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Abstract

The increasing emphasis on the relationship betywaeicipation in education and social
inclusion through employment views non-participgtyoung people negatively by what
they are not, exemplified in the label Not in Edimra Employment or Training (NEET).
The UK'’s strategy to reduce the numbers of NEETngppeople includes the provision of
government training courses resulting in their é@aged attendance at further education
colleges. This study was motivated by a need tierstand these young people in order to
work with them and to inform my professional praeti By engaging in purposeful
conversation with a group of 14 young people, aspeictheir lives, their experiences and
perceptions of education, and their aspirationgHerfuture are unfolded through the
stories they chose to share. A considerationefrtipact of forces of globalisation on
opportunities for employment along with a recestdry of youth training schemes sets
the scene here for the analysis and discussidmeseétstories. Providing a fair account of
stories in a way that allows the teller’'s voicdo®heard follows an uncharted course
employing methods drawn from ethnographic, phenagephicand narrative inquiry

and resulting in a dissertation that blends the@sgarch and policy with the stories heard.
Hearing such stories and considering their implcet for working with these young
people had a significant personal impact whilstficoring my conviction that in order to
work successfully with such young people it is rsseey to go beyond the label of NEET
to understand something of their lives. Reflectine reflexive discussion around the
methods adopted in this study consequently formgjar part of this dissertation as does
explicit attention to the research journey trawill€éhe analysis of the stories of the young
people centres here on notions of wellbeing anarihing using a capabilities approach
as a framework. By mapping themes identified emd¢bnversations recorded in this study
onto Martha Nussbaum'’s list of central capabilibe®-framed version of her capabilities
list, contextualised to NEET young lives is pregentIt emerges that the perceptions of
education and training and aspirations for futunpleyment and wellbeing amongst this
particular group do not justify the frequently nega connotations of the NEET label.
Individual's expressed anxieties around contempgoyauth culture, their attitudes towards
schooling and education and their hopes for tivasllead, in the final chapter of this
study, to suggestions for ways forward for schamld colleges working with such young
people. Here | emphasise the need for teachersite space to understand the people
behind the labels, to see them as individuals whg flourish more successfully if we are
able to construct more compassionate institutibasdllow young people to do and to be,
to develop the capacities to lead the meaningfeklihey desire and will have reason to
value.
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Chapter One

Introduction

Background

Young people who leave education at the earligsbdpnity with no immediate prospect
of employment or training and with no alternatieeise of support have been given the
label of NEET (Not in Education, Employment or Thiaig). Although the NEET acronym
has been criticised for describing young peopleatiegly as what they are not, NEET now
appears as a common term in the discourse aroumgyymeople who are not participating
in work or learning. NEET, usually capitalised lsotnetimes ‘Neet’, is used as both a
noun, with the plural NEETSs, and as an adjectiVbis research is about reaching out to
understand the young person behind the NEET labeljt looking beyond the label to
discern and better understand the experiencessyiedues and aspirations of a group of

young people in transition from school to work.

This chapter introduces my project: an engagenmeabmversation with a group of NEET
young people that draws from and on relevant thimaleresearch and policy literature to
move towards a better understanding of these ypeogle’s lives. Initially, in this
chapter, | describe the confusion derived fromdifferent views publically expressed
concerning today’s youth and explain my profesdianarest in unravelling this
confusion as a first step towards identifying areetmg their needs. Here | argue that

while numerous studies exist around the issue dE NEhey do not yet answer the types
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Chapter 1: Introduction

of questions that concern me. These are quegtan$ocus on the views and voice of
NEET young people. Thereatfter, | present the rebeguestions that this study sought to
address. Next, | discuss the theoretical, mettoailcdl and conceptual framework that
supports this study and introduce the idea of adgat capabilities approach in moving
towards my goal of understanding NEET lives. Hindldiscuss the structure of this

dissertation and provide a brief outline of thegmse and content of its chapters.

There are many questions that might be asked abeuble of education in social justice
and welfare and many more that might be asked aheuble of the educator in
promoting the capacity for learning. For many ihess, education can be a positive,
fulfilling experience; a springboard to a prospersecure future. For others, it can be
disappointingly negative; a precursor to low-paieinml work or periods of
unemployment. The relationship between educatmhogportunities for prosperity is
centred on engagement with employment in its mamiyed and tenuous forms. Against
this background, the relationship between learaedsteachers is fragile; ideally centred
on trust, respect and caring. So it seems thathweald do as much as we can to
understand the circumstances that enable thatoreship to be positive for teachers and
learners alike. Asking how educational opportucdy afford future flourishing may
require a better understanding of success or &ituthe relationship between teachers and

learners, between learners and their own expersesiee views of education.

