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A note on using this report

This study has a number of component elementsh&Ve looked at seven particular areas or
groups, and particularly at whethetucational disadvantages are seethese areas, and if so, how
policies have been attempted, or note3érseven areas are addressed in SEvamnatic Reports,
on

Socio-economic disadvantage

Gender

Disability

Minority ethnic groups

Indigenous minorities

e  Linguistic minorities

e Religious minorities

One of the principal basis for these Thematic Reports were our in degigssbf the policies and
practices of some fourteen European countries. These are analyse@aumy Reports:
Belgium (Flanders)

Cyprus

Czech Republic

Denmark

France

Greece

Ireland

Luxembourg

Malta

The Netherlands

Slovakia

Spain

Sweden

United Kingdom

In each of these countries wessymatically analysed about twemprojects — 284 in all. These
Project Studies were selected, as far as possible,aeec our seven themes, and also to include a
range of sizes of projects, and national, regiondllacal projects. These arellected together in a
searchable on-line database, on the project’s websitenatepasi.euWe also made four more
detailedCase Study reports for each counyt— 54 in all.

This overall report draws on all these materialfgrrang to the Thematic Reports, Country Reports
and Case Studies by name. All of these are @lailes downloadable documents from the website.
In this report, the documents are hyperlinkethesdocuments on thegect website, and the
Project Studies are hypieked to the database.
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1 Reducing Inequalities in Education

The importance of reducing inequalities in education

Educational policies and practicesvbahe possibility of either repducing social structures, or of
changing them. If a society has substantial andgtend inequalities — whieér of the distribution

of wealth, or of recognition ofghts, or of access to social provision, or of recognition of culture or
language — then it is possible, indeed probathlet educational praces will replicate these
inequalities.

It has been argued by many social theorists tiate is an inherent tendency for education to
reproduce existing knowledge dansocial structures. Bowlesand Gintis (1976) noted a
‘correspondence’ between the c&d relations developed irschools (such as hierarchies,
fragmentation and competitive behaviour, atenation from work) and those found in, and
required by, capitalist modes of production. Bourd{@@73) argued thatdecational provision,
particularly in the definition of the curriculum,elr heavily on the ‘cultural capital’ of the middle
classes, disenfranchising otleedtures: Apple (1982) makes simmildaims. Lynch (1989) critiques
this “purely economically deterministic view ofetlprocess of class reproduction [as] inadequate”
(p 24), and subsequent studies have exammede closely how school processes, such as
streaming by ability, have reinforced differenaesttainment and in social divisions (Joretsal,
1995; OECD, 2007, p 39).

Other researchers have focussedddferential levelsof participation ineducation, where pupils
from less advantaged groups are less likely to iematull-time education: Goldthorpe (1996) and
Erikson and Jonsson (1996) argue that lackath economic and (increasingly in recent years)
cultural resources make parents from lower sodiatses less able to support their children in
studying, or to make them aware of the poterbiahefits of continuegarticipation in post-
compulsory education.

Many parents, citizens and policy makers havgeneral expectation that schools will educate
pupils to know the same knowledge that was kmdw earlier generations, to have the same
understandings and values as their teacherst@rmthave in the same way that their parents
behaved. Of course, the same stalders also require schoolsadd new knowledge and skills to

what they transmit, to reflect changes in technological and economic development: these demands
are generally instrumental tharacter (equipping the nextrggation for newer opportunities for

work), and are generally seenasaddition, rather than as a dithhion. This geneal expectation

results in social inertia, and the perpetuation ofadanequalities. It also reproduces the acceptance

of inequalities, in that particular (generallymarity) groups are expectatt to achieve as well,

and to participate in funer education to a lesser extent, than the mainstream.

We need at this initial stage to distinguishguoalities between individuaknd inequalities between
groups. There will always be some form okguoality between how individuals perform and
succeed in many aspects of lifeidtimportant that resources are@h to ensuring that significant
inequalities are minimised, bywng additional support to disadviaged individuals, and even
more important that societies recognise that erexyhas equality in terms of human rights, dignity
and esteemL@mbrechts, 20093 —4). What this report primarily addresses is inequality between
groups: that is, where an identifiable popuwatihas an overall distribution of performance
significantly different from thedistribution of performance of the mean population. There are
aspects of inequalities that magply to both individuals and gups: Burchardt and Vizard (2008)
distinguished three - ineglitst of outcome (that is, inequalities in central or valuable aspects of life
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that are achieved), inequalities in autonomyt(teavarying degrees onhdependence in decision-
making about lives, the realitiesf choice and control), and igealities in processes (that is,
differential subjection ttough discrimination or dadvantage by others).

If a group within the population are achievingless favourable distribgin of educational
outcomes than the majority of the population, thenanwgie here that it issasonable to make an
initial presumption that there have been inditjea in social and educational policies. The
objective of policy should be to ensure that gibups within society have similar profiles of
attainment. To achieve this may require differentmeQua) treatment for a particular group. The
onus should be on those responsiblteeducational policy tdemonstrate thatlalecessary policies
are in place to achieve thik.is useful here to develop the principle set out in Meepherson
Report(UK Home Office, 1999), which examined iitgtional process within a UK police force
around the racist murder of Stephen Lawrence.r&pert defined the term ‘institutional racism’ to
refer to

the collective failure of an organisation to piian appropriate argrofessional service to
people because of tmeaiolour, culture oethnic origin. It can be seam detected in processes,
attitudes and behaviour which amount discrimination through unwitting prejudice,
ignorance, thoughtlessness and racist sterewyphich disadvantage minority ethnic people.
(Para 6.34)

In other words, it is th@utcomeof policy and practice that isignificant, not tke intention. In
respect of this study, the factathvarious groups continue suffer educational disadvantage,
despite policy initiatives to countéhnis, suggests that whatevee timtentions, educational systems
institutionally discriminate agaihshe disadvantaged. The term edtional institutional inequality
might be useful employed to idifg the collective failure of an educational institution or set of
institutions to provide approijate educational services ® minority group of the population
because of their social, culturdihguistic or behavioural charactstics. This can be detected in
educational policies and practices that amotmtdiscrimination through unwitting prejudice,
ignorance, thoughtlessness and stereotyping whicls keaithe group as a whole to achieve a lower
set of educational outcom#san the majority population.

Several reasons have been advanced that arguedhcational provision should be used to help
reduce inequalities. Some of these may give rigetticular tensions, ambtential contradictions

with other policies may need tme addressed. If the Europednion — which frequently prides
itself on its diversity — is to develop educational policies that are effective in reducing inequalities,
this process must be managed with great cawk aacareful balance struck between competing and
contradictory arguments for educational intervention.

Addressing inequalities faocial reasons

It is divisive if different saial groups have the perception that they are treated less equally
than others, in terms of their access to spei@nomic and cultural rights. In a more equal
society, where status, access to social goaakeaonomic differences are relatively similar
between all groups, society generally is mbkely to be cohesive, and there is less
likelihood of social disorder. More peopleealikely to participag in civic behaviour,
because they will believe that their voice vii# listened to, and their active involvement

will contribute to change. Education is, however, only one of the potential agents for change
in this sphere, and other agencies will ate®d support (Wilkinson, 2005; Wilkinson and
Pickett, 2009). Individuals, disadvantaged mities and society aswahole will benefit.



Addressing inequalities faconomic reasons

Modern economies and societies need dl-edhicated and innovative workforce, to
maximise social wealth. If groups have unagaccess to educatioand if groups tend to

fail to meet their maximum potential, tharcedy and the economy as a whole suffer from
this wastage of human capital. People whe poorly educated are more likely to be
dependant on others: ensuring that everyoigeaes their maximum in educational terms

will directly benefit everyone. However, actiei$ that focus exclusively on education to
increase economic competitiveness frequently increase inequalities. In a number of
instances, education that is overtly instrumental in its nature reproduces inequalities by
preparing workers to fit hieraral roles in the workplace.

Addressing inequalities faeasons concerning human rights

Respect for the rights of all individuals agdoups requires that we minimise, as far as
possible, differences between individuals analgs that may result in differential access to
rights — not just political andal rights, but also social, eaomic, cultural, religious and
linguistic rights. This conception includes education kklung the unity of the
development of the individual through th@wn autonomous needs for learning (Prange,
2004). But this rational can someg@malso lead to inequalitiethe provision of educational
routes that are designed tddaess individual needsan lead to forms of streaming that do
not allow flexibility, change and individual delopment. For example, vocational-academic
divides in educational provisn can close down future f@mtial access to learning and
development, creating inequalities in life-lodgarning. Diversity of provision that is
designed to respect individual needs and diffeeemust also allow flexibility and provide
potential for the individal to change course.

These arguments are not to suggest that all indiledsreould be precisely equal, or that societies
should be uniform. There will @hys be individual differencesnd these differences may lead to
some inequalities. Cultural diversity in particulstiould be distinguished from social diversity:
cultural groups will have differg practices, but aljroups should havegeal social rights and
access to social goods, and should be expectephticipate equally in social and political
activities.

These three arguments for equality will be accodiffidrent priorities by dferent individuals and
groups. We suggest that all sometwill contain people who wouldlaocate different priorities. If
policies were developed that addressed only orteasfe arguments, they would neglect the other
aspects of equality represented by the rotino arguments. An initial recommendation might
therefore be that policy makersek to reduce inequalities in eation for all thre reasons, and
explicitly operate on a broad front.

The context of this project: the European Commission’s brief

The European Commission’s briefing docum@tiropean Commission, 200&)entified all three
reasons for promoting educational equalities:
- the need for ‘an harmonious education’
‘the importance of key skills for the ddgpment of knowledge-based economies’ and
- ‘provid[ing] everyone with a high-quality edatton, enabling them tachieve’ (ibid, p 5).

These broadly correspond to the three reasoredfiressing inequality setit immediately above.



The Commission document drew attention inipalar to the varyingroportions of young people
who at the age of 17 had not obtained the mininmigher secondary education certificate and who
were no longer in education. Itsal highlighted the disparities beten different European countries
in such rates, but there are also, within eaghintry, significant variatins in participation and
achievement by different socigroups. These were identified & risk of unemployment’ —
‘Pupils who do not make the most of the education offered are frequestlified as what some
people term risk groups. This term should notegihe idea that failurés inevitable and that
education systems can do nothing’ (ibid, p 5). Wading used here implies that education is
‘offered’ evenly, systematically, and in a way thaegually open to all, ancln be read to suggest
that the reasons for not ‘making the most of tthecation offered’ are the salt of pupil (or parent)
choice. It must be pointed outthe outset that the responsibility fdifferential uptake has in many
cases structural reasons, and is not simply thporesibility of the indivdual or family, or of a
particular disadvantaged group.sbourses that ‘demonise’ indiltials or groups are unhelpful.

Since commissioning the project, the Comsion has published a Green Paper (European
Commission, 2008) on aspects of migration and education, that highlightatilations between
outcomes in different countries. Figure 1 sholg,country, the differences in reading scores by
first generation, second generation and ‘native’ sitelélhe key comparison to be made herets

the comparative scores betweemnminies, but the extent withinraeh country to which first, and
particularly second, generation stutseapproach that county’s norfior ‘native’ students. In most
countries there is only minimal improvement beéw generations, with substantial differences
between the second generation scores and tiiven scores. In twacountries (Germany and
Austria) there is a falin attainment — secorgkeneration pupils perforhesswell than their parents
had performed. Only two countries — Sweadenl the UK — show substantial progress.

Figure 1 - Differences in student performance in reading, by immigrant status and country 2005

(Performance on the reading scale — mean score; omitting all countries where no 1% or 2" generation details available)
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Data source: OECD PISA 2006 (Adapted from European Commission, 2008, Figure 3, p 6)

Figure 2 shows the proportion of young people ketw18 and 24 years of age who have only
compulsory secondary education and are noninfarm of education or training. There are wide
variations in the overall level of this between countries, and-amentry comparisons are again not
useful. The key comparison to make in each ¢agbe relative proporin of non-nationals to
nationals. In most countries, rfanore non-nationals are nobrtinuing their education when
compared to nationals. But the ratios are not the same between all countries. In some countries,
more than three times as many non-natives rare continuing their education compared to
nationals, while in other countries it is muldss than three times asany. In two countries —
Ireland and the UK — higher proportion of non-nationals are aontinuing education or training.
These discrepancies show how very much edurmailtipolicies and practicese different in terms

of educational outcomes for these particular gro@psl the potentially different characteristics
these groups may have in different countries. Edgmtadata is not available for other kinds of
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groups, or for all countrge but these figuresuggest that there are vegyeat disparities between
countries in terms of equgtiof educational outcomes.

Figure 2 - Share of early school leavers by nationality, 2005

(Percentage of the population aged 18-24 with only lower-secondary education and not in education or training, by
nationality, 2005; omitting all countries where no Non-national details are available)
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Data source: Eurostat (Labour Force Survey), 2005 (Adapted from European Commission, 2008, Figure 5, p 7)

Nevertheless, in most European countries it le@snbrecognised, often for 30 years or more, that
schools and other educational ingiibns have a significant rol® play in combating social
inequalities and the impact of family and eowiment on success at school. There have been many
initiatives and policies that have been termedmpensatory’ — that is ‘intended to distribute
educational resources unequally order to improve the chances of success for pupils in
disadvantaged groups’ (European Commission, 20@&), phe Commission have noted that there
have, however, been relatively few robust analysevaluations of the success of these policies.

In summary, our brief was therefore to

e Analyse priority education policies that migkftectively improve the situation for the most
socio-economically disadvaaded pupils; and to

e |dentify compensatory policies that are effeely implemented, to allow the exchange of
good practice.

However, we noted that the EBypean Commission’s brief had a noen of further dimensions. Its
prime concern was with the equality of educatiangtomedor disadvantaged gups, rather than
ensuring that there was equality of educatiapgdortunity The Commission were also of the view
that education need not reproduce inequalityt has the power and pgotial to transform
educational and social outcomes. These two pgiang us a clear direoth and focus to our work.
The brief also suggested that there are a numbat-ask’ groups that educationally underachieve,
but did not specify which groups these might ligne of our early tasks was therefore to
pragmatically identify possible disadvantaged grodpe brief also specified that the focus of the
study should be on programmes that systerallyi addressed under-achieving groups, not
programmes that targeted individuals; and thafabas should be on policies that targeted groups
through the distribution of resources and progreem — in other words, that there was an
expectation of unequal, differentiaéatment in order to achieve change. We were asked to examine
both local initiatives and national policiesndawe have included not only local and central
government initiatives, but also some by non-govemai@rganisations in our analysis. Above all,
we recognised the project was to determine wbéaties work, why they work and what conditions
are necessary in order for them to be effective and efficient.



It is the outcomeof educational policies that is significant, not simply the intention. In respect of
this proposal, the fact that various groups curdi to suffer educational disadvantage, despite
policy initiatives to counter this, suggests that whatever the intentions, the educational systems of
the countries of Europe amestitutionally discriminatingagainst the disadvantaged. These issues

are discussed at greater length below.



2 The methodology adoptedo address the brief

We approached this brief by movifigm the analysis of individugrogrammes that were designed
with the intention of addressing inequalities dducation to an examination of the way whole
countries employed dominant discourses of inequslifieom this we have attempted to describe
variations and similaritieacross Europe towardsrgaular kinds of inequality: we selected seven
types (see below).

Project Studies

The seven partner institutions in the study (segiféi 3 below) each took on responsibility for the
analysis of about twentgrojects and of the national policy é@ach of two countries, their own and
another country. This was a two-stage process.

