳǎǘǊŀǘŜ ǘƘŜ ƛƳǇƻǊǘŀƴŎŜ ƻŦ ǘǊŀƧŜŎǘƻǊƛŜǎ ǘƻ ǘƘŜ ƭŜǾŜƭ ŀƴŘ ƴŀǘǳǊŜ ƻŦ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅ ŀǘ ŘƛũŜǊŜƴǘ ƭƛŦŜ 

ǎǘŀƎŜǎΦ 9ŀŎƘ ƛƴŘƛǾƛŘǳŀƭ ŘƛǎŎǳǎǎŜŘ ƛƴ ǘƘƛǎ ŎƘŀǇǘŜǊ ƛǎ ŦŜƳŀƭŜΦ ¢ƘŜ ƎŜƴŘŜǊŜŘ ƴŀǘǳǊŜ ƻŦ ōƻǘƘ ǾƻƭǳƴǘŜŜǊƛƴƎ 

ŀƴŘ ǎŎƘƻƻƭ ƛƴǾƻƭǾŜƳŜƴǘ ƛǎ ǇǊƻƳƛƴŜƴǘ ƛƴ ǘƘŜ ƭƛǘŜǊŀǘǳǊŜ όǎŜŜ /ƘŀǇǘŜǊ оύ ŀƴŘ Ƙŀǎ ŀƭǊŜŀŘȅ ōŜŜƴ ƛŘŜƴǝŬŜŘ 

ƛƴ /ƘŀǇǘŜǊ р ŀǎ ŀ ƪŜȅ ŘƛƳŜƴǎƛƻƴ ƻŦ ǘƘŜ ¢{h[ ƻŦ ŜŘǳŎŀǝƻƴ ƛƴ !ǇǇƭŜƎƻƻŘ ŀƴŘ hŀƪƛƴƎǘƻƴΦ ²Ƙƛƭǎǘ ǘƘŜǎŜ 

ƛƴŘƛǾƛŘǳŀƭǎ ŘƛŘ ƴƻǘ ŜȄǇƭƛŎƛǘƭȅ ŘƛǎŎǳǎǎ ǘƘŜƛǊ ƎŜƴŘŜǊ ƛƴ ǊŜƭŀǝƻƴ ǘƻ ǘƘŜƛǊ ǾƻƭǳƴǘŀǊȅ ŀŎǝǾƛǘȅΣ ǘƘŀǘ ǘƘŜȅ 

ŜƳŜǊƎŜŘ ŀǎ ƪŜȅ ŬƎǳǊŜǎ ƛƴ ǘƘŜǎŜ ǎŎƘƻƻƭǎ ŘǳŜ ǘƻ ǘƘŜƛǊ ƛƴǾƻƭǾŜƳŜƴǘΣ ǊŜƅŜŎǘǎ ǘƘŜ ƻƴƎƻƛƴƎ ǎƻŎƛŀƭƛǎŀǝƻƴ ƻŦ 

ŦŜƳŀƭŜǎ ƛƴǘƻ ŎŀǊƛƴƎ ŀƴŘ ƎƛǾƛƴƎ ǊƻƭŜǎΣ ƛƴŎƭǳŘƛƴƎ ǾƻƭǳƴǘŜŜǊƛƴƎΦ 

 

 

[ŔŊƨƖĲЮΦΩЮшЮfůċŊĲЮťĲǃЮŉŸƖЮĬŔǭĲƖĲŰƣЮƣǃƓĲƚЮŸŉЮƻŸũƨŰƣċƖǃЮ
ċĦƣŔƻŔƣǃЮĬĲƓŔĦƣĲĬЮŸŰЮƣƖċŢĲĦƣŸƖǃЮůċƓƚ 



 

ΝΡΥ 
 

hŀƪƛƴƎǘƻƴΥ [ƛǾ ŀƴŘ YŀȅƭŜƛƎƘ 

[ƛǾ ŀƴŘ ƘŜǊ ƴƛŜŎŜ YŀȅƭŜƛƎƘ ŀǊŜ ōƻǘƘ ¢!ǎ ŀǘ hŀƪƛƴƎǘƻƴΦ .ŜŦƻǊŜ ǘƘŜȅ ōŜŎŀƳŜ ǎǘŀũ ƳŜƳōŜǊǎΣ ƘƻǿŜǾŜǊΣ 

ǘƘŜȅ ōŜƎŀƴ ǘƘŜƛǊ ǘǊŀƧŜŎǘƻǊƛŜǎ ŀǎ ŀ ǇŀǊŜƴǘ ό[ƛǾύ ŀƴŘ ŀ ǇǳǇƛƭ όYŀȅƭŜƛƎƘύ ƛƴ нллнΦ ¢ƘŜƛǊ ǘǊŀƧŜŎǘƻǊƛŜǎ ǊŜǇǊŜǎŜƴǘ 

ǘƘƻǎŜ ƻŦ ǇŀǊŜƴǘǎ ƻǊ ǇǳǇƛƭǎ ǿƘƻ ƘŀǾŜ ōŜŎƻƳŜ ǎǘŀũ ƳŜƳōŜǊǎΦ {ǘŀũ ƳŜƳōŜǊǎ ǿƘƻ ŀǊŜ ŦƻǊƳŜǊ ǇŀǊŜƴǘǎ 

ƻǊ ǇǳǇƛƭǎ Ŏŀƴ ōŜ ŦƻǳƴŘ ƛƴ ōƻǘƘ ǎŎƘƻƻƭǎΣ ǘƘǳǎ ǊŜǇǊŜǎŜƴǝƴƎ ŀ ƪŜȅ ŘŜƳƻƎǊŀǇƘƛŎΦ



 

ΝΡΦ 
 

 

[ŔŊƨƖĲЮΦΪЮцЮxŔƻѩƚЮÑƖċŢĲĦƣŸƖǃЮ~ċƓ 

 