Initial investigations designed to provide backgrdawareness of NEETS revealed the
issue of NEET to be a perplexing phenomenon thsuligected to various opposing and
often contradictory schools of thought that camltas both positive and negative
discourse. The negative discourse attests thatuthemployed status is a matter of choice
and is likely to be influenced by their family’sasptance of life on welfare benefit; that
disengaging with education is an act of defianatrabellion against authority and that
their idleness lies at the heart of youth crime ant-social behaviour. A more
sympathetic discourse sees today’s youth as viatinasselfish, individualistic society;
damaged by family break-up, unprincipled advergjsincome inequality and too much
competition in education. Education, by implicationay be cast in the role of the villain
exemplified by Leadbeater (2008ew Statesmarwho suggests that ‘the scale of the
Neet problem is the most telling indicator of the sbciaallenges our education system
faces and the inability of conventional schooliagégspond’ and that it is ‘an indictment of

! here | have retained the uncapitalised versidhagspears in Leadbeater’s article
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Chapter 1: Introduction

our education system that it produces Neets in auafibers’. As an educationalist, this
indictment bothered me and the conflicting opinierpressed by the media added to my
confusion. | will illustrate this by quoting exgds from two newspaper articles
exemplifying the received wisdom surrounding NEET#&e first hits hard on NEETs as a
lazy lot, happy to continue claiming benefit andrently facing tougher competition in the
labour market because of the arrival of skilledhasiastic immigrants from Eastern

Europe.

The Neets, the idle young, are a huge drain onaneelind with immigrants
keen to do the jobs they won't, they will remain o] The Neets are the yobs
hanging around off-licences late into the nighhey are the graffiti artists who
cannot spell and the drug-dealing pit-bull ownerbey are also the Vicki
Pollard types who become single mothers. Not all Neétsdi caricature. A
young mother in a stable relationship bringing bjpdren at home would be
classified as a Neet. So could somebody tempgrauwt of work, such as a
university graduate looking for their first jobn many cases, however, Neets
do fit the caricature and are responsible for ntloa@ their fair share of crime
and antisocial behaviour.

(Smith, 2007, The Sunday Timgs

Prior to embarking on this study, reading the UNFQEport (UNICEF, 2007) that placed
the United Kingdom bottom and the United Statessédottom of an international
league of child-wellbeing in rich countries, watusary. Although the UNICEF findings
invite debate over the validity of measuring anchparing child wellbeing in different
countries on the grounds of language and cultustbiion, the persistently low ranking

of the UK and the US across the dimensions measmestitutes an inconvenient truth
that should not be ignored or effaced. Along saamlines, the Good Childhood Inquiry
(Layard and Dunn, 2009) has more recently called&vh a change in social attitudes and
policies to counter the damage done to childreadyety and a debate as to why a million
and a half British children are unhappy and whyngpeople’s emotional health appears
to be worsening. The second excerpt, below, t&kaen Moore (2008), focuses on the
‘endless’ discussion that tells us that our chitdaee awful and that to be a child in Britain

is to be in a pretty bad place.

Why are our young people so unhappy? Because welderome a society
that fears, demonises and silences them. Theifolirs, not theirs. [...] We
have the unhappiest children in the world. Makas fgel proud doesn't it?
[...] As social mobility has ground to a halt, whatlwifferentiate one person
from another is not only formal education, but aband personal skills. And
how do you get those skills? You pay for theme Tinddle classes purchase

2 Vicky Pollard is a UK television character poriraya teenage delinquent. See
http://www.bbc.co.uk/comedy/littlebritain/charactaricky.shtml
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Chapter 1: Introduction

activities that will enhance their children’s deyginent. Poorer kids commit

the crime of hanging out in unstructured environteen..] Those that cannot

be contained indoors or via extended school aEs/ihay have the audacity to

go outside, to inhabit public spaces, to call tineets their own. This in itself

is now seen as anti social. One of the most mloddhg statistics | read was

in the British Crime Survey of 2004/2005, 1.5 noiflipeople said they had

considered moving or leaving the country “mainlgdngse of young people

hanging around”. With any luck, they can emigtateountries where children

are culled at puberty.