We began by agreeing on a set of broad criteria bghmo select about twenty projects in each
country. They were to be projects on which awoeably large and reliable set of information could
be collected. We wanted the twenty projectsnidude at least one that focussed on each of the
seven thematic areas, preferably two. They erniaclude some projects that were organised and
carried out at national or large-scale levahd some that were local, operated by local
governmental authorities, or by non-government oiggions. We wanted most, but not all, of the
projects to focus on young people befthrey started in higher education.

An agreed set of descriptors was usedollect data and evaluate edetoject Study (of which
there were 20+ in each of fourteen countries). These can be summarised as follows:

Basic descriptive data
Name of the Project
Country
Theme or themes the project was directed towards (from the list of seven themes)
Funded, and type of funder (forawrple, central government, charity)
Organisers (those respongilior delivering the project)
Target group (specific)
Start date/end date/duration
Activity description
Project Aims
Project Rationale
Was the target group represented in tlganisation or delivery of the project?
Scale of funding; location; numer of intended recipients
Description of outcomes
What was done in the courséthe project; project websit other relevant websites
Was it evaluated, and if so, how, by whom
What were the outcomes?
Were there any official recommeriaas as a result of the project?
Comments and evaluation by team
References

Full reports on each of the 284 project studies can be downloaded froprojeet website
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Figure 3:

The partner institutions and staff in the EPASI project

The Epasi project was a collaboration between seven institutions of higher education in the
European Community. These institutions, and the staff in each institution who worked on the

project at various stages, are listed below.

London Metropolitan University, Institute for Policy Studies in Education (UK)

Research Team: Alistair Ross
(Project Coordinator, UK Team leader)
Carole Leathwood
Sarah Minty
Marie-Pierre Moreau
Nicola Rollock
Katya Williams

Katholieke Hogeschool Zuid-West-Vlaanderen (Belgium)

Research Team: Hugo Verkest (BE Team leader)
Evelien Geurts
Bie Lambrechts
Andries Termote

Univerzita Hradec Kralové (Czech Republic)

Research Team: Pavel Vacek (CZ Team leader)
Daniela Vrabcova
Jan Lasek
Michaela PiSova

Montpellier III - Université Paul Valéry (France)

Research Team: Richard Etienne (FR Team leader)
Bénédicte Gendron
Chantal Etienne
Pascal Tozzi

Panepistimio Patron MANEMNIZTHMIO NATPQN (Greece)

Research Team: Julia Spinthourakis (GR Team leader)
Eleni Karatzia-Stavlioti
Georgia-Eleni Lempesi
Ioanna Papadimitriou
Chrysovalante Giannaka

Universitat Autonoma of Barcelona (Spain)

Research Team: Melinda Dooly (ES Team leader)
Claudia Vallejo
Miquel Essomba
Virginia Unamuno

Malmo hogskola (Sweden)

Research Team: Nanny Hartsmar (SE Team leader)
Margareta Cederberg
Svante Lingarde
Jan Nilsson

Administrative Team:
Andrew Craven

Robin Driscoll

Nathan Fretwell

Web Team:
David Nath
David Slater

Consultant:
Ferran Ferrer
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Case Studies

Four of the projects from each courtryere also selected to be delsed at greater length, in more
narrative terms, a€ase Studies. It was intended that these mighe used by practitioners and
policy makers seeking a more descrip@eeount of interdsg project reports.

Country Reports

Each team then made an analysis of the paliggctives and practices of each country, illustrating
these were appropriate with reference to relevroject Studies. Weéhus compiled fourteen
Country Reports, on the following countries:

Belgium (Flanders)
Cyprus

Czech Republic
Denmark
France

Greece

Ireland
Luxembourg
Malta

The Netherlands
Slovakia

Spain

Sweden

United Kingdom

Thematic reports

We identified seven broad areas on which weu$ed our investigation (see the section in the
following chapter: ‘What kind of groups adésadvantaged, and why?). These were

Socio-economic disadvantage
Gender

Disability

Minority ethnic groups
Indigenous minorities
Linguistic minorities and
Religious minorities.

We looked to see if all such minority groups stdté educational disadvantage. We established a
series of markers, discussed at more length g€ 3. We tried to determine whether, compared
to the prevailing levels of attainment or partatipn in the particular country, members of any of
these groups had lower levels of —

e Functional literacy
e Continuation in education or training @ they were post compulsory schooling age

! In the case of Cyprus, there were only two Case Studies.
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e Participation in higher education
e Employment
or higher levels of -
e Exclusion and/or expulsiondm school establishments
e Social exclusion, as evidenced through being édiletc (which relate to social exclusion
within education, rather thanrdctly to poorer achievement)
or whether there was evidence of -
e Significant differences between the balanok subjects (vocational/academic routes;
gendered subject choice; or other forms of institutional segregation).

Within some of these areas, we foundttthere were some groups that dat show evidence that
they were disadvantaged, and these wlendt consider in our further analysis.

The Research Questions

Throughout all aspects of the work, we kdy following research questions before us:

e What educational policidsave been used to combat social inequalities?

We focused on policies targeted at groups wiere meeting social inequalities, not at
individuals; and identified spdaally educational activitiesnot broader policies of social
regeneration, that may also have contributed to positive educational outcomes.

¢ How have these inequalities been identified?at\dnalysis has there been of their causes?

We were interested in what steps had been taken to identify inequity, and whether this was
systematic or reactive to pressures. How much investigation had there been into possible causal
factors?

e Was the programme focussed on membéthe group, or on wider society?

In some instances, the expeaiatiof lower rates of success is that educators and policy makers
expect for and anticipate failure; this maypalaffect the group’s own self-perception and
esteem, leading to a self-fulfilling prediction. Amtimay need to be taken with wider society to
raise expectations, or with all members of eiety to prevent alienain and the processes of
‘othering’.

¢ How have they been targeted? How resourced?
What steps were taken to effectiveleidify where resowes should be used?

e How have the groups concerned been glted and involved in these policies?

We wanted to see if members of the targgpexip were involved ithe planning, delivery and
evaluation of policies, or whether policies werng applied in a way that ignored their voices
and effectively disempowered them.

e What training programmes have been desigieedmplement and sustain the policies — to
develop and support a committed anctetiive professional group to do this?
Was the policy designed to be sustained afteriritial impetus? Were steps taken to embed
changes into on-going professional practice?

e Have policies been national or local in their design and implementation? What opportunity and
support is there for local initiative #te educational institution level?

12



How much were policies designed from the to ‘cascade’ down, and how much were they
‘bottom-up’ policies? To what extent did lo@adtors in the community have ownership over the
policies and programmes?

How have policies been evaluated and monitored?

Was a systematic programme of evaluation built into the project from its inception? Was it
sufficiently independent? Did it feed back inpmlicy-making to ensure that lessons were
learned?

What can be learnt to inform future policyveééopment to addresslecational disadvantage?
What generalisable lessons are there from these projects?
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3 Educational Inequalities: persistence, i@as of inequality, and targeting action

Before analysing the responses to inequalities taildand identifying policie that have succeeded

or not, this chapter will examine the various explems that have been put forward to explain why
some groups are educationally disadvantaged. lltthhen examine which groups appear to be
encountering inequities in theidacational achievement - which haween adopted as the principal

themes explored in this study - and discuss the&kens by which inequities can be identified. The
chapter concludes with a briekamination of some of theipciples of restoring equity.

Explanations offered for the persisence of educational inequalities

Responses to educational disadvantage have s, at both societalnd governmental level.
The general discourse of meritocrasyprevalent: this is the argumehat all that is necessary is a
system in which ‘the best’ canise’ to the top. This is a particularly insidious argument: it implies
that those who do not succeed — even entire grotipsople — are themselves responsible for any
disadvantages they suffer. It discounts instidi and structural impediments to success, and
ignores the fact that those who ‘dacceed’ in a meritocracy take steps to ensure that their children
become embedded in structures that will enghet they succeed regardless of ‘merit’. “Pure
meritocracy is incoherent because, without seitiution, one generation's successful individuals
would become the next generation's embedded caste, hoarding the wealth they had accumulated”
(Diamond and Giddens, 2005). It is often forgetthat the term méocracy was original
conceived and used as a satirical argument agaixéng conceptions of equality with notions of
merit (in The Rise of the Meritocracyoung, 1958).

At any one time one can detect a mixture of smneall of a number of explanations of why
disadvantage may be evident, each bringing witmplicit and explicit implications for policies

that might redress the situation. They represemtide variety of debates, from ‘commonsense’
explanations found in popular dia discourse to more elabadt arguments and explanations.
Some are quite historic and outdated, but nevertheless are still employed today, and are not always
challenged. All of the following explanations haweeh offered over the past two or three decades.

Pathological explanations

These suggest that any inequality is largely the consequence of individual characteristics or
behaviour, or possibly grougharacteristics. For example, sompeople have taken the view that
intelligence is largely genetically determinedidathat therefore no amount of education, or
additional targeted educational resources, is likelynake a difference in achieved performance.
Examples of such arguments are described in the UK Country Répathyoodet al, 2008 p
18). In the United States context, Herrnsteid Bturray (1994) and Murray (1984) claim that Afro-
Americans inevitably achieve dg intellectually and economicallhan white Americans, for
pathological reasons — a nexus of genetic afiirall endowment that makes them dysfunctional.
Many writers have powerfully contested this, éotample Spicker (2006) and Karfve (2000). Yet
this rationale is still sometimes used with refeeeto disabilities, where medical, rather than social
models are often useddmbrechts, 2009 3): the change in desigratifrom ‘pupils with special
needs’ to ‘pupils in special needdidrtsmar, 2008p 19, 22) is an attempt to reject such a
medicalised approach (but s@so the legislation in Greecgpinthourakis, 2008kp 11).

Transmitted deprivation

Related to the previous explamatj some hold that the poor edtioaal attainment of individuals
or groups can be attributed to upbringing. The terynlé&of deprivation’ has been used to suggest
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that disadvantaged parents may have ‘deficipatenting skills, and their children therefore will
also be disadvantages in terms of educationtomes, and pass these to their own children
(Joseph, 1972). The theory has remained popularitdesperies of empiritatudies showing that
it was unsound (Rutter and Madg8,/8; Berthoud, 1983; Welshman, 2006).

A form of this, the social herigee model, was once popular in soBeandinavian countries; it was
particularly advanced in Dennkawith reference to the educatiof delinquent children (Jonsson,
1969), as a counter to medicalised pathological explanationslated to genetics or biology
(Cederbercet al, 2009 p 4). Negativt social ar{negative social heritage) refers to ‘poor’ family
culture and a low social class pasn, with the associatl negative markersebe bring. There have
been significant critiques afis (in Denmark by Ejrnaes, 1998d Sivertsen, 2007, and in Sweden
by Vinnerljung, 1998). Certain familiga poverty were thus perceweas dysfunctional, with the
transmission of inadequate behaviour from geeeration to the next. The Roma population, in
particular, are not uncommonly characterised hawving dysfunctional familial patterns that
‘transmit’ deprivation from generation to generatiddogly et al 2008a Spinthourakiset al,
2008k Vrabcovaet al (2008a 2009. The policy implications of sin an explanatio would be to
target resources at interventions in parentingyder to remedy presumed ‘deficits’. But Goradxin
al (1999) thoroughly invatigated such claims, and very etieely dismissed them as not having
any standing in reality. Many studie$ intergenerational continuitiyave found that most children
of disadvantaged parents are not teelves subsequently disadvantaged.

Home based factors

Other analysts and commentators suggest th&riabdeprivation a#cts educational outcomes
(for example, through poor health or a lackregources in the home ($uas books) and lack of
facilities (like a quiet place to do homework). Ietfamily size and family environment affect the
degree of stimulation a child reees, and hence affect developmethen policy initiates should
direct resources at the gerlemdleviation of poverty with ssociated programmes to improve
parental understanding of such home based facidrese factors are often used to identify non-
mainstream parenting practices, afia a process of stigmatisatidixamples can be seen in some
attitudes towards the Roma (s@®ove), and in some countries $fim home factors are similarly
used to ‘explain’ poor educational performan&pifithourakiset al, 2008h Geurtset al, 2009.
Homes where the principal language is not tiagional language can sometimes be similarly
characterised as offering a deprived backgrolbly et al, 2009 p 5). Educational policies that
provide homework centres for pupils whom it iggurmed have will not have help or guidance at
home are a response (for example, in Denm@dderberget al 2008h. The problems with this
analysis are clear: the lack of recognition of diigrieads to a discourse of deficit and parental
blame.

Expectationsin the Classroom: School factors

A fourth contemporary explanatidras been that disadvantage aretjuntable outcomes arise from
the failure of schools to respond pupils’ needs. Aspects of thmight include low levels of
resources, a limited curriculum, and low teack&pectations, all of wbh might be further
exacerbated by streaming, the restrictive exanunatiystem (both of which can lead to lowered
teacher expectations), and high teacher turnoliee very well-known studies that demonstrate
how low teacher expectations of particulaogss leads to low performance by the group include
Pygmalion in the ClassroorfRosenthal and Jacobs, 1968), bah be found both much earlier
(Merton, 1948) and also in more recent studies (Bragthgl, 1974; Good, 1987; Brophy, 1998;
Ferguson, 1998). The argument here is that good schools can make aadifferehthat resources
should be directed at enhancindp@aol organisation, resources, anddeers’ abilities and attitudes.
The classic study by Rutter and laissociates (1979) suggests thalhools can make significant
differences. A range of educatidr@actices identified irthis study show thaide prevalence of
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teacher expectations of particular categohezxling to underperformance — for example, among
ethnic minorities llambrechtset al, 2008 p 8; Williams, 2009, linguistic minorities Tozzi et al,
2008, children in special need$lfreauet al 2008 p 13), and Roma childrefViabcovaet al
2008a p 12;2008h p 8). School structures and prsion reflected these expectatiohgdthwood

et al 2008 p 8;Cederberget al 2008a p 7). In some countries whole rafts of programmes were
designed to reform such attitudé&llejo and Dooly, 2008p 4).

Structural views

Structural theories relate educational disadvantagthe structure of society. These sociological
and political explanations argue that class dirsatages and poverty are reflected in educational
attainment because of the combination of hame school factors: low reservoirs of cultural
capital, socio-economic disadvantage, and educational structures designed to maintain inequalities
(such as hierarchies of school types, socialffedintiated curricula, etc). Post-structural views
have a relation to this set of explanations, netatio the discursive cotraction of inequalities.
Major theorists include Bourdie(1973; Bourdieu and Passerdf77) and Bowles and Gintis
(1976) (referred to above); Giddemas also extensively expdar structuration (1984, 1991). In
Sweden, there was systematic investigation inéoetktent to which structural discrimination and
related factors affected eduicaial attainment (Sawyer and Kamali, 2006; Runfors, 2006; see
Hartsmar, 2008p 14). In some countries, restructurieducational provision, particularly in the
creation of ‘action zones’, has begmesponse to this analysg&p{nthourakist al 2008a p 14).

Poststructuralist explanations

Post-structuralist theories give central attentiothéoconcept of discourse, aset of practices and
beliefs that produce what they pnetieto describe. As Davies argued,

... in poststructuralist theory the focus is on the way each person actively takes up the
discourses through which theydanthers speak/write the wdrinto existence as if it
were their own. (Davies, 1993, p 13)

In practice, this means that groups or individyadsitioned as, for example, under-achieving in the
dominant educational discourse of, for examgthnicity or gender, may also challenge such
positionings. So, while recognising the influence edinicity, gender, etc., the focus of post-
structuralism is on the agency the fluidity of the self.