(Moore, 2008New Statesman
At the heart of this debate is the apparent assomgitat education is failing to prepare
young people to make a successful transition fronoaling to the world of work although
an alternative viewpoint alludes to theories ofbglesation and the restructuring of labour
resulting in a lack of appropriate employment opyaities for young school leavers.
Unemployment, or under-employment, is a social lemolkthat breeds low self esteem and
poverty and functions in opposition to the politigaal of economic growth. The growing
number of young people leaving compulsory educatiahe earliest opportunity with no
immediate prospects of employment or lapsing iefeated spells of unemployment that
portend a future of poverty and social exclusiow monstitutes a social, economic and
educational crisis. Indeed, the government’'s egnator tackling youth unemployment
nationally has spawned a series of training schemdsvelfare to work initiatives that
appear to have been ineffective in reducing thebarmof NEETs. As background to this
study, | examine historical trends in youth unemgpient and political strategies in
Chapter Three but, briefly here, at the start of study it was estimated that in Scotland
13% of young people were Not in Education, Employtree Training (NEET) - some
34,000 lives (The Scottish Government, 2008a). Vears later, the economic downturn
appears to be having a significant impact on yquexple with the number of NEETSs set
to rise amid claims that one in six young peoplendohing’ (Garner, 2009The

Independent

Unpicking the issues around NEETS is not an easjggt: There already exists a
considerable volume of research into the subjBcit. the major works mainly draw from
large-scale longitudinal studies and althoughenréd such studies throughout this
dissertation and build on their findings, they ad provide answers to the kinds of
questions that are of particular interest to mbBosSE questions centre on the young people
themselves. Do they identify themselves with ais? Do they deserve the ‘lazy lot’ label
adhered to today’s youth or do they see themsealsesctims of an unjust or inadequate

system? How do they perceive their present anadyiosition in society and in life; are
4



Chapter 1: Introduction

they unhappy, demonised, silenced and damagedat &#ntheir perceptions and
experiences of education and how has this affébieid decision to leave school? How do
such experiences impact on their view of educatmn? Are they able to influence the
decisions made about them with regard to leavihgal® Do these young people refuse

to participate in opportunities for change or is thality that these opportunities do not
actually exist? Is the effect of familial welfaslependency so strong as to imply resistance
to change in an already predicted life course dtajg? What do they think a good life
might be?

The motivation for such questions and for this @coderived from my twenty years
experience as a lecturer in a further educatior) elkege and my awareness of the
shifting nature of further education as it attendpt® accommodate growing numbers of
unemployed young people on government trainingreelse | was aware that my
professional practice might require to shift in@rtb better accommodate their needs.
Most of my teaching to date had been at an advanigier education (HE) level and had
involved motivated, mature adult learners but, w&tiuced demand for advanced courses
in my area, their place was being taken by youhgaicleavers on government training
schemes and apprenticeships. Working with aduits mad made a positive decision to
return to education in order to enhance their ofpypaties for future prosperity was the
most rewarding aspect of my work and | found thespect of working with potentially
disinterested 16-17 year olds personally and psideally challenging. Their language,
their dress and what | thought of as their loutishaviour were alien to me and | heard my
colleagues speaking disparagingly about their egpees in class. But the irony of my
situation then is now clear. Many of the adultreers for whom | have so much respect
and with whom | enjoy such fruitful learning exparces are, by their own admission, the
NEETSs of yesterday having failed to engage withcation successfully first time round.
What matters to me is that | can find ways to eetatthe NEETs of today and offer them
the same opportunities for success that | am abdéfér my mature learners. It appears
that developing a better understanding of themmadiziduals is a necessary first step
towards identifying their needs and moving towaadsommodating these needs through

my professional practice.

Aims
The political salience of the issue of NEET is evided by the numerous studies into the

phenomenon designed to inform policy decisions. avi;m work draws from these in
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Chapter 1: Introduction

Chapter Three to provide a background to the NEfSIs¢ building on the findings in
subsequent chapters to develop a deeper undersgawfdihe young people to whom the
NEET label is adhered (Raffe, 1984; Croxford anffd&R@2000; Raffe, 2003; Spielhofer et
al., 2009). Many of the studies reported emarrat@ farge-scale longitudinal postal
surveys and seek to quantify the problem and tiga$EET young people into various
categories according to their social and educaltioaekground. It appears that much of
the research and literature surrounding the proldeNEET is so pre-occupied with
characterising, quantifying and categorising thaftten fails to provide a vivid picture of
the realities of NEET young lives. By contrasisthroject focuses on individual cases in
which | engage in conversation with a group of ZHEN young people who have
embarked on a government training scheme that othmgm into a further education
college for vocational training and skills enhaneain In studying the ‘poor end’ of
education, the point where we appear to fail inraigsion to prepare young people for
adulthood, my personal struggle to understand vaunyg people do not take full
advantage of the educational opportunities offéoetiem is highlighted. Do they fail to
learn, do they learn to fail or do we fail to tedcls there a dichotomy between their needs
and the aspirations stressed in our educationma@stelas the massification of education
and concomitant ‘qualification inflation’ exacerbdtthe employability gap? Is the
relationship between employment, earnings and ac@dachievement now seen as
offering nought but empty promises thus renderuhgcation pointless in the view of the
young people | worked with? This study will progid window into the individual
circumstances and experiences surrounding NEETgypaople who have been referred
onto a government training scheme either from sicbiofsom the Careers Service; that is,
those young people | am most likely to meet in hagsroom. It follows that my research
findings are limited to those young people whoipgrate and | acknowledge these
limitations throughout this dissertation. No clasmmade that the findings are
generalisable. Nevertheless, the study sets &ige $or future inquiries and may provide a

working model for further research with similar gps of young people.

The overall aim of this research is to gain a bettelerstanding of the lived experiences of
NEET young people, their perceptions and aspiratiand to find ways to allow their

views to be heard. Focusing on the young peogmsielves, listening to the stories they
have to tell, may help us to understand the saleattres of their lives and the impact of
that experience on their decisions and behavioliiss, for me, is a necessary first step
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towards meeting the needs that may be expressaabththese behaviours. From this aim

the following research questions were derived:

+ What is the perception of schooling and its releeato their lives and aspirations
for the future?

« What is the perception of training for work andritevance to their lives and
aspirations for the future?

+ What do young people value in life and what anggtconcerns and fears do these
young people experience?

« What are their aspirations for the future?

In the final chapter of this dissertation, | rettwraddress these research questions having
told, in the intervening chapters, the story of tbgearch journey that took me to the
position of being able to do so. The structuréhef dissertation is provided at the end of
this introductory chapter and | now turn to disctsstheoretical, methodological and
conceptual frameworks through which | move to depein understanding and use to
explain the complex phenomenon of NEET.

Framework Supporting this Inquiry

Theories of globalisation, welfare and exclusiompeate the discourse of NEET and so,
prior to moving to develop a deeper understandfrtheindividual lives of young people,
it seems necessary to understand the social,qabland economic landscape in which
these lives are lived. Here the work of CastéB0f), Olssen et al. (2005) and Spielhofer
et al. (2009) affords the claim in Chapter Two thlabal interconnectedness has effected a
decline in manufacturing that historically provideiployment for many school leavers.
By exploring and contextualising theories of maniaxy, and the historical shift in welfare
policy, | suggest here that young people leavitmpetwith low levels of attainment are
less likely to make a successful transition to wenmkl are therefore more likely to become
NEET.

Methodologically, this research involves interviagior, as | prefer, purposeful
conversation, as a method of collecting storiegooing people’s experiences. Chapter
Four provides details of the tools and approackes in the collection and analysis of
these stories and there | explain that there simgle, prescribed approach but rather a

pragmatic collection borrowed and adapted carefatign narrative, ethnographic and

7



Chapter 1: Introduction

phenomenographic research. Moreover, the apprdansen is designed to be flexible and
responsive to the lessons learned from the dasal eXplain in Chapter Four, the research
process was adapted to respond to the themes emérgn the data and to situations that
were not predicted. Themes emerging from thevrdger data allowed me to re-enter the
literature to expand my understanding while my neguihformed the direction of the
research and usefully fleshed out theories, paliard statistics. | note, in Chapter Four
and again in Chapter Six, that listening to theiesoof the young participants was an
emotional experience and offering an account withenconstraints of an academic
dissertation a challenging and messy task. Theustc¢hat | do offer in Chapter Five
engages with the concepts of wellbeing and floumgshhat I introduce here, below, and
develop further in that chapter within the framekvof a capabilities approach. There |
use the topics and themes identified from the untgrs in a way that seeks to allow the
voice of the young person to be heard while, astmae time, engaging with literature and

research around each theme.