Poststructuralist theories also argue that whésder, social class, ethnicity, etc. are usually
categorised as dual, oppositional and fixed, they are fluid and multiple aspects of the self. In
educational theory, the study of nursery schbols’ interaction with a woman teacher by
Walkerdine (1998) represents an infamous illusiratf individuals’ agency and of the fluidity and
multiplicity of the self, as the nursery boys contbegir position as ‘dominated’ in the pupil-teacher
interaction to position their teacher as ‘domatit(and, thus, themselves as ‘dominant’).

Several of the Thematic Reports in this studgint to constructions of identity in this
poststructuralist discoursér example, in termsf gendered identitySpinthorakiset al, 2009 p
5), or ethnicity Williams et al, 2009 pp 20-21), or of the consittion of identities around
languagesjooly, et al, 2009 p 10, 20).

What kinds of groups are disadvantaged, and why?

This project seeks to analyserange of different types ofdecational disadvantage, because
different social groups suffer disproportionately frdifierent kinds of soeail disadvantage (see, for
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example,Lambrechtset al, 2009 p 5). It is important that policies are focussed specific
requirements, and that they are implemented randitored to addrestidse needs. The widely-
used category of socio-economic disadvantage hay medated aspects. The conception of social
capital, and exclusion from this réda to a range of potial categories: it idikely to correlate and
intersect with minorityethnic and indigenous status, withinority language status, and with
disability. There are significangender differences in income imost European states, thus
intersecting gender with economic status.

The outcomes of the educational process can dematmsnequality in various ways, differently
illustrating how forms of disadvantage can becanstitutionally entrenched. For example, some
educational outcomes demonstrate how cergmioups are disadvantaged: completing formal
education at a young age, for example, is diquéar outcome for pupils from economically
disadvantaged groups, while low edtional attainment, while linked to this, may also characterise
particular ethnic minority groups. But the disadtage suffered by young women as a result of
educational processes are not nsagly because of their length of education or their levels of
achievement (in several countries these are bibidéer males), but in the way that the curriculum
institutionalises gendered id#res and opportunities (se&pinthourakiset al, 2009 on variations

in levels of pay and education, p 6; and aaphoportion of women in higher education, p 7.)

The issues of how and why various categories identified and named (and are thus socially
constructed) have consequences in terms of haplpdave a sense of themselves. It can be seen
as allowing the comguction of practicevis a viseducational participation in ways that reify the
category. As well as the potential@mpower a community, there isalthe possibility of shifting
responsibility onto the community or the individan the community to solve the problems for
themselves: the neo-liberal offer of a ‘choice’ chift the onus for change to a group who may not
be in any sense responsible far, able to address, widerrgttural and attitudinal causes
(Dovemark, 2004 Hartsmar, 2008pp 5, 27).ldentifying a new category makes possible new
practices and performances for those who haenbabelled (see, for example, Kéarfve 2000, and
Hartsmar, 2008p 22). ldentification of an ‘at risk’ catery inevitably has social consequences.
There are also issues concerning differentgmateation practices antkrminology in different
countries: the Belgian countrgport in this projectl@mbrechtst al 2008 p 4) draws attention to
the naming practices within the term special cadional needs; while in the Netherlands report
(Geurtset al, 2008 p 22) schools with large proportions rafnority ethnic pups are categorised
with terms that might cause offence in otheyumtries. It is important to recognise that
intersectionality is a critial factor in understanding the multipleerdities and categories that arise
(Moreau, 2008 pp 157-8; Ross, 2008, pp 91-104). Thus, for example in Der@radekifercet al,
2008h pp 11-12, 13) coming from an immigranddikground is strongly correlated to poverty
(Dahl, 2005) and educational disentage is strongly related tmth a poor social economic
background and to poor levels of use of Danishri@@ensen and SlothQ@5). In Sweden, Behtoui
(2006) showed the intersection between ethnic background and social background, the former being
used in popular discourse to discount the eftéqtoor living conditions: social class acquires an
ethnic face (see also Moldenhawer, 2001).

Thus many groups will suffer educational disadage through multiple aspects — for example,
being both poor, members of amt and religious minority, anspeaking a different language to
that of the majority of the popation. Each of these attributemay contribute to the overall
disadvantage in a different manner, and itugeful, for analytic pysoses, to identify how
marginalisation and disadvantagee identified and created throudifferent categories, though, as
observed for example in the Czech Repubicabcova, 2008ap 17) this may lead to confusion
and lack of coordination bheeen project organisers.
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A further aspect of this hasen the development of newly ogmised categories, for example in
disabilities: the UK reportleathwood, 2008p 6) notes the issues @tcurately categorising some
of these, as many of them a&f-declared (on this see alsortd 2000). In the UK again, minority
ethnic categories are being subded as differences in educatibrzdtainment are detected: the
category ‘Black African’ (itself distinguished im0 ‘Black Caribbean’ and ‘Black Other’) is now
sometimes divided, in the conteat education, into extended cadéo differentiate differently
achieving groups (see algdglliams et al, 2009 p. 13).

It is also important to recognise that neither miycstatus nor difference in themselves necessarily
imply disadvantage, or inequality. There arengnaxamples of different groups that are not
educationally disadvantagednda this project is focussing@nly on specific groups thaare
educationally disadvantaged. The gatees that we describe belowdause in this report will have
examples within them of groups that are fullgorporated into the edational mainstream, and
achieve a distribution of achieventeand outcome that are the same as that of the rest of the
population. To give two brief examples: in Cypruasnority religious/ethnic groups such as the
Latins, the Armenians and the Maronites aret considered educationally disadvantaged
(Spinthourakis et _al 2008a p 4) and in Denmark theminority language group in
Schleswig/Slesvig-Soenderjylland amet educationally disadvantage@ederbercget al, 2008a p
14-15);

For analytic purposes, this project has identitad focused on seven groups of those potentially
disadvantaged in terms of ewltional outcomes and perforncan They may not be equally
disadvantaged in each country; and will probaddygh be disadvantaged for a range of reasons,
some but certainly not all of which will beeld in common. There are problems in making
comparisons between some of these groups inréiffecountries: not only do nomenclatures vary,
but also the very conceptlisation of the basis of social difsce varies widely between countries.
Each of these groups is the subjafcbne of our Thematic Reports.

Socio-economic disadvantage

Economic disadvantage is a major (and perhapsgaificantly underlying)characteristic of
educational disadvantage. Fanpgverty is a significant markef educational underachievement.
However, economic disadvantage alone does not explain all social disadvantages, and other
categories must also be employed to expléie institutionalisation of disadvantage and
discrimination Cederberget al, 2009.

Minority ethnic disadvantage

This is often linked to other pscts of disadvantagir example, that>@erienced by people from
some minority ethnic communities, whether settleefjgees or asylum seekers, who suffer also
from racism. Some countries, however, refusediect data on minoritgthnic status, noting both
that its self-definitional nature may lead to lagk consistency, and suggesting that identifying
ethnic groups is in itself racist, and in the Wetleat identifying minoritiescounters an inclusive
republican definition of inclusive citizenshi®ther countries hold that racism can only be
challenged by identifying these groups, and ttaggeting provision andionitoring achievement.
Some countries identify ethnic minaeis that have settled in theuntry for several generations as
‘immigrant’, even though they rgano longer have meaningful asstions withthe country of
origin of their grandparents, w& other countries use the terimigrant’ only to include the
individuals who have migratedMilliams et al, 2009.
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I ndigenous minority disadvantage

Europe’s own longstanding indigaeums minorities, of which the Ronae but one example, are not
infrequently the victims of xeophobia and of educational disadvag# (see, for example, Pinnock,
2001)Denied a Future - the Right to Edua of Roma, Gypsy and Traveller ChildyeRlowever,

the definition of this group shows marked vaadas between differentountries, and sometimes
minorities that have lived in the territory for several hundred years are still not considered
‘indigenous’. In some countries, terms borrowed from geology to differefaiggeal’ rocks from

those that have been deposited by sediamgrdction (‘autochthonousnd ‘allocthonous’) have

been used to justify differentiaty groups that have no links withyaother territoryln this report,

we have pragmatically distinguished minorities that have been settled for over a hundred years as
‘indigenous’, and more recent settlers as ‘minority ethivicabcovaet al, 2009.

Disability as disadvantage

People with disabilities are anothgroup for whom educational attanent data suggests that they
are disadvantaged. The term disability has been recognised in recent years to encompass a muct
greater range than impad physical abilitiesL@ambrechtset al, 2009.

Gender and disadvantage

Genderis an area in which there is a range of ofteaply-ingrained attitudes that lead to different
social expectations of roles, and hence to disoatory and disadvantaging practices in areas of
social reproduction such as edtion. Stereotypical bekimurs can lead to gelered practices in
educational provision and expectation. While many cases, wome and girls achieve
comparatively better educational standards tin@n and boys, they nevertheless find that subject
choices can be constrained by asptions about future roles, atidat employment prospects are
inhibited. Under the term gender, we also comsidducationally disaminatory behaviour and
disadvantage towards individual’sxsl orientation, particularly akis may affect lesbians, gays,
bisexuals and transgendered individuals. Manycatlonal policies construdocial attitudes that
condone gender discriminatiosdinthourakiset al, 2009.

Linguistic minorities and disadvantage

There are many examples of equating a dominant languabe lamguage of a particular country.
This may lead to social practices that marligeaand discriminate against linguistic minorities.
Many of these are long-standimginority languages in the countrihat are widely spoken in
particular regions, but may not hawticial recognition. Others arworld languages that have more
recently established themselves within particatammunities who have migrated to and settled in
Europe. Educational practices that discriminag@inst languages other than the mainstream are
particularly damaging to pupilwhose home language is differefithere is much evidence that
children need to be supportedthe development of their home langean order to achieve future
linguistic competence, and that such supporttiyreaustains the development of bilingualism and
multilingualism. Conversely, attempts to suppresgoore the home language, or to forbid its use
in schools or in public places, undermines baithvidual development and social cohesion. We
also note with concern hierarchl attitudes towards differedanguages, privileging national
languages over regional, and regiblanguages over world languagB®o0ly et al, 2009.

Religious minorities and disadvantage

The relationship between relagy and education has a complestary, perhaps particularly in
Europe. Different countries havewddoped very different sets ofrgttures and expectations about
the role and place of religion withstate education, and about the extent to which religion is taught,
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or taught about, within the curtlum. We are not concerned hevih these matters, but with the
possibility that some religiousr faith groups may not have eéhsame levels of educational
provision, or have similar levels of educatior@hievement, than others. This is a particularly
difficult and sensitive area for policy makers in antner of countries, and may particularly apply
in contexts in which either there is a very doamtreligious faith or denomination, where provision
for those outside this faith may bet equivalent to that providddr the dominant group; or where
there are religious minorities whose practieesl behavioural patterns are not catered for or
recognised. These contexts need not necessgiNly rise to inequalities in provision or in
attainment, but we consider cases where thig b so, and policies that might address these
(Etienneet al, 2009.

This list is not to suggest that there are necegsdeliberate policies ofliscrimination in these
areas, but that, even unwittingly, the effects of existing policies create, sustain and may even
accentuate the degree of disadvantage. Nor asethecessarily the only groups who may suffer
educational disadvantage.

Markers for inequalities

How is it possible to tell whether a particulaogp is suffering from some form of educational
inequality? We have attempted to use a serigearkers that may signify inequality of outcome.
The emphasis throughout this study on educatiomscomes rather than on educational
opportunities is significant and deliberate, and disses in Chapter 4. We attempted to find
evidence of differences between the achieveroeperformance of a grouphen compared to the
prevailing national norm. This wawt always straightfovard or indeed possible, because of the
very wide variety of ways in wbh data is collected in differembuntries, and, as has been noted
above, the different categorieend conceptualisations of fidirence that are found between
countries.Studies such as the PISA (Programmelmbernational Student Assessment), organised
by the OECD, provide valuable comparative data significant (though limited) number of areas
(see, for example, European Commission, 2004; ldaaf 2005; Stanaet al, 2006; Heckmann,
2008). These studies were sometimes usefutamparing practices and outcomes between
countries, and are referred where appropriate in the ThetitaReports. Our prime analysis,
however, was conducted at the national level, @/loeir comparison was between a particular group
and the national norm. Some countries provide detaanalysis of the educational attainment of
some disadvantaged groups (for a detailed pi@nsee Department for Education and Skills,
2006), but in no country did we find repoats all these areas pbtential inequality.

These markers need to be used for assessmeeate \&@pplicable, towards the end of the period of
compulsory education, but they will also needb¢oaddressed within that period, and before formal
education, as part of the process of wagkio address these edtional inequalities.

Literacy

The level of functional literacy a®ved, at whatever age for whichtaavas available, was used as
the prime proxy for attainment. Although someunctries could also produce comparative data
between different groups for curricular areas, orcfumbinations of standards reached in groups of
subjects, this seemed to be the most ubiquiteessure. Figure 1 (in Chapter 1, above) shows some
of the kinds of comparison that can be made, both within coumtnigésto a more limited extent,
between countries.
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Post compulsory education participation in education or training

The European Union’s emphasis on achieving a higblucated workforce predicates a significant
proportion of the population staying in educatlmyond compulsory schooling, either for further
education or for training (as shown in Figureabove). This is sometimes associated with a
category called NEET — the proportion of the young adultd in employment, education or
training’. In terms of plicies of social inclugin, any evidence that particular minorities were
significantly less involved in education and tragpiafter the end of cgoulsory schooling would
indicate significant disadvantage.

Higher Education

As part of the above, the continuing demandaftighly skilled and knowtigeable population (for

‘the knowledge society’) anticipatésat a growing proportion of the population will enter higher
education. Higher education can piiparticularly sigificant access to preésional occupations,

to influence, power and socigloods, and to bettalemunerated work. Yet in most European
countries, admission to higher edtioa is skewed in favour of pécular socio-economic groups,
and sometimes against ethnic and linguistic minaritied those with disdhies. There are also
considerable gender disparitiesweeen different subjects. We therefore examine access to higher
education as a marker pbtential inequality.

Employment

Although educational systems are not providedetyeto enable acces® employment, most
people expect one of the outcomes of succesdtudation to be reguland satisfying employment.
While the measurement of employment rates aswipational patterns afifferent groups will be
indicative of potential larger societal discrimiretj it will also indicate the level of educational
success reached by membeis particular group.

School exclusion

Although schooling may be compulsory for partaruperiods, schools often have the ability to
exclude pupils, on a tegmorary or even permanent basiere is evidence that schools may
sometimes exercise this on the basis of the willisgre not of the pupil toonform to particular
behavioural expectations, and these sometimes inmwageor discriminatioragainst what is seen
as ‘normal’ or ‘mainstream’ behaviour or praeti Exclusion rates thatre high for particular
minority groups thus reveal both that some membéthis group are not receiving a full education,
and that there may be possible disination against cultural practicdsat are seen as ‘not normal’

Social exclusion and bullying

Such discrimination is not only sometimes instigated by schools when they exclude pupils, but is
also carried out by other pupitgainst their peers, in the forof bullying and other forms of
harassment. When this is targeted against pdatieninorities, it can danga the learning and study
opportunities of those who are butlieWhere records are kept of incidents of bullying, evidence
that members of particular minorities are proportielyamore bullied than others again indicates
that there is some eduaatal disadvantage occurring.

Subject balance and other structural issues

Finally, in some instances educational systemsyapyttingly or wittingly, structural barriers to
access to educational provision that may give rismequalities to particular groups. Restricting
access to certain types of schooling as ‘academic’, as opposed to ‘vocational’, for example, can in
practice limit entry to higher stad educational streams to mentsbef particular socio-economic
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groups. In many cases, an early division of thielktan mean that a child who has started on the
‘vocational’ route will fnd it very difficult to switch to the ‘acaanic’ route, if at all. Such early
setting into streams has important implicationspwotentially restricting later access to higher
education (see above). There arsoapressures of differentiakmectations ofgroups of pupils
being used to affect subject choice — very commonly expressed esaofhis function to restrict
the entry of girls to scientific or tenltal subjects, but there are many others.