Conceptually, human flourishing, as | indicate bebnd expand in Chapter Five, lies at
the centre of this project and my conceptual fraor&wircles around issues of wellbeing;
embracing the link between education and employniextis deemed to enhance
opportunities for flourishing. What wellbeing aftdurishing actually mean and entail is
not easy to establish and neither are the closeipected concepts of ‘quality of life’, the
‘good’ life or ‘happiness’. Each of these conceaptthe subject of deep philosophical
theorising and debate: no single definition presvaitd it is futile, here, to suggest
otherwise. What matters is capturing the spiritveflbeing and flourishing as an
individual and highly personal concept concernetth \weople being able to live the type of
decent, dignified life that they choose to live aftha Nussbaum helps us to think more
clearly about the difficult problem of differentgs of flourishing by suggesting a set of
entitlements that ‘can be agreed by reasonableeosi to be important prerequisites of
human flourishing’ (Nussbaum, 2006:182). The $entitiements is presented in a single
list of central human capabilities and uses thenatf a threshold level of each capability
beneath which a decent, dignified life is not pblesi The list is single, she tells us, not
because ideas of flourishing are single, but ‘bseatuseems reasonable for people to
agree on a single set of fundamental constitutietehents that provide the underpinning
for many different ways of life’ (2006:182). Nussalm presents a list of ten central
capabilities in her book ‘Women and Human Developimine Capabilities Approach’

(Nussbaum, 2000). This work forms the backbont@iconceptual framework
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supporting this dissertation and, in Chapter Foreyides a deliberative space within
which | seek to develop a deeper understandingedf Nyoung lives. Mapping the
experiences told to me during the interviews ontis$tbaum’s normative list provides a
useful analytical starting point and enables m&tép back from my own values and
assumptions to reach a better understanding diviéee of the young people who
participate in my study. From this mapping exerdiam able to identify what | consider
to be the salient values in the NEET young lives trencounter and, in the second part of
Chapter Five, | suggest a re-framing of Nussbaduist'svithin that NEET context and
informed by their stories.

The Dissertation

This dissertation is not the document | imaginethatoutset. For, as will emerge more
fully from Chapter Four where | describe the reskalesign and the methods used, the
interview process was a very illuminating and e experience that provided a rich
insight into the lives of the young participantslaavealed my previously unexamined
assumptions about today’s youth. While encouragowng people to engage in dialogue
is central to my research methodology, researclhaadstaround voice and narrative warn
of the dangers of subjectivity, interpretation atiical representation when speaking of or
speaking about others and | have written openlg Bbout the messiness, the emotions
and the complexity of my research in practicetidfly, the language style of the young
people was problematic and | explain in Chapterfhow | decided that excerpts from the
interviews should remain as true as possible tio Hp@ken words and so | have tried to
write in a way that is responsive to the realityhadt experience within the constraints of
producing a doctoral dissertation. Using exceagts work between literature and
transcript was useful when trying to understand male sense of the data and is crucially
important to my objective of giving voice. But@maenting the conversations in this way
is not ideal as it dilutes the reader’s perceptibthe young person as an individual and
risks interpretive bias in the choice of the extelpis not appropriate to position
complete transcripts within this academic dissemiaénd the linearity of this document
problematises their inclusion. What | includeAppendix A, are ‘little stories’ from each
interview that are designed to allow the readexet® a snapshot of the person behind the
story. As | emphasise in Chapter Six, re-tellingraptered’ version of the research story
may imply a procedural linearity that fails to esft the cyclical, iterative nature of the
inquiry; this linearity imposed by the constraintsnriting a research dissertation.

Further, it should be noted that the chapters ddatlow a standard format such as could

9
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be expected in a traditional doctoral dissertasibhough the standard content is written

into the document in what | deem to be approppédees.

Structure and Chapter Outline

This dissertation is structured into six chapterd bprovide, below, a brief outline of the
content and purpose of Chapter Two through to Ghiagik. My research begins from the
supposition that in order to accomplish a deepédetstanding of NEET young people |
need to know more about the social, political at@hemic environment in which they
attempt to flourish. Without this my only point iiference is my own experience and
perception of their condition. In Chapter Twoxptore the idea of globalisation and its
impact on the structure of the labour market. Hengjue that, partly due to the decline of
manufacture in the UK, opportunities for young deogithout qualifications are limited.
Hence, via a discussion of the theory of meritograexpress and justify the view that
NEET young people are exposed to multiple sour€essadvantage, exclusion and

inequality.

In Chapter Three, | examine the literature andarsgesurrounding NEET and the history
of political intervention designed to tackle youtmlemployment. This chapter examines
trends in youth employment since the late 197@spravides an in-depth description of
the circumstances surrounding the introductioneqmhnsion of government training
schemes and the strategies designed to addressdiseof NEET that are salient to this

study.

Chapter Four provides explicit detail of the metblodical approach and of the various
methods and techniques employed to address tharcbsguestions. The rationale for
choosing this predominantly qualitative approacéxglained and justified and then |
show how the theory was translated into practiClee chapter then discusses various
issues surrounding the analytical and interprdtiamework that emerge from the

interview process and that shift that activity begats initial conception of data collection.

Chapter Five returns to the data to move towardseper understanding of NEET young
lives and provides the theoretical background itiicatly understanding the concepts of
wellbeing, human development and quality of lifeexplores the relevance and
acknowledges the difficulties of applying a capéb# approach to this study and goes on

to examine the lives of the participants by mappiregr stories to Nussbaum’s list of
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Chapter 1: Introduction

central capabilities. This mapping provides opaities to engage with literature to flesh
out the topics discussed and to recontextualissihusn’s specifications in light of the
interview conversations. From this mapping exercisre-framed version of Nussbaum’s
list, informed by the stories of NEET young peoghel adapted to the context of this

study, is offered.

Chapter Six moves this inquiry towards a conclusiorpaper. Initially, and briefly, the
research story is summarised and discussions peddoom previous chapters are
revisited. The second part of this chapter askstipns of the data collected during
interview and from the interview process itselfhathas been learned from listening to
these stories and what can be gained from regeliem? Here the research questions
established in Chapter One are addressed beforequlimg to discuss issues around giving
voice to NEET young people who appear hitherto ardhe In the third and final part of

this chapter, | move to consider how the knowlealge understanding gained through the
experience of this study has changed my perspsareNEET young people and how this
study might serve to improve the lot of other sary placed young people.

Chapter One has introduced my project: an engagemtna group of NEET young
people and with relevant literature intended to entowards a better understanding of
these young people’s lives. This choice of topaswiot made as a distanced academic
decision. Whilst influenced by the current disseuaround the crisis of NEET, it evolved
from reflection on a personal dilemma around myfgssional practice that called for
change in order to accommodate the needs of tiheasiog number of NEET young
people being directed towards further educatiofegek. Here | have charted my journey
from confusion, through questions, readings and/emations, to position the subsequent
chapters of this dissertation within the contexthaf phenomenon of NEET. Although
new understandings and changed perspectives #iraildifo communicate, it is intended

that these become evident from reading the subségbapters.
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Chapter Two

The Social, Political and Economic Landscape of NEE

In this chapter, | examine the complex relationstiptween education, employment and
training as they apply to NEETs. | analyse, asstayting point, a perspective on the
shifting nature of work and the restructuring cf tabour market in response to a changing
global economy. | then move to the political intErtions aimed at reducing
unemployment, and thus welfare dependency, throeigaining of the workforce with the
skills demanded by this new global economy. Byaggg with the policies and political
ideologies driving these interventions, | highlighdse historical waves of social, cultural,
economic and political change that impact on yopegple’s lives in the early 21

century. The argument | advance is that whilethenone hand, centre-right ideologies
applaud the individualisation of a competitive fraarket that produces winners (and
losers) and, on the other hand, centre-left idaetgim towards levelling the playing field
by raising skills through education and trainirigg teality may be that, for many school
leavers, opportunities for sustained employmenbaneg lost to automation and subjected
to the vagaries of the present economic climateerdafter, this chapter examines the role
assigned to education in the political strugglergaexclusion and inequality where,
through an exploration of relevant literature aadent research surrounding meritocracy
and social mobility, | discuss the mediating ral@ducation in closing the opportunity
gap. Finally, the discussion moves towards thdiegipn of a capabilities approach to the

study of NEET young lives which is further develdpe Chapter Five of this dissertation.
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Chapter 2: The Social, Political and Economic Laage of NEET