References to these markers are made, whereveibfeysn each of the Country Reports (where in
most cases there will be a specific section d=va@db them), and in the Thematic Reports, which
attempt to summarise the positiorr@ss all the countries in the stua§th respect to the particular
themed area of inequality.

Inequalities of outcomes and unequal and targeted redress

In Chapter 1 we referred to the concept of institutional inequality as the collective failure of an
educational institution or set ofgtitutions to provide appropriagelucational services to a minority
group of the population because of their social, cultirguistic or behawural characteristics.

In other words, it is theutcomethat is significant, not the imtiéon. In respecof this study, the
fact that various groups continde suffer educational disadvanéagdespite policy initiatives to
counter this, suggests that whatever the imesti the educational systems of the countries of
Europe are institutionallyiscriminating against the disadvaged. However, it is important to
recognise that the use of this term should notoballocate blame, but tolentify systematic and
institutional policies and practices that sustaigumlities and to thus address how these might be
overcome. The right to learn is a universal rigbhiversal declaration ofuman Rights, Article
26).

The principles of distributive saijustice set out by John Rawldvacate that, in order to provide
genuine equality of opportunity, society should

give more attention to those.... born into thesléavourable social positions ... to redress the
bias of contingencies in the direction of equalitypursuit of this principle greater resources
might be spent on the educationtloé less rather than the mogeihigent [sic], at least over a
certain time in life, say the early years of schooling... (p 100-101)

... resources for education are not to be allattddly or necessarily mainly according to their
return as estimated in productive trained abilities, but also according to their worth in
enriching the personal and socld¢ of citizens, including ta less favoured. As a society
progresses, the later consideration Ipee® increasingly more important. (p 107)

(Rawls, JA Theory of Justicel971)
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4 Addressing the Issues

In chapter one we examined why educationadjiradities should be addiged, and in chapter two

we outlined our general approach to this gtu@hapter three explored a range of underlying
explanations that have been o#é for inequalities, and suggested some of the potential groups that
might be ‘at risk’ of being disadvantaged. Thisapter will analyse the various approaches that
have been adopted towards inequalities in educali will attempt to categorise these approaches,
and to analyse their efficacy incagessfully addressing the issues.

Our study is concerned specifically with inequalitivseducation that are tathed to particular
groups or categories, rather thalpout individual differences. Edational and social inequalities
are thus related here to social structures, rather than to personal attributes. Nevertheless, decisions
about the level of educational engagement, ana@xtent to which the ingidual elects to attempt
the next level of education are, in part, t@nsequence of individualctions. Some of these
decisions will be made by those responsible tfeg application of edwational policy, such as
making decisions on which type of education palécindividuals might tee — whether this be
streaming pupils towards particular subjects, @rations, or types of schooling, or offering advice
to pupils about available options. Other fastavill be governed by decisions made by the
individual pupil (or their families). As Archesind Hutchings (2000) demonstrate about choices
made by working-class young peoplewlnether to enter further and higher education, the desire to
potentially ‘better one’s self’ will be tempered by factors such as a history of educational non-
success, fear of failure, and thetential costs of such a decisidrne decisions that are made will
tend to be risk-averse, but rationalised into aadisge about further studpot being for people like
me’ (see also Archer, Hutchings and Ross, 20B&en and Goldthorpel997) argued that young
people used a technique ‘oélative risk aversion’: that their principal goal in schooling was to
acquire a level of education that would allow thtarattain a class position at least of the same
level as that of their family, or to avoid dowasd mobility. Breen (20013ubsequently extended
this to argue that two factor®mtributed to educational careerpre-established family decisions
about attaining a particular educational threghatd beliefs about the probability of educational
success.

This is not to shift responsibility for decisionaking to the individual, because the context in
which an individual, student, or their family, kes a decision about adwecational threshold, or
about the limit of their aspiration, or about thiatige chances of success, are all conditioned by the
educational discourse into which they have been encultured. Because discrete groups are
responding in ways that are significantly differénaim the majority population, it can be suggested
that these groups are systematichkeing regarded by educatior@dlicy-makers and professionals
as being less likely to succeed, and less likely ta@as$pihigher levels of education or employment.
They will be undertaking significantly greater risksthiey attempt educational activities that are
regarded as the norm byethpeers in the majority population.rfembers of a particular group are
consistently streamed into particular kinds of satg or schooling (for exapte, ‘non-academic’ or
vocational, or non-scientifjc then the degree of choice that tteg able to exercise later in their
educational career will be curtaildfithey are persistently regarded not likely to achieve, or are
guided towards stereotypictahining pathways or careers, thiaeir aspirations will be limited. If
they are expected not to be edimaally successful, then they will be less likely to achieve, and if
they consequently have a recasfleducational failure, then they are less likely to want to risk
moving into contexts in which dy may again fail educationally. This is not to deny agency to
individuals, but to recognise thtitere are powerful structural and cultural constraints that limit this
agency.
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Nicaise (2000) has suggested thaqualities in education aes from two different forms of
failures. Firstly, failures on the demand side, where unequal opportunities arise because of the
socio-economic characteriggiof social groups (such as poyemnaterial or cultural deprivation,
health or lack of social or cuiltal capital) led, for the reason®idified by Breen (2001, above), to
individuals from these groups declining to take educational opportunities. Secondly, there are
failures on the supply side, where educationdicigs and practices lead to disadvantageous
treatment of members of a groupthe educational process: thi®uld include both institutional
prejudice against these groups and the inabiliipgtftutions to actively respond to the specific and
different needs of particular groups. Both of thasestructural failings;ral each interacts with the
other. If the ‘supply side’ ingtitions cannot adequately suppdne group, then they create a
situation in which members of the group lower thaspirations and expectations of success, and
make fewer demands on the educational systerns. ilteraction creates the conditions for self-
sustaining failure, and there seems little value in debating the primacy of either side in terms of
causation. The circle needs to be broken.

There are three broad possible approaches towthish are not necessarily wholly alternatives. In
our surveys of programmes, we found evide of all three strategies being used.

Equality of Opportunities

This appeared to be the predominant approadhramred in many statutomyrganisations that were
charged with the duty to ensutet everyone had equaccess to provision. Bise approaches were
often advanced within a neo-éikal discourse (for examplegeathwoodet al, 2008 p 8), that often
employed the language of competition — for examgéerences to ensuring that there is ‘a level
playing field’ imply that some individuals willwin’ in education, ad others will inevitably
therefore ‘loose’. The role of the state or theadional provider is to produce a set of conditions
or rules that will simply even the odds.

The high level of intersectionality describedbove means that multiple inequalities can be
addressed in a multifaceted way: the proieading with parents just one example of many that
we found: this project targeted socio-econcaily deprived families, of minority ethnic
background, and speaking a minority language. Msumgh projects are targeted at pre-school
education, attempting to ensuratichildren from backgrounds cadered ‘deprived’ in some way
will start primary education on the same basis as other chilGewmr{set al, 2008 p 11;Cederberg

et al, 2008a p 5-6). An alternativéor an additional) approach iseatend the periodf compulsory
education, thus preventing disadvantaged, or piatgndisadvantaged children ‘dropping out’ at
too early an ageSpinthourakiset al, 2008h p 7; Leathwoodet al, 2008 p 16-17. This acts to
ensure an equal ‘supply’ of education. Otheeasures to provide supply-side equality of
opportunity included improving the Isgol attendance of at riska@rps by addressing truancy and
dropouts (for example, thE€chool Completion Projedn Ireland , and thé&chool Attendance
Promotersn Spain).

Some countries had programmes that providedniial support for families, to ensure their
children attended school such as thene-out project in Kortrijk Belgium, and the Greek
programme to financially support Rorparents send their children to scho8pinthorakiset al,
2008h p 6). There were a number of programmest throvided integrated social services
programmes for particular groups that were designed to equalise wppest in Greece, for
example, an ambitiou$ocial Care and Developmeptoject, and in Spain, for theisually
impaired for theRoma and for those witimotor impairmentThe IrishTransition Supports Project
offer support and training to unaccompanied asydg®kers approaching the end of compulsory
schooling or leaving reception centres (d&@liams et al, 2009 p 18). Many programmes
addressed specific ‘deficits’ for groups. This vdeme, for example, in mainstream education for
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pupils with moderate or sere learning difficultiesn Belgium. In the UK, there were programmes

that sought to widen participation higher education to include aps traditionallynot going to
university, such agim Higher (directed at socio-disadvantaged groups) &ad Enough(lower
socio-economic classes), and there are a number of instances in our report on language inequalities
(Dooly et al 2009 pp 4, 22, 26) where ‘compsatory’ programmes are offered for pupils who
speak minority languages. Projects suchilas Hinge based in Flanders, aim to improve familial
relationships with schools andncourage university applicatis by raisingaspirations and
“strengthening school culture” amongst disadvantaged fami@igms et al, 2009 p 17).

These approaches seem predominantly to dueasing the ‘demand side’ of the equation, by
supporting or encouraging grouger individuals) who are dislwantaged educationally to
participate on a better footing, twr continue in studgfter formal educationlhey do not challenge
the structural barriet® educational success.

Equality of treatment

Another set of approaches focasen the ‘supply side’, by ensng that educational provision is
tailored to meet the specifrequirements of particular disadvantaged groups. These are sometimes
referred to as affirmative policies, or affirmativdian. There are often objechs to such policies:
members of majority groups may argue that mngair that their needsnd requirements are less
addressed than those of minorities, for examf@ee Lipson, 2008). Others have argued that
affirmative action (particularly tated to quotas for particular groups entering higéducation in

the United States) have beerfiective (Sowell, 2004), though thigas been widely challenged
(see, for example, Eppét al, 2008). And, from a different perspe@i\t is argued that affirmative
action leaves the deeper structunésnequalities intact: criticsugigest that without transformative
policies that address the constituel@ments of inequality, injusticesll persist (see, for example,
Fraser, 1997, pp 25-6). Perhaps partially becausieesé objections (particularly the former ones),
policies in this approach tend be rather muted approachesatbat schools and other educational
institutions might do tsupport particular groups.

Many such initiatives focus on aspects ofrfgesschool communicationsupporting parents and
families to be more engaged with learning ankdosting. These were oftevery local activities,
working in local areas or even single schools, such as for example the vidaiantary school
132 in Athens, and in amrban schooin Sweden, where communigats are sent home in the
parent’s language. Other similprojects covered largareas: examples of this include a family
support project on thimtegration of Roma studenits Greece, the integrationi§this works in our
school’project in Denmark, and a Spsim project that involved parenhelping in the production of
Intercultural goodsn the classroom.

A number of the programmes we analysed madginative use of volunteers in establishing better
relationships and communications betweeimmosts and parents and their communities. For
example, théamily literacy programmen Malta (also as a case stu@goly et al, 2008h, and in
Spain theYoung Guides Programmwhich paired volunteers with newly arrived migrant students,
with the specific brief of facilitating better communications. In France AIREV programme
works with volunteers supporting pats and pupils in priority edation areas, and in Luxembourg
volunteers worked wh pupils in thelntercultural mediatorprogramme, and with parents in the
Boussoleproject. There were also dader programmes on gender equality working with local
communities $pinthorakiset al 2009 p 16).

A number of activities sought to modify and atldge curriculum. Genergl) these sought to make
the curriculum more relevant to particular cudl groups, so that it was less discriminatory. The
Unigue Urban Claswas a French primary school in adasocio-economic distvantage that used
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a Freinet-inspired programme to develop a eoafve learning curricuim promoting a learning
culture. Gender equality was an area tackled in this way in several inst8pogbdurakiset al,
2009 pp 13-14) as, for example, in the Belgium (Flanders) pr&eciBaSecwhich developed a
curriculum to tackle gender inequality in primary and secondary schools, aRE TEgprogramme

in Malta. A series of activities in a programrdeected at Muslim sidents in Western Thrace
(Greece) moved from first stageprogramme based on mother tongue teaching, throsgieand
phase that involved the introduction of new téxboks, parent and community links and a teacher
education programme, tatlsird phasen which there was significant curriculum change.

Other programmes were directedradifying pedagogic styles, seaeg more appropriate forms of
teaching and learning. Some of these wenectitd at children &m poor socio-economic
backgrounds, such as the projecRimgkoebing Municipalityin Denmark, where a wide-ranging
review of pedagogy in work with socio-econonfigaisadvantaged (andlogr groups) developed a
different style of pedagogical oonunication, designed to give meocoherent and consistent
learning and meaning to pupils. Bevelopmental Dialogugrogramme in Sweden supported
pedagogic changes in working with linguistic ankinét minorities in munigalities that had more
than 17 per cent minority children. Also in Swedétiea Schools’are schools selected because of
their high levels of diversity to network in der to develop ‘learning styles for diversity’.
Pedagogical approaches are alsmdpenodified in some programmésat are working with pupils
with disabilities. For example, th&utism pilot projectin Flanders networks schools that are
developing appropriate pedagogipproaches for such children, and there is a sirbDiaeloping
Competenceroject in Sweden for pupils diagndseith severe learning disabilities.

Many countries had developed projects that traorezknsitised teachers aoither educational staff
about the specific needs of diffatet risk groups, and in gena¢ non-discriminatory practices.

Combating stereotypes in education is an imporagpect of teacher training projects. Our report
on gender inequalitiesSpinthourakiset al, 2009 p 14) identifies projects concerned with
examining teaching practises, developing n@aching methodologies, eliminating sexism in
educational theory and, most of all, sensitigimg teaching community and society as a whole. The
Gender Violence Preventigroject in Galicia (Spain) for initiaand in-service teachers is one such
example: there are many other initiatives in otdreas. For example, in Sweden there are particular
teacher education activities f8wedish-Finnish preschoattivities, that helps teachers understand
this particular minority language group; and iEimprogrammes to help teachers work wmi
pupils, an indigenous minority group. In thee@arof linguistic mindties, the SwedistMother
Tongueproject involves over a hundred teachersditing and preparing materials for minority
language pupils. In France, a programme cal@&ESNAV trains teachers to work with Roma
children’s educational needs. Theedls of disabled children are paftan extensive initial teacher
education programme in Scotland (UK Case Stud¥ifiams, 2007%.

One particular approach which will be returnedstddsequently is theecruitment of teaching and
other educational stafwho themselves are members disadvantaged groups. Ensuring the
teaching profession is representatiof all parts of broader society carries with it important
messages for pupils and others about inclusioch seachers are not intended to only work with
members of the particular minority group they cdnaen, but to teach all children, thus conveying
important messages about inclusion and diversitghe teaching profession lacks the cultural
variety necessary to reflect the socio-cultuealge of the school population, few pupils will have
opportunities to work with minority ethnic @iessionals. The process of changing teacher
recruitment has probably been implemented mosnsively in the UK, where it was recognised
over ten years ago thdhe proportion of teachers drawmom minority ethnic groups was
disproportionately low. Recruitment has now aecatied (over 10 per cent of all initial teacher
education recruits come from miitgrethnic groups), but there ardlstelatively few older or more
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senior teachers drawn from such groupsli{ams et al, 2008 p 8). A very diffeent approach has
developed in France, where soreadhers are recruited directly fraerseas to work specifically
with pupils of that particular national origin: tieeaching First Country Languaggsogramme
recruits such teachers, whose salaries arefpalyy the governments of their country of origin.

Finally, equality of treatment is seen in the many diverse projects that attempt to include pupils
from disadvantaged groups into mainstreatucational provision. Many of these are focused on
pupils who have some form of disability. Thus thare teachers specialising in disability education
in Ireland Moreauet al, 2008 p 4); in the Netherlands there is a general programme to ensure
fitting education’ passend onderwijsin which each school authority has the responsibility to
develop education that fits every child’s nee@gyrtset al 200§ p 10); in Cyprus, th&®ainbow
programme aims to integraterpally-sighted and nowighted children into mainstream schools;
and in Luxembourg théAmbulatory Rehabilitation Departmentworks on the integration of
children with physical disabilities and tientre for Logopedicsitegrates hard-of-hearing pupils.
Our report on the educationalenualities encountered by dmed pupils covers many more
examples l(ambrechtset al, 2009 p 8). Other inequalities ar@so addressed in mainstream
integration programmes. Special edima in Malta is addressed in aBducation Reform
programmeto integrate children. A similar programme, Riegkoebingbilingual project, works at

a local level in a Danish municipality, and in France R&SED project bringspupils in special
needs intdordinary’ classes The Belgian (Flandergjet Beroepenhuiprogramme tackles gender
prejudice in career choice in an igtative manner, and in Denmark tBealuation of Bilingual
Educationin elementary schools examines integrating bilingual pupils into mainstream. There are
many similar initiatives to countesocial exclusion, such as thiational Action Plarin Malta, on
poverty and social exclusion, and the FreR&RE (Individual School Success Programihat
requires schools to identify pupils with early leagdifficulties and to plan how to integrate such
pupils’ learning into mainstream provision.

Equal outcomes

This third approach treats botapply and demand sides as interrelated, and — as the name suggests
— focuses on the achievement of outcomes. Sometsneh approaches are resisted, particularly
inasmuch as they may require the unequakidigion of resources. Restance is, however, not
uniform, and in the cases of disability and gender, there seems a greater willingness to expect
equality of outcome than is the cagigh respect to some minorities.

In the area of disability, our specific report orsthrea notes that not only is educational provision
expected to recognise specific needs and act ponse to these to create equal opportunities for all
students, but that treatment should be unequalentiés is necessary, and should be directed at
striving for equal outcome&&mbrechtset al 2009 p 5). In Ireland the Empyment Equality Acts

1998 and 2004 (replacing the Anti-discrimination (Pay) Act 1974 and the Employment Equality Act
1977) outlaws discrimination and allows employersake positive actiomeasures to promote
equality in certain cases (womepeople over the age of 50, peopith disabilities and members

of the Traveller communityMoreauet al, 2008 p 9).

In other areas, we can detect three brgaoups of initiatives — providing ‘second chance’
opportunities part way through thdueational cycle, the provisioof additional learning support
for specific groups, and targeg with specific funding.

Much ‘second chance’ provision is designed to alpasticular disadvantaged groups to ‘catch up’,
so that the final educational outcome can bgakdrhis is sometineachieved by manipulating
entry into later stages of education to allaacess to tertiary and further education, or higher
education, on a ‘level playg field’ basis. Thusthe Belgian (Flanders)Positive Action
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programme has specifically targdtstaff and students in Initileacher Education to convey such
messages of accelerating or easing access to fetdys of education. A giular programme in
the same countnpiverse lecturers, diverse studergsa transition system allowing second chance
schooling: this is targeted at groups failing toi@eé in mainstream schools. Similarly, in Denmark
the Mentorprojekt provides folk high school (boarding heml) education with specific mentor
support, that allows young peoglem disadvantaged backgroundstae a break from everyday
routines, and provide opportungigor reflection and orientatiotowards further education. In
Malta, there are special schemes to assist staiddrntompulsory school leaving age who live in
deprived areas in finding grtoyment. These include théouth Outreach Programme Job Clubs
programme of ‘school to work transition’ talland support for students aged 15 to 16. There are
similar programmes in Spain: for example, tecupational Training and Job Placemsclheme

for young school leavers provides personalised programme with four phases: ‘information,
orientation, training, and insertionDoly et al, 2007p In the United Kingdom, th&6-24 Job
Readyinitiative established mentoring partnershifggween young people aeiher employers or
education institutions, with the aim of increasatgess to and knowledge of the labour market, and
to generally help prepare school-leavers in findirjgb or moving into further or higher education.
This programme was specificaltlirected to address the underyegentation of minority ethnic
groups in employment, eduaati and civic life. Second Chan&ehools in Greece are innovative
institutions for individuals ovethe age of 18 who have not completed the ten-year compulsory
education programme. Without comiig their education, they are gk of social exclusion and
marginalisation, so this programrgeses the opportunityo acquire the Secondary School Leaving
Certificate and to smoothly integrate in theciab financial and professional structures
(Spinthourakiset al2008h p 13). Why not me?is a programme in Frae to support less favoured
pupils to support their resitment into the Grandes Ecolesahgh special training, recognising that
real equality requires giving the same chanegverybody to enter the Grandes Ecoles. And
finally, an example from Luxembourg: th€ YA is a welcoming class for young people recently
arrived in the country, which offers basic training in French the intended to give access to
technical secondary educationsedf-advocacy and self-sufficiency.

Extra learning support for specific groups can bsigieed to achieve equality of outcomes. We
found a number of relatively small-scale exampbéshis, with carefully targeted groups, and
organised by a wide range of social actargluding voluntary bodiesExamples of these
approaches include theet us compare our languageesching project in France, which is based on
active learning through a comparison between the foreign languages spoken in classes for
newcomers, presented in a DVD. TKerteminde programme in Denmark offers educational
support to children in families with drug abuseneental iliness, in particular by developing and
implementing methods inspired by coping thegriasd in the implantation in France of the
Comenius EVLANG project offers didactics tools rfoprimary school pupils in language
acquisition. Another langg@ support activityor minority language studenis seen in the Swedish
Language Development and Technolggypgramme, which builden previous knowledge and
experiences of those who have newly arrivedhms country, and provides an introduction to the
Swedish school system and society and a good istaBwedish. The intention is to directly
intervene to promote individuakdrning and thus participation school and social activities.
Organised by Malmo University, each individuakhthe programme adapted they can take part

in the mainstream primary education. A simiéasample of provision in the Czech Republic is a
Support Centrgrovided by the University of Hradec Ko&k, for students in Special Educational
Needs, that supports an equality approachniwersity studies. Also in the Czech Republic, the
Ophthalmic Classroons provided by a private charifyyinded by a commercial company. This
project bought and maintained equigmh to facilitate chilcen with visual impairments to integrate
and manage everyday situations in educationaliaetivn a school and its catchment area. Another
charitable provision is th&MS, an initiative of the Flemish section of the Belgian Bishops
Conference. This network, established in 2004, pravgilgport systems for different target groups
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at risk (children of refugees,atims of racism, discrimination @&ligious minorities) to develop a
sense of humanity, and positive and practicaluatéis. Not all activities are so localised: ek
Language learningrogramme in Cyprus, for example, is provided in many school units to provide
for extra Greek language courses in the aiens for foreign and repatriated children.

Many specific targeted funding approaches alsoedi at equalising outcomes in terms of socio-
economic deprivation. In Luxembourg, tK@nnernaschtargeted school agehildren of different
nationalities in the Eich and Weimerskirch oflking class and socio-economically deprived)
districts of the capital, offering school support deidure activities, with education based on close
contact with parents and teachers. In the Uritiedjdom, the Educational Maintenance Allowance
is a means tested small grantiable to young people aged 16-f3hey continue in full time
education [(eathwoodet al, 2008 p 12), again targeted at thoséh socio-economic deprivation.
The SwedishStorstadssatsningeprogramme is provided bthe Commission on Metropolitan
Areas in cooperation with locauthorities and organisations tupport students in socially
disadvantaged townships and suburbs in theetimajor Swedish metropolitan areas of Greater
Stockholm-Sdédertélje, Gothenbuagnd Malmé. An example of aimitiative takenby a minority
group is seen in thE)RA, organised by the Federation of Mocan Associations in Antwerp.
From 2004, a small group of pupitetween 10 and 13 years oldkitey additional lessons after
school for four days a week. Tleewere children specifically g at school: after a year, 87%
were succeeding, and in their second year they carried on with one evening lesson a week. The local
authority gave a full time teacher for the projecttia Spanish region of Extramadura, the low rate
of academic success, together withhegh unemployment rate among young people, was
contributing to an exodus towards menial jobs in other regionsEXtnemadura ICTpolicy was a
strategic response to incorpordibe region’s educational systentdrthe information society, and
thus to slow emigration and improlreing standards in a rural area.

Intentions and strategic targets

Education alone cannot provide the solutions equity. There will always be a wide range of
other social factors involved, ardwide and multi-agency approaefil be required to address all

of these. Our analysis suggests #dticational approaches need tartiegrated with those of other

agencies, and that all initiatives needé&conceptualised along two dimensions.

The first dimension concerns the intentions &f plolicy initiative: we gggest a spectrum, moving

from the objective of providing equality of opportiyntowards that of ensuring a full equality of
outcome. Secondly, we suggest ttiare is a dimension abougtkarget group: some programmes
identify a specific minority target group, and worlesgically directly withthat group, while others
recognise that at least part of the cause of a specific inequality may lie in the perceptions of the
population as a whole — the dominant group'swviof a traditionally underachieving ‘outside’
group, and sometimes that group’s own self-parop@nd assumptions pbwerlessness and lack

of the possibility of agency.

Figure 4: Conceptualising Intentions and Targets

Intentions

< »
<« »

Equality of opportunity Equality of outcomes
Targets

Directed at ‘at risk’
group
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Directed universally

To illustrate this framework, we have taken from a range of policies that are intended to achieve
equality of outcomes two examples that area&d at a specific atsk group, and three other
examples that are directedvards the population at large.

Examples of working with the at risk group by ttigg resources to achieegualities of outcome
include the general French “affirmative action” p@g; that require additional financial provision
for schools in disadvantaged areas and in educ#ction Zones. Currently, some 25 per cent of
the school population isrigeted in this way, and some evaloas have suggested that this policy
is being questioned as beidgected at too large a propion of the whole populatiorEtienne et
al, 2008, p 11). A similar targeted sponse of creating and suppogiEducation Priority Zones
has been adopted in Cyprus tideess functional illiteracy and schdallure, but is in an earlier
stage than France: ZEPs were pitbia 2003-4 in two school complexeSpinthourakiset al,
2008a,p 9) (ZEPs are now known as REPS).

In contrast to these are some programmes thampitt® move the expectatis and attitudes of the
whole population, based on analyses that suggeshraent is suffering in part through prejudice,
discrimination, and a lowering okpectations. Working with all ghpopulation, andot just those
considered to be at risk should help to elimir{ateat least challenge)stiriminatory attitudes and
promote the expectation of equality of outem Many social and cultural prejudices about
educational expectations and attitudes are exmebseugh the language of ‘normality’, and are
effectively prejudice against theinority group and its potential f@ducational success. Examples
of challenging such attitudes are seen in the pfahe Spanish Ministry of Equality (the IV Plan
for Equality of Opportunitiesbetween Women and Men 2003-2008lan de Igualdad de
Oportunidades entrévlujeres y Hombrgs which is based on the principles of promoting the
defence of and guaranteeing the principles gfiaity in all activities and policies through
mainstreaming and through cooperatiDodly et al, 2008a p 10). On a smaller scale, in Denmark
a Copenhagen mothers day centre projdetngfoldighed focuses on just six townships. Bilingual
children are offered language places in creamekindergartens with few bilingual children.
Unilingual Danish-speaking chiiten are offered places brobyggerinstitutione (bridge-building
creches or kindergartens) with many bilingualldrien. These institutiongrofile themselves to
attract children by developing a multi-cultunaédagogy. Finally, a progmme in the UK is
designed to address attitudes towards Lesbiaya@d Bisexual (LGB) pupils (often educationally
disadvantaged through peer and sometineexher harassment). The programme, called ‘No
outsiders’, attempts to create an inclusisehool environment through teachers developing
strategies and materials that address lesbian, sexual and transgemndequality in their own
primary schools L(eathwood et al, 2008 p 17). There is, therefore, some recognition that
educational institutions and maijyricultures need to change if institutionalised racism, sexism and
other forms of discriminatory pctices are to be 8eusly challenged, although many campaigners
feel that this does not go far enough.

Taking the long-term view

Achieving social change througldwecational policies and practicés not quick. It takes ten to

twelve years for a pupil to move through jusé tbompulsory elements of education. Training
teachers in new practices and approaches takes a&nwoifjears in initiatraining — and then up to

forty more years as cohorts of teachers who Ieen trained in these new approaches work their
way through the profession. Nevertheless, inetjaalican be tackled by tervening at multiple

stages in the educational process. But those responsible for planning educational initiatives need to
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expect a long and sustainegpeoach, and not to expect gkly achieved measurable and
conclusive results. A number of the projectsexamined appear to be premised on the assumption
that a short and sharp programme would achiemag®ent and continuing results, even when the
programme ended. Many projects wagg planned with any sensesafstainability or permanence.

Examples of programmes that weteng term included the SwedisBtorstadssatsningen
programme, now in its tenth year. This aimsptovide the foundations for sustainable growth in
the metropolitan regions’ ando't stop social ethnic and disminating segregation in the
metropolitan regions, and to work for equal and comparable living conditions for people living in
the cities’. In Spain, our Case Study 1 (the City Educational Projgotly et al, 20073, is a
transversal programme to adskeeducational inequalities throughocesses of pacipation and
shared responsibility involving local administomts, schools, families, cultural organisations and
recreational associations. This began in 199@, fanding and support structures are still being
maintained.

Even with long-term funding, the results may be v&ow to be identifiedAn example of this is

the WISE (Women into Science, Engineering andnStruction) programme to promote science,
engineering and construction kemlogy (SET) as suitable caredtoices among girls and women
across the UK. This has operated since 1984, enasimgea number of schemes, many targeted at
girls. One of these schemes (the ScienceEmgineering Ambassadors scheme) organises school
visits for women working in the fields of scienaed engineering so that they can provide positive
‘role models’ for girls. But females are still undepresented in these fields, and progress is very
slow, even after 25 years of activities.

Involvement of members of at risk groupsn professional eucational activity

One particular issue we noted in our analysis W&t generally there are few members of the ‘at
risk’ groups represented in the pesses and practices of educatioreeen in specific initiatives.
This was found both in the specific planningdadelivery of projects, and in more general
programmes for an inclusive educational workforteere were many examples of projects that
targeted particular groups where there was lattempt to consult or work with members of the
targeted group to identify issues and needs, gfgropriate activities, do provide services. The
widespread assumption that existing educatigpeatonnel constitute ‘an authority’ that can plan
and provide for a group of ‘oth&meeds to be challenged.

Even more significant is the absence of mermbof many of these gups in the education
professions. Low expectations of achievement nieahmany members of at-risk groups perceive
themselves as effectively excluded and ‘othefeatn professional training in teaching and other
forms of educational provision. The effect of tlgsthat most children arsocialised to view
members of these groups as undblbold positions of earyday authority, or inappropriate sources
of knowledge. Ensuring that the educational wortdofat all levels) fully neresents the diversity
of society and its social and culéigroups will lead t@ll pupils reognising that members of these
groups can and do fully participate @athing, managing and leading young people.

This is not to suggest that teachers and oth@fegsionals recruited from these groups should work
particularly or exclusigly with pupils from these groups. Thi®uld effectively create employment
ghettos, that would accentuate attitudes aheang’. Describing aspecific, though as yet
hypothetical, example will demonstrate this. Theresappo be very few teaels, in any country in
Europe, recruited from the Roma community.isTmeans that pupils in schools do not see
examples of Roma in any positions of educati@udhority, and this encourages and supports the
development of racist attitudes where Romapbe are seen of lowdecational and social
attainment. Such attitudes contribute to Romailpupelf-esteem in educational settings. If the
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teaching population was represdivia of all groups in society, auding the Roma, then there
would be substantially more Ronteachers. A number of childrenof all backgrounds - would be
taught by, or otherwise meet in school, Romachers. Teachers are one of the most important
authority figures that are encountered by mo#tidn — unlike members of other professions, they
meet them regularly, frequently, and over a longigoeof time. It is important that children
recognise that members of allcg&l groups can achieve positioossocial authority and power —
including Roma people. More Roma teachers \pilbbably, increase Ronmupils’ self-belief and
attainment, and ensure that theidture is part of everyday schoollture. So we would see two
effects of such a policy: a geneclange in social attitles to be more inclusive of the Roma, and a
specific rise in the self-esteem and attainment of Roma pupils. However, to confine these Roma
teachers to teaching only Roma pupils would achamhg the second of these effects. An inclusive
recruitment policy in educationataffing should be seen as beitmgvards a universal target, not
simply directed at a specifgroup (see Figure 4, p 31 above).

The most substantial activity that we saw in this area was in the UK, where a programme to
increase the number of teachers recruited fiteerminority ethnic population was launched in 1997
(see p 27 above, and aldeeéthwoodet al, 2008 p 8). This has resultad a current recruitment

rate into initial teacher educati that is now nearly equivalent to the distribution of the minority
ethnic groups in the population (pdbung adults) as a whole, and abhthree times the rate in the
early 1990s. The teaching profession is nowgifi@ng to match the cultural variety of the
population as a whole. However, in terms of achieving a fully represenfatwession, it will still

take up to forty years before minority ethnic teashare fully represented across the age range of
the entire profession, and at all grades of teaching.

Long-term strategies are needed to achieve tleigcAer education institutiomgll point to the lack

of suitable applications from memis of these groups, or evennoémbers of these groups aspiring

to be teachers. Some examples of first stepghenprocess would be the involvement of parents
from the groups in question indin children’s education, and tltevelopment of aspirations to
participate. Such participation might be in socases through employment in non-teaching posts,
while in others it might be to encourage the ptsd¢o develop their owndecation. An example is

seen in Sweden, where tRemani Chibinvolves parents in mothesrigue teaching, with teachers
agreeing that the multicultural nature of the school population should be regarded as a valuable
resource, and that pupils should fé®t their mother tongue isvaluable resourcélhe school in
guestion now has started a developmental wodowperation with Boras University College. The

next stage in such a process would be the development of specific access courses into teacher
education, targeting community members and pmregahem to join maistream courses. Beyond

that, trained teachers from theg®ups will almost certainly neeslistained support to be given
positions in schools, and to be supported in thedfessional work, as they will almost certainly
encounter some prejudicial attitudesrfr some colleagues and from parents.

There are a number of risks to matdressing the issues, and totackling educational inequalities.
There will be increased educational disadvgetawith minority commuities further isolated.
These communities will encounter difficulties in easting economic self-sufficiency. The lack of
cultural recognition of their identés will undermine the concept of a Europe of Diversity. Despite
all of this, there is still evidence that sometirseme of the issues areithg evaded. We now turn

to address these evasions.

34


http://www.epasi.eu/CountryReportUK.pdf
http://www.epasi.eu/$-project-study.cfm?PID=134

5 Evading the Issues

Although all countries in the European Unionvéaa commitment to achieving equality of
educational provision, and of ptementing policies to minimise inequalities between groups, we
became aware over the course of analysis that there were a number of ways in which the policy
discourse on equality and inequality was on soc@asions being used to evade particular issues.
As we pointed out in the openirapapter (p 4), such institutionadequality does not have to be
conscious for it to have deleterious effects, arnsl guite possible for aimstitution to be committed

to the elimination of inequalit but to nevertheless unwittingly méain or develop practices and
policies that undermine this.

In this chapter we have identified four significant kinds of policies that, we believe, act to

undermine and evade the achievement of equality of educational outcomes. These include

o firstly, sometimes denying the existence of augror groups within society, members of which
may be suffering from some foraf educational disadvantage;

e secondly, a confusion over cateigs, and particular over irmgectionality, where there are
multiple social and cultural aspects contributtoginequity, and /or confusion over statistical
data in this respect;

e thirdly, the way in which othrenational policy agendas may mpete or conflict with the
equality agenda; and

o finally, the way in which some ‘equality poligemay lead to an evasion of addressing the
underlying objectives.

Denial of disadvantaged groups

We found examples of two different kindbtendencies in different countries.

In some countries, perhaps particularly somehoé countries that westill very conscious of
having had to assert their owntioaal identity, there was a raltance to recognise that their
populations were not homogeneows)d that in their countriethere were groups that were
perceived (by themselves, and/or by the majority pdmi) as being in someay ‘different’, and

not achieving in terms of educational outputs orkees the same general level of attainment as the
majority. In some countries, arguments of indbal difference were use justify inequality
towards groups, and suggestionattithere might be structural @ystematic inequalities were
denied.

In those countries where recentmigration has had an important impact, the homogeneity of the
country has been effectively challenged. Many Eeaopcountries have a stdostial earlier history

of emigration, in the 1®and first part of the ZDcenturies. Some of this emigration effectively
removed or greatly reduced substantial migomgroups, so that countries became largely
monocultural. We note in our rep@n minority ethnic disadvantagé/{lliams et al, 2009 p 9) that
previously homogenous societissich as Ireland and Greece, haveved from being emigration
to reception countries (see algoreauet al, 2008 7; andSpinthourakiset al, 2008h. Immigrants

to these countries may be seen as presentingleege, to both the educational infrastructure and
the national identity, and also can raise qoestiabout who can ‘be’ a citizen. Each national
government exercises a role inipolg the boundaries of citizenshgmd defining whas ‘national’

and who is ‘alien’ (Mac an Ghaill, 1999, p86). Soaighe countries that acceded to the Union in
2004, while not having, as yet, igsuof in-migration, also are metimes reluctant to admit to
difference and differentiation within their poptibn. These policies make it hard to identify
accurately where inequalities ocenreducation, or their extent.
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A second example of denial is found in some loregtablished nations. In particular, the concept
of all citizens being equally incorporated intoegpublican society militates against the recognition
of minorities, or of any form ddlifference. This, we suggest, cordsshe equal ingporation of all
citizens into the political spheweith their potentially unequal incporation into soeil, cultural and
economic spheres. Pragmatically, minorities assert their identities and totdrdf akleast, exist,
and we suggest that to minimise educationajjuiadities policy makers nedd address the reality,
rather than national rhetoric.

The term ‘minority ethnic group’ iparticular is used differentiallgetween countries. One issue is
that the concept of ethnicity, akeveloped by anthropologists, & self-defined (and therefore,
contingent) category, and this challenges ¢hagho wish only to employ essentialist and
unambiguous categories. Another issue is thattéhe ethnicity is used in some countries to
categorise groups that otheoumtries would see as indigenousor example, the Roma are
classified as ethnic minorities in some states, such as Den@aderperget al, 2008a p 10).
Greece only officially recognises onemarity group, the Muslims of Thrac&inthourakiset
al.,2008h, and Malta there is official silence about the existence tdioeminority groupsVallejo
and Dooly, 2008 p 8). However, in practical terma Greece there are fwes to address
disadvantages suffered by newer immigrants aadRtbma, which suggests pragmatic recognition a
int the policy level, if not at constitutional level (Sé&lliams et al, 2009 p 4). In some states the
use of the term ethnicity itself is contested, sast-rance and Luxemhbaq both of which do not
collect data by ethnity and officially refuse tarecognise ethnic differenc&t{enneet al, 200§
Tozzi et al, 2008. Despite its multiculttal population, Luxembourgxeressly prohibits data
collection about ethnicity and restrictetrecording of information to nationality.

Some groups are more generally unrecognised. A European-wide awdélgsisool bullying of
pupils who are lesbian and gay found 53 per cemesgfondents reporting being bullied, and 43 per
cent asserting prejudice or digginative elements in the school curriculum (Takacs, 2006). The
European Commission has encouraged Member Statieke measures to combat discrimination
on the basis of sexual orientatidp{nthourakiset al, 2009 p 5).

The recognition of a disadvantaged group hasmgdgecome about through identifying inequality

of outcomes, and from this examining whethast may result from inequalities of opportunities.

This has led at different times to the identificatemd definition of groupthat may not previously

have been recognised or conscious of themsealsegoups. There is a discernable sequence in the
identification of groups that suffer some formeafucational disadvantage. Members of the group
may begin by discussing between themselvemws evidence of educational underachievement,
and may, over time, suggest that institutionalcpsses may account for these. Policy makers are
likely to suggest that evidence of inequalities in practice, and of underachievement, needs to be
provided. Research (official, academic research or other) will be undertaken to demonstrate any
such disadvantage: thisay present issues concerning idécdation of membes of the group, not

all of whom may recognise the issues involvedpecessarily be willing to identify themselves. If
evidence can be collected, it will usually tatime for professional bodies to be convinced.
Attempts will need to be made to quantify theéeex of the disadvantage. Steps may then to be
taken to modify or adapt predsional practice anthstitutional policy, possibly through the
allocation of resources targetexladdress the inequality - tingh how this is done may depend on

the currently accepted ‘explanations’ for the causes of the inequality. Monitoring measures will be
needed to evaluate the success or otherwiseedhtiyeted approach on unequal social provision or
outcome.
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Confusing categories

There is a tendency for many policy makersubssime all inequalities undéhe general category
of the (socio-) economic. Clearly, family powertioes have a strongnpact on educational
attainment and participation. Buhere are other inequalitihat may compound the simple
explanatory power of povey. Different categories interseetith each other. Sometimes, for
example, ethnic minority categorisation conceals socio-economic disadve®bags.class, as an
analytic concept, is not now common in offictede with reference to educational disadvantage (it
may be seen as politically undesirakl€ederberget al, 2009 p 8). Class is sometimes seen as an
individual set of attributes, rathénan as structural relationship§ power and inequalities (as is
gender and ethnicityMoreauet al, 2008. But there is much research showing how social class
positions affect school career: for examplackson, 1968; Willis, 1977; and Skeggs, 189mnay

be simpler for governments to attribute inequaditio poverty than to acknowledge more complex
patterns of discriminatory behawur towards disadvantaged groups.

Some groups in particular are disadvantaged be¢hasemembers appear b@ ‘invisible’. One of
our Country Reports observes:

...most official and public texts that dealtwdisadvantage (eg legal norms, administrative
texts, media news, academic production) tend ladeaét to ‘visible’ differences (Actis 1997,
Peredaet al. 1997) — eg physical or ethnaharacteristics - thus putti some groups, such as
immigrants or the physically or mentally ddad, in the public ey while ‘erasing’ other
groups whose conditions do not derive from evident, physical features (eg lower socio-
economic classes or indigenous, historic lingeisinorities). Moreoverdifference is often
conceptualised as equal deficit, according to this “diffenet/deficient” scale (Peredet al
1997).

(Dooly, et al, 2008h p 7).

In Malta, the official discourse afocial and educational disadvardag in terms of “students with
special learning needs” (usually not specifyingalhdisadvantages): thdiscourse enhances the
government’'s commitment to inclusive educationdthr But it can also be argued that the use of
the term ‘special needs’ subsumes other gronddaaws attention awaydm the specific needs of
each group \allejo and Dooly, 2008p 5). In Ireland, educatiohaisadvantage has till very
recently been largely constructed in socio-economic telageauet al, 2008 p 10). As Lodge
and Lynch (2004) point out, “althougthital for the promotion of equity generally, the focus on
socioeconomic status has overshadowedntipact of other differences” (p 1).

The language and terms used in descriptiongdisébility and special educational need are
particularly interesting. The vobalary is changing: terms such as ‘defective’, common in the early
20" century in western Europe (and much lateeastern Europe) have now been discredited. But
different national policies use diffarevocabularies, and the nuanetached to these continue to
convey important attitudes towards issues of ‘nditgiaand ‘homogeneity’, in effect pathologising
individuals and groups who under@mke or fail to meet the mm. In Sweden, Karfve (2000)
asserted, with supported from sorpefessionals, that neuropsyatric research systematically
rejects or ignore alternative emgplations on children’s hyperactivity and concentration problems
(Hartsmar, 2008p 22). The move in several couagifrom using the term ‘childremith special
needs’ to ‘childrenn special needs’ emphasises that the problems children faced might not be due
to qualities within the child, buaither a mark of their relationip with the surrounding society.

Also within this genml heading of category confusion vgdould mention the way that inter-
country tables of achievement are sometimesd.uSarveys and analyses such as OECD and PISA
(eg OECD, 2007, Haaat al, 2005; Stanaet al 2007) are sometimes used in a way that masks
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intra-country variations and tHevels of attainment of differgé groups. Our Thematic Report on
the socio-economic are&€derbercet al, 2009 p 5) points to the citdisms of the methodology
used in PISA, and in particular how the standadlidesign for all coungs makes the content of
the instruments context-less with respect te thversity of nationakducational cultures and
curricula (Wester, 2007). While the analysistloé context should take account of each country’s
reading culture and mathematical culture, the taskshes same for pupils in all countries, so that
the results do not reflect the conteeflerberget al, 2008ap 7).

Statistics are also sometimes used in a rateend way to mask aspects of girls’ educational
achievement§pinthourakiset al, 2009 p 5, 7). For example, th&dys’ underachievement debate

“... masks the continuing problems faced by girisschools; ...reinforces male privilege by
justifying a greater fous and expenditure on meeting boys’ needs (at the expense of girls); and
...deflects attention from the largachievement gaps according tocedand social class” (Francis
2006, p 188). The attention now being placed on boys’ underachievement (see & itelif98)
detracts attention away from tltesadvantages girls’ experience @ducation, pdicularly over
subject choice, and masks “the fHwat large numbers of girls aaéso low attaines” (DfES 2007, p

5).

Competing policy agendas

There are occasions where some equality polo@g find themselves competing with other social
and educational policies. This may lead to interiee with the operation of the equalities policies.
As Fraser (1997) observes, affirmative actiorigees may not addressedper structures of
inequalities, and inequalities will then persist.

Examples of these include thestreicturing of educational praion. For example, where schooling
provision is reorganised, this may sometimes feathtensifying the divisions between different
types of schools, or between schools within theesaategory. The development of an audit culture
in education, where schools and teachers aesl raccording to the successful outcomes of their
pupils, may lead to unintended or perversecomies. If schools are ranked by performance in
public examination results, there will be an inevitable pressure on schools to favour the admittance
of those pupils who are judged likely to perfomell in such examinations — and to attempt to
minimise the recruitment of pupilsss likely to achieveln a context where particular groups are
seen, as a whole, to perform less well, it isyvpossible that such actices will discriminate
against the admission of whole groups. Such puwylldbe admitted to some school, of course, but
schools that are seen to ‘perfomell’ in league tables, or thequivalent, may be less likely to
admit children from such groups.

Another example of a perverse outcome can bes#tting of standards of achievement. If schools
or teachers are judged by the prdjmor of pupils achieving a particulatandard, then they will be
tempted to concentrate attentiand resources on those pupils vare most likely to move through
the threshold to achieve the starttarhey will thus focus on pactlar pupils in a narrow ability
band just below the threshold, amdatively neglect bt those pupils who havaready reached the
required level, and those who are judged to havehamce of attaining the standard. This is the
educational equivalent to medical triage: focussaspurces on those mostdly to survive/attain.

The provision of specialist resources themselves may have unintended consequences for the
achievement of equality. Concentrating provision by bringing together pupils with particular needs
can very easily create stereotypes of expectadind performance. For example, creating ‘special
classes’ for children whose mother tongue is thet mainstream may create what are seen as
ghettos of under-performance, separating and ageatigroup who are percedras ‘different’ and

in some way inferior@ooly et al, 2009.
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Policies designed to move unemployed parents into work may also sometimes militate against the
educational achievement of their children. Whitsis clear that family income (socio-economic
status) is linked to educational inequaliti€eferberget al, 2009, programmes that focus on long-

term unemployed parents (particularly in one-parent families) to provide training and employment
access may take parents into relatively low-gaoditions with long working hours, leaving them

less able to effectively engage in supportingrticildren’s education. Focussing additional adult
literacy and life-long learning proammes on more ‘vulnerable’ alts — who are often mostly
mothers or women in general — ruhe risk of reifyingthe ‘nurturing’ role ofwomen as mothers or
caretakers, as the only ones in charge of suppdheigchild’s studies. This may be an unexpected

and negative outcome of such policigsal{ejo and Dooly, 2008p 11).

Policies that do not address equality of outcome

There are a number of instances where policieshidna the intention of adelssing inequality are,

in effect, misdirected. It is common to foctessources and attention on members of a specific
underachieving group, without considering the wideriadoand teacher expectations that may be
leading to underachievement. It is common to shift the responsibility for successful outcomes to the
individual, and to assume thdt that is necessary is to providequality of oppotunity’, and to
stigmatise individuals who fail to take advantagfesuch ‘opportunity’. This section considers
several kinds of such policies.

We found many instances where #heras a very prevalent assumption — not just by educational
professionals and policy makers, lusociety at large — that giular groups of people were
expected to perform less well in educatigpatformance and participation. There are quite
prevalent assumptions that certain ethnic groups, some indigenous minorities, members of
particular social classes, thos#gh certain disabilities, thosehe had minority languages as their
home language, and members of some faith graugpsd not be able tattain higher level
educational qualifications, orka up opportunities for post-ogpulsory education. There are
equally widespread assumptions about social aodaguic roles, that shameirricular options — not
just for the above groups (who mbg directed to more vocationalyientated curriglar options),
but also to girls and women, wiaoe presumed to be less able to follow particular academic
subjects (or less interested in them), ancetjuire fewer or more limited employment
opportunities. The consequences of such attitoagsbe realised, in tesrof educational policy
and provision, in the form of lower levels of resources, a limited curriculum, and low teacher
expectations. Studies demonstgtihe effect of teacher expation on performance have been
conducted in every decade - Mertd848, Rosenthal and Jacobs, 1968, Bragitgl, 1974, Good,
1987, Brophy, 1998 and Ferguson, 19898cording to Rogers (1991) over 400 studies had been
reported between the early 1980s and 1991 bndsa all of them found evidence of the
‘Pygmalion’ Effect.

We found many examples of teacher expectatidrgarticular categorge among ethnic minorities
(Lambrechtset al, 2008 p 8; Williams, 2009, linguistic minorities Tozzi et al, 200§, children in
special needdMoreauet al, 2008 p 13), and Roma childreWiabcovaet al 2008a p 12;2008h p
8). This criticism should not be seen as blanmongastigating teachers educational authorities:
they are merely reflecting widegad social discrimination agatrthese groups. Theffects are to
lower levels of performance: members of thgseups themselves feelahthey are unable to
achieve. The social stigmatiga becomes self-fulfilling.

A prime policy objective, therefore, should betédke steps to raise expectations: to encourage
teachers and others to explicitkpect similar outcomes, to encourage members of the groups
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themselves to expect to attain higher outcomesi@ietiange general levels of social expectations
and confound prevalent stereotypes.

Other associated policies also do not effectivalgtisbute to equality obutcomes. For example,
shifting responsibility to communities to find soluts themselves fails to address the wider social
context of stereotyping and prejudice in whidembers of the groups find themselves embedded.
While we argue elsewhere that communities must not be disempowered and denied any agency in
finding solutions, the responsibififor tackling discrimination liesvith those whaare exercising

the discrimination, not those who ate targets. This is particularlso when such discrimination is
structurally embedded in policies.

The most widespread issue inhibiting the achieveroémrtquality of outcor, we conclude, is a
neo-liberal reliance on policies ofj@ality of opportunity. These seem to be very often used as an
excuse to avoid action: it shiftesponsibility for underachievemetat the individual (often using
such language asvé made the opportunities availabieeyfailed to take advantage of them”). The
rhetoric of offering choice and empowerment isaahrin such circumstances. In this neo-liberal
discourse the full responsibility to be self-sagmg is on the individual (Fraser 1997). While
assumptions about the responsibility of the individaathe self are dominarfbut not necessarily
explicit), they act against policies and argumenas tine school system (aother social structures)
should compensate for structuaald individual disadvantageSé€derbergt al, 2009 p 9).

As the UK Country report observes:

The “individualisation of social risks” whefsocial problems are increasingly perceived in
terms of psychological dispositianss personal inadequacies” tigsck identified as part of
the new modernity is evident (Beck 1992, p. 10policy discourse. There is insufficient
recognition of the ways in which the stru@sy cultures and practices of the education
system, including relatively recent developnsen the name of competition, choice and
diversity, reinforce andeconstruct inequalities.

(Leathwoodet al, 2008 pp 18-19).

The foregoing is not to deny that there has aen¢ years been much greater attention given to
equality of outcomes, and to gerarations of interculttality and the socialealities of students.
Equality is beginning to be more widely understoodamy as equal access, but also as equality of
outcomes. Yet equality of outcomes in official degal rhetoric is not clearly defined and may, in
part, lead to a lack of clear agency and resipditg about how to ensure equal provision of
educational opportunities (sB®oly et al, 2008ap 7).
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6 Strategies that may Work

Introduction: starting points

So: what works? We begin with three critical 8tay points, and move from these to establish a set
of principles. Our starting points are that firstigentifying disadvantaged groups will be difficult
and probably imprecise; secondly, that the caredationships between amt and remedy will be
complex and call for multiple and parallel progranrsmand thirdly, that activities need to be
directed towards both the didaantaged and the advantaged.

Theidentification of educational disadvantage and inequality of outeues and of opportunities has
not always been easy or straightforward. Téeognition of a disadvantaged group has generally
come about through idengihg inequality of outcmes, and from this examining whether these may
result from inequalities of oppamities. This has led at differetimes to the idntification and
definition of groups that may not previously haween recognised or conscious of themselves as
groups. The evolution of a partiemldiscourse of educational oeality would thus move from:

¢ individuals and groups recognisisgme form of discriminatorgr unequal social provision or
outcome; to

e some form of enquiry (official, academic easch or other) demonatmg inequalities of
outcomes arising from inequalities of opportunities;

e attempts to quantify the extent (geograpleategoric, etc) of the disadvantage;

e eventually the possible allocation of resourtageted to addressethnequality, although how
this is done may depend on the currently acceptquanations’ for the causes of the inequality
(see below); and

e some measures to evaluate the succestherwise of this targeted approach.

But data collection to deomstrate inequalities will ndie easy, particularly there are issues in

identifying members of a particular group. For epéansome groups may have concerns and fears

about being identified. It may bmportant, therefore, to also ugealitative evidence of inequity.

Other areas may be difficult to aptify or categorise: for examplsocial exclusion in educational

institutions through harassment and bullying.

The Swedish practice, where thas a single Ombudsman agaialitforms of discrimination, may

be a useful model. The ombudsman takes thetimgi@n identifying and contact groups that he or
she suspects my be disadvantaged in some wayexplains and emphasises to them their rights.
They are helped to describe their situatiam) &#om this the ombudsman can advise government
and other authorities, or takases to court (Ombudsmannen, 2008).

It also seems critical to undensthin all approaches that tieewill be no simple monocausal
relationships between inequalities and programmes. It is very probable that no single programme
will remedy all instances of a particular form of inequality; at the same time, almost every
programme will successfully addreseme instances of inequality. To systematically address
inequity, with the aspiration of leaving no imdiuals left behind, multiple programmes of action
will be needed.

In many cases of forms of disadvage, there is a strong caseaork with the non-disadvantaged
community as well as the disadvargdgTackling underachievement meaaising expectations of
success, and this involves everyone’s expectatiwtgust the expectatioref the lower achieving
groups. The assumptions of all professional$icpaonakers, community groups and the public at
large should be that all groupdivachieve educational success.
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Twelve general principles for action

Figure 5

Principles for Action

Involve the communities

1. Involve the disadvantaged community in planning, delivery and evaluation

Strategies
2. Aim to permanently change the attitudes and expectations of everyone
Institutionalise programmes so they support all practitioners
Take a long term view of success and change

3

4

5. Work with a range of agencies, at a range of levels, in a range of areas

6. The best investment is in multilateral approaches, which will reach the whole population
7

Bring members of minority groups into the education professions

Tactics
8. Set clear targets for who will be worked with, and what should be achieved
9. Measure real outcomes, not proxies
10. Collect statistical and qualitative data on all aspects of the programme
11. Evaluate, learn from success, modify

12. Resource educational systems to make successful programmes standard good practice

1. Involve the disadvantaged community in planning, delivery and evaluation

Where communities are involved in identifgi and defining issues, in the planning and
management of programmes, and in the evaluatiggrogrammes, the chances of success seem to
be higher. It is important not merely to recagnthe knowledge and expaice that disadvantaged
groups will have, and to respond in ways that@rurally sympathetic, but also to deliberately
empower communities, and give them as sensagehncy, power and direction over their futures.
This will enhance individuals’ self esteem, antphdevelop programmes thate carefully attuned

to need (see Cummins, 1996; Henley, 2006).

2. Aim to permanently change the attitudes and expectations of everyone

Low expectations of success — whether by members of the under-performing group, or by the
educational professionals or administratos by the population as whole — leads to
underperformance in, a self-fulfilling cycle. A pripel strategic aim must ke raise the attitudes

and expectations of everyone, and to devise progres that have elements that are variously
addressed to a much wider raraf people than just the underperforming group themselves.
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3. Institutionalise programmes so they support all practitioners

Programmes that segment and offer highly difféa¢ed and targeted programmes can lead to
potentially isolated specialists — and to ma@sactitioners feeling that particular pupils are
‘different’ and can only be supported by speciaieschers, in specialistructures. This further
isolates the group that is beitgrgeted. Most initiatives shalltry to inform and support all
educational practitioners workitlv disadvantaged pupils withitheir everyday work. This makes
diversity mainstream.

4. Takealongterm view of success and change

Educational processes take time. It takes maars/to educate a child, and many years to change
the whole teaching workforce. Programmes — axuketations of their full results — should be
planned with this in mind.

5. Work with a range of agencies, at a range of levels, in arange of areas

Activities need to be organised so that theydekvered by a range of different agencies, and be
delivered at national, regionahé local level. Multi-agency woikg is more likely to produced
coordinated action that reaches more pupils sk, nd approaches them with a variety support
strategies. As well as support frasfficial agencies, community dnvoluntary groups also need to
be engaged in framing and delivering programmes.

6. Thebest investment isin multilateral approaches to the whole population

Just as no single programme will remedy all ins¢snof a particular, smany programmes will
successfully address some inequalities. Fixing single programme, even the most cost-effective,
will leave some pupils outside thange of the programme. To haae effective reach, a range of
approaches will be necessary.

7. Bring members of the minority groups into the education professions

It is very noticeable that there are few memsbof disadvantaged groups represented in the
educational professions. As weave suggested, increasinge thumber of teachers and other
professionals drawn from these groups will helpadhe aspirations and ambitions of these groups,
and convey to the larger population (and in partictdashildren) that members of such groups are
entitled to the same respect, rightsl authority as the general population.

8. Set clear targets for who will be worked with, and what should be achieved

Targets in some cases that we examined se¢mleave been imprecise, leading to confusion and
sometimes frustration amongst the educational psofeals. ldentifying not simply the group that
Is to be supported, but ale nature of what the difficulties atbe areas that are to be particularly
addressed, and the anticipated outcomes, will all help focus activity.

9. Measure real outcomes, not proxies

As far as possible, policy should be based @asures of achievement, take-up and need, rather
than on other measures that are taken to stand for these items. This will mean that attention is
focussed on achieving real outputs, rather thataayets that only stand as proxies for them.
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10. Collect statistical and qualitative data on all aspects

Greater attention needs to be given, at national and European tievbés collection of statistics on
disadvantaged groups. There maydiféculties about the degree of precision that is possible, but
we would urge a pragmatic resgse, rather than no respon§&onod qualitative data will help
illustrate statistical data, and will be usefulesa quantitative data is difficult to obtain. A good
data base will help identify the existence of, dhd extent of, inequalities; it will be of great
practical use in helping determine the distribution of resources and programmes; and will also be
necessary to help evaluate the sus@therwise of any interventions.

11. Evaluate, learn from success, modify

Every programme and project should have planmidin it — from the very earliest stages — a
mechanism to evaluate the activity. These evaluasbosld be both internal (every member of the
team contributing to reflection and analysis asoatributing and iterative activity) and external
(with a supportive but drcal focus). We found a substant@ioportion of projects where analysis
was missing, post hoc or cursory. Sometimes therfgslof evaluations wemot fed back into the
project management, or were ignored. It shoulddee in mind that much can be learned from
failure, but we noticed an unwillingness to acknalgle less successful programmes. As a matter of
good practice, evaluations should be made public.

12. Make successful programmes standard good practice

Where evaluation of an initial programme shows that there have been positive effects, mechanisms
need to be in place to roll the programme out orrgetascale. Resources need to be available to
reallocate to allow this to happen. The prineisliggested by John Rawls above (p 23) should be
borne in mind: resources should not be allotiedhe basis of economic returns, but “according to
their worth in enriching the personal and soci& bf citizens, including the less favoured” (Rawls,
1971, p 107). However, simple transfer of succegghold practice must always be tempered with

an understanding of context-dependent factors.

Recommendations

We conclude that the general principals weehalentified above shouloshform all educational
initiatives that are designed address social inequity.

In addition, we are making specifrecommendations for differetdgvels of responsibility within
the education system. These are followed wvathmmaries of the recommendations for each
thematic area.

Recommendations for the European Commission

The Commission should initiate more detditesearch and monitoring this area.

Institutions at all levels should be encouraggdhe Commission to adeately resource practices
that are based on the research evidence base (see for exanipientrg National Strategiyn the
UK).

Data definitions should be brouglugether in different countries, sbat evidence is comparable,
and the Commission should takéead in initiating this (se@illiams et al 2009.

As part of this, the Commsion should introduce and supportceoss-national monitoring
programme to evaluate change g@ndgress. This could include a sariof longitudinal studies that
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would track changes, supported for at least 10 yearsonitor developments that will inevitably be
long-term in nature.

Statistics at European level need to refle¢ersectionality between differently disadvantaged
groups. This is not often acknowledged, and moumnced statistics would allow greater
complexity to be reflected isubsequent analysis. Currently, npadifferent labels are used in

different analyses.

The Commission should estalblisand support networks of searchers, policy-makers and
practitioners who can promote learning from and alpauticular educationaquality issues (see
Etienneet al, 2009.

The Commission should encourage research wlilatsupport ‘bottom up’ policies, using local
knowledge and expertise (s@eoly et al, 2009.

The Commission could encourage widual countries to undertakprojects at national level,
offering to help coordinate and exchang®rmation about policies and practice.

We suggest four specific areas of inequalityere the Commission might take the initiative:
I. A focus on the Roma, with a cross-national apphg and working closely with members of the

Roma community, to support arfidnd programmes that will raigearticipation in education
(Vrabcovaet al, 2009.

ii. An initiative on supporting the nr@enance of minority languagewith young children: it is
necessary to first develop competence in Laggua in order to ensure that learning in
Language 2 can occur. The Comsion needs to actively suppdinguage 1 learning, at all
levels Dooly et al, 2009.

iii. Poverty and inequities in thdistribution of wealth remaira very dominant issue, and
Commission initiatives in addressing the impaicthis on education could make a significant
difference Cederberget al, 2009 p 6-7).

iv. The Commission could initiate gearch and encourage programmes that would address issues

of sexuality and educational inequaliti€&pi{nthourakiset al, 2009 p 5).

Recommendations for policy makers at the National level

Governments and educational agencies should exercise cautiorr isthef language and rhetoric
in policy to refer to groups dforeigners’, ‘citizens’, ‘outsiders etc. More appropriate language
should be used in the framing of policy, to showager recognition of theatt that there has been
substantial and permanent chanige the population. This willease ‘othering’, and support
aspirations, ambitions and achievement of educational equalitie®©dséeet al, 2007h Dooly et

al 2007¢ theKMS project in Belgium.)

Initiatives and programmes are necessarily mediayethe ways in which they are implemented,
and therefore need to sensitively addressciilural practices of the population or community
being addresses, using conteXuappropriate processes thacognise and identify issues and
problems, rather than simply ‘translating’ theGe(erberget al, 200, p 16).

Governments and educational agencies shouldyalwaek to developcaessible policies through
working with disadvantaged groups, includitigem in the negotiation of policies and their
implementation (as wit©@NCE Foundationin Spain).
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Governments and educational agencies should identify, acknowlemlygpramote grass-roots
projects, using copycat effects deisseminate practice that workehere need to be country-level
policies to seek out, recognise, train and eygtaff drawn from local communities. (d8ikes for
everyonein Spain; theCoeducation projectalso Spain; an@/orking Togethein Greece).

We found many national initizes and projects that were not evaluated, or weakly evaluated, or the
evaluation findings were not ma#aown: governments should magablic evaluation of all such
initiatives part of routine practice.

Governments should carefully examine potential @@hetions in policy, that may have perverse
outcomes that accentuate on maintain disadvantage.

Recommendations for policy makers at regional level

Policy makers should identify and resourcerto@in local and regional priorities, and not
necessarily subsume all their adtes under a national ‘umbrella’. €l should recognise that data
and research may need to operate at the local gimhed level, and that it is important to examine
diversity within countries, not miniraing or homogenising local variatioristignneet al, 2009.

Regional and local policy makers are well placed to initiate and empower joint action between
minority and majority groups (s€geurtset al, 2008for examples of integrative activity). The
Working Togetheproject in Greece shows how includeal democratic processes can be
harnessed, and tidangfoldighedproject in Denmark exemplifidsow a day care centre can give
voice to minorities.

Regional in-service training for giessionals in the area will prepathem to focus on specific local
and regional needs (asemmplified by the FrencBducation for Orientatioprogramme). Another
example of such needs, to lower exclusidesand the marginalisation of those who are
disadvantaged, is the Danish pilot proje¢tiuderende laeringsmiljoer

Training and updating programmes are also possiibtaigh cooperation beden local authorities
and higher education provider€dderberget al, 20083, possibly also involving ‘Think Tank’
organisationsHartsmar, 2008.

Recommendations for policy makers at the ingtitutional and practitioner level

Educational institutions, teachersdaother educational professionsenl to strive not to have low
expectations of any particular group in sogietnd to work with parents and communities to
increase ambitions and aspicats. We found a number of exples of good practice in the
development of understanding at the local lef/ek example in Denmark a local programme of
seminars for teachers about research on diversity isSgeeibercget al, 2008h, also outlines in
the report on socio-economic disadvant@gelerberget al, 2009 p 14).

Whole-school approaches to edtional disadvantage are paui@rly recommended. We suggests
that schools need to explicitly evaluate eduabutcomes in their school, examining data and
considering how they metheir equality duties (seétienneet al, 2008 p 10). We found examples

of good practice in th€oeducation projecin Spain, where there was staff ‘ownership’ of the
equality agenda, and a extended school in Ad¢henf in Denmark, where the distribution and
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attainment of all minority groups was analysatl the whole-school level, and programmes
implemented to focus activity (tHolling full-day schodl.

In Spain, one school level projeatidressed religious diversity the area, looking at all world
religions (theReligions in the worldproject), and in another school tli@iree culturegproject
developed curricular initiatives t@ddress diversities. The Swedighndraspraksutveckling
(Language preparatory classes) show how at sd¢bwel teachers of first and second languages and
researchers can work together with newly-adiehildren in Sweden to address minority language
inequalities.
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Summary of recommendations on socio-economic disadvantage

(seeCederberget al, 2009

EU policy makers:

e Relate general goals for economic growth and improvement in educational attainment to group-
related goals, such as support for poorer dizathged groups in education. These strategies
may coincide.

e Encourage further targeted economic resaurfog educational tcaddress socio-economic
disadvantaged groups in education.

e Promote examples of good practicecss national and local contexts.
Education policy makers (national, regional and local):

e Balance compensatory measures, anti-discatony measures, and integrated social and
pedagogic frameworks, where existingagtgies may nalways coincide.

e Balance overall educational outcomes with suppor disadvantaged groups. There may be a
need to emphasise financial support tot@ct the rights oflisadvantaged groups.

¢ Include support to evaluate allgpects, from the planning stage on.
e Promote examplesf good practice that address varylogal, school and class contexts.

¢ Involve disadvantaged groupsdalcommunities in the design, management and delivery of
projects.

Research:

e Further research is needed sotioeconomic disadvantage inateon to education. This should
include studies of how povertgffects children’s school life, and how schools meet these
children’s needs. International studies that atersition different contexts would be useful.

e Teachers and other inwad professional persons:

e Encouraged teachers to engageadtion research activities aevelopment practice with socio-
economically disadvantaged groups.

e Local decision-making on educatidnariorities that address inequities, at school level and
agreed between heads and teacheisfocus practice and resources.
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Summary of recommendations on linguistic minority disadvantage

(seeDooly et al, 2009

EU policy-makers:

e Encourage policy-makers at European levelaise public awareness assues of linguistic
minorities. Forge Europe-wide and accessible psicthrough negotiatiowith all the major
stakeholders including minoritydguage groups, for educationastitutions to value linguistic
maintenance and diversity.

e Promote European-wide research of bi-lingual anltilingual language learning as a redress to
minority language inequalities,

e Encourage all players at the European leveksmurce the implementation of sound practice in
the maintenance of minority language educafidns could include Euragan-wide strategies to
support and strengthen publisgiin minority languages.

National and regional @ucation policy-makers:

e Provide continued in-service trang to support teachers in wang entho-linguistically diverse
contexts, and promote multidisciplinary teachamgl workgroups at national and regional levels.
Provide and support specific training in language and literacy development in cross-disciplinary
areas.

e Support minority language educatim the school curriculum.

e Consider whether assessment strategiepeaadices support lingsiic minority children.
e Encourage innovative teaching approadioesninority language groups.

Local administration (heads of schoglgcal education authorities, etc.):

e Support investment in supporting linguistic minorities (money, time, space, resources, teacher
support). Provide space for school-wide reflection on traditional practice.

e Encourage multidisciplinary work teanmsboth school and locality contexts.
e Disseminate examples of good practice at the local level.
Teacher training institutions:

e Integrate positive attitudes towards the attainnodringuistic minorities in all teacher training
courses (not just for specialist teachers).

e Use multidisciplinary approaches to integratetagés and knowledge in dealing with diversity.
e Prepare teachers to sessfully use the resources of mingtanguage students in the classroom.
Teachers and other edatonal practitioners:

e Understand how language diveysgupports individual developmerRecognise the individual
developmental stages of pupils.

e Accept all languages in the classroom, whetheestige’ or ‘non-prestige’ languages.
e Legitimise the presence and use of multipleguages, and accept language-switching.
¢ Avoid focusing on the prescriptive é@iformalised use of languages.

e Correct errors effectivgland non-judgementally: in particulaecognise learners’ use of inter-
linguistic strategies and do not lalbleém as ‘errors’ or ‘deficient’.

¢ Integrate peer tutoring o teaching approaches.
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Summary of recommendations on indigenous minority disadvantage

(seeVrabcovaet al, 2009

EU policy-makers:

Raise public awareness of inequities thaadivantage indigenous minorities in Europe.

Support research that focuses on the neaus aspirations of indigenous minorities across
Europe.

Bring the position of minorities into Europeanlitical debates, education policies and school
curricula across Europe. Supportiavaluate policies and projettsat address the educational
needs of indigenous minorities.

Develop an information network of data on #drication of indigenousinorities in Europe.

National and regional @ucation policy-makers:

Raise positive public awareness about thejuakposition of many indigenous minorities.
Establish national research platforms that focus on indigenous minorities.

Develop education policies and curricula teapport indigenous minority achievement. Ensure
that systemic evaluation of projects and tsfgges supports achievements of the indigenous
minorities.

|Develop curricula materials that support argpeet indigenous minorities, and raise teachers’
awareness and teaching skills.

Local administration (heads of schoglscal education authorities, etc.):

Ensure sufficient investment in money, time and effort.

Systemic evaluate practice, idiéyand disseminate good practice.
Support networks of data on supportindigenous minorities’ education.
Encourage multidisciplinary work in and beyond the school context.

Institutions (NGOs, schools, municipalitiesacher training institutions, universities etc.)

Systemically evaluate practicmitiatives and attainment. Paipate in the dissemination of
good practice.

Use — and add to — the data that is available on the education of indigenous minorities.

Support and participate in in-service education, projects arteégta designed to address the
inequalities met by indigenous people.

Develop and support positive attitudes inrinag courses for teachers, NGO workers, the
public, and parents etc.

Use multidisciplinary approaches to integrate kisalge and practice idealing with diversity
and the indigenous minorities in Europe.

50


http://www.epasi.eu/ThematicReportETH.pdf

Summary of recommendations on gender disadvantage

(seeSpinthourakiset al, 2009

EU level:

e Boys and girls should not bestited as homogenous groups, buindgssiduals, with initiatives
that focus on the individual needs of the participants.

e Gender-related educational policy should be dirdatked to employment practices, in order to
ameliorate the pay gap between males and females.

e |ssues of sexuality issues needbéogiven equal treatment and exposure.
National level:

e Gender equality training initiatives should notlemith training, but should be followed through
to appropriate placement, implementatiow assessment of the trainees’ effectiveness.

e Countries should work towards the inclusion of gender equality related courses in teacher
training programmes artdacher accreditation.

e School curriculum reform should aim to erade gender stereotyping school textbooks and
other teaching materials.

¢ Increase funding for local initiatives that can demonstrate success.

e Collect and disseminate best practice in ¢fffiective implementation of sexuality and gender
equality policies and strategies.

Local:

e Work with disadvantaged gender group stakehslddnether they are women, men, or LGBTs in
planning, implementing, and monitoring projects iifead as priorities by their communities.

e Link NGOs with individual group$o provide awareness raigi of gender equality issues.

e Employ career counsellors trained in issuege@fder equality, gender stereotyping and anti-
discrimination practices since gender differencas partially be attributed to stereotypical
subject choice of women.

e Participate in the development and monitoriofgpolicies and curriculum development that
promotes good practice in sexual equality.

School and Practitioner level:

e Develop policies that spdigally reference to gender as acfor in inequality in the school
environment.

e Develop policies that make specifieference to issues of sexuality.

e Discuss the planning, development and immetation of strategieso address gender
inequalities with their stakeholders

e Practitioners should accommodate gender differences through gender-sensitive teaching by
including tasks and activities thatidress the needs different learning styles and preferences
as well as avoiding stereotypes.

e Schools should foster parental involvement indgr related policies, stegjies and activities.

e Schools should develop anti-bullying initiatives/olving the curriculum, targeted group and
intensive individual intervention.
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Summary of recommendations on minority ethnic disadvantage

(seeWilliams et al, 2009

EU policy:

e Encourage consistent and uniform definitionsnifority ethnic groupsiegarding immigrants as
current migrants rather than including EU naéils whose parents were migrants. Do not use
refugee status, cultural heritage, religion dmime language as a proxy for minority ethnic
status. Many minority ethnic groups in Europe have a long history in the country, share the
majority language and religion and still fadessadvantages which are missed in much cross-
national research.

e Encourage and commission crosgtional data that can beeads by researchers and policy
makers to assess educational experiencg®atcomes for minority ethnic young people.

National

e Challenge low teacher expectations, racislyimg and unequal access to elite courses and
institutions.

e Embed anti-racist practice as part of iditi@acher training and continuing professional
development.

¢ Increase resources for schools and districts to provide a good standard of support for students of
all ethnicities.

e Be aware that parental school choice policigsrofesult in increased ethnic segregation and
social polarisation.

e Research whether changes in social heterogenaity been reflected in the teaching workforce,
and implement policies to redress the urréeresentation of particular groups.

e Address the treatment of children and young pecgleking asylum and their access to equal
educational opportunities.

Local

¢ Increasing the focus on the evaluation of etlapal practices and initiatives designed to
encourage equalities for mintyr ethnic groups. Developnformation on the success or
challenges which resulted from policy initiatives and interventions.

e Work with minority ethnic groups in designimad implementing projects: projects which work
with both majority and minority populations play anportant role in shifting debates in this
area away from changing minority groups to comitiesiworking together to reduce inequality.

School and Practitioner level

e Schools and local education authorities shaldgelop and implement race equality policies
which set out clear guidelines for staff and studgin relation to staff recruitment, school
admissions, discipline, curriculum, attainment.

e Schools take account of allegations of radistlying and work to create a respectful and
inclusive school environment.

e Examine assessment, ability groupings and au&s in relation to ethnicity, to identify
differences in group attainment and to implemeratsgies to raise attainment and to challenge
teachers’ perceptions.

e Schools should ensure practitionbes/e access to high-quality maig in anti-racist practice.

e Schools should work with parents anldsactions of the local community
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Summary of recommendations on disability disadvantage

(seeLambrechtset al, 2009

For EU policy:

Promote the policy that inclusiveducation will require resourcesd support if it is to be of
quality.

Educational policy for specific educationateds require a framework for evaluation. Goals
should be more specific, and it should be cleaatweifects the schools are expected to achieve.

Further involvement of parents, especially of parents from children with specific educational
needs is recommended.

For educational policymakers:

Inclusive education cannot be an economic meadtitra support provisions will be expensive,
but without them qualitativedeication cannot be guaranteed.

Although structural changes may seem good praatmentries should enseithat changes can
be implemented properly in practice.

External expertise should not orihe used in working with thehild, but especially for making
school staff more apt to deal witie specific needs dfie child and children ith similar needs.

Educational policies on specific edlional needs require evaluation.

Policy makers should involve parents, especiplyents of children witlspecific educational
needs, in all projds, policies, initiatres and evaluations. .

For local administration:

Extra support provisions will be expensinmyt without them qualitative education cannot be
guaranteed.

External expertise should not grite used in working with thehild, but especially for helping
school staff better able to deal withesgdic of children with similar needs.

Educational policies needs to be evaluated.

Isolated approaches to deal with unequal dpdaies will not be enough: educators need to
cooperate with other policy domains (welfaggual opportunitiegntegration and culture).

Parents of children with specific educational reesldould be closely involves in local and school
initiatives and policies.

For teacher training anddr in service training:

Teacher training must prepare students for inclusi@thools, and in service training must help
teachers acquire further skills in dealingh the heterogeneity of classes.

Equality of opportunity may not be enough. Teadn®ining should take Equality of outcomes
into consideration as the goal.

For teaching strategies

Ensure no excessive strains areypan schools or classroom teachers.

Further involvement of pangs of children with spefic educational needs.
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