As | have already stated, the aim of this studp idevelop an understanding of the
perceptions and aspirations of young people netlucation, employment or training
(NEETS) by hearing the stories of their lived expeces and interpreting the individual,
personal and private factors that influence thehaviour and their decisions. Crucial to
this search for internal thought and voice is goregiation of the external influences that
colour the landscape in which their lives are $déda By this | mean the social, cultural,
economic and political forces that have shapedathg employment and training since
the middle of the ZDcentury; the shift from the ideological ‘cradlegmve’ welfare stafe
to the rethinking of society and community predéckabn the vision of human beings as
autonomous, self-reliant, independent individuBlsdk et al., 1994; Giddens, 2000). The
post-industrial transformation of society, accogdia theorists such as Castells (2005),
replaced the manufacturing of goods with knowleldlgsed, service industries producing a
global change in the structure of labour. Simwdtarsly, casualisation of employment
assigned a central, strategic role to educatiggromoting the political aim of improved

global economic order.

The New Labour Market Economy: changing structure different opportunities

Global interconnectedness is not a new phenome8oite ancient times people have
sought to broaden their horizons and explore newtdaes with both peaceful and
aggressive intent; this connectivity becoming thsi® of expanding economic, political
and cultural exchange. What characterises conteanpanderstandings of globalisation
and its cultural, political and economic facetghis unprecedented speed and extent of its
spread which many theorists attribute to the rédeatprogress in the development and use
of information and communication technology (IGTCastells, 2005; Olssen et al., 2005).
That the dissemination of information supportingaficial and commercial decisions is no
longer subject to political and geographical bouresais central to the ability of
multinational enterprises to shift their investmand the locus of their production so as to
maximise profit, thus reducing the power and theesig the autonomy of the nation state.
In Held’s words, globalisation is ‘hollowing outtages, eroding their sovereignty (Held,
2002:7). Pilger, in contrast, shuns the view thgtbusiness alone is shaping the new
world order and claims that the state is more pawénan ever. The ‘illusion’ of the

weakened state, he claims, allows the argumenhsitggliobalisation to be depoliticised

® This phrase is generally attributed to Clemente&t{1950) but may previously have been used byswin
Churchill
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and affords ‘the rejection by the state of its abfiinctions in favour of repressive ones’
(Pilger, 2001). Whilst taking a stand in the deba globalisation theories is not the
central issue here, the focus of this section detmonstrate the complex forces that
manifest themselves in the changing nature of eynpdmt in a global economy and
subsequent reforms in education policy introducgddivernments in order to survive in a
competitive global market. Here | draw on the agiee work of Castells (2005) in his
comprehensive and detailed analysis of the tram&fton of work and employment in
advanced capitalist countries in their shift frogmieultural to industrial and then to post-
industrial or, as he prefers, knowledge or infoioral economies, in recognition of the
increased importance of occupations with a highAtkedge content in their activity.
Based on available data from the group of seveusitn@lised nations of the world, the so-
called G-7 countries: Canada, France, Germany, ltaly, Japarnited Kingdom, and
the United States of America, his analysis idesgitommonalities and differences in
economic activity over two distinct periods: firdte half century from 1920 to 1970
which he identifies with the shift from agricultui@ manufacturing and second, the two
decades 1970 — 1990 which saw a decline in manu&eand growth in service
occupations. Although he is keen to emphasizevthde there is a common trend, there
are historical variations between the evolutioemiployment structures across countries
according to specific institutions and followingesgic policies and strategies based on

social, cultural and political environments.

Castell's account of the new global economy tedishat historically traditional, heavy,
mainly steel-based industries like shipbuilding aad manufacturing have declined in the
UK, apparently drifting eastwards to experiencenameenal growth in South-East Asia,
India and China. Decisions taken in one contimantmean the closure of a factory or the
creation of thousands of jobs in another with #sutt that many UK jobs have been
transferred to providing services for manufacturifignis is consistent with the findings of
recent research reporting that areas in Englandtwé highest proportion of NEET relate
to a historic local decline of manufacturing inadystnd a reduction in the number of
related manual occupations that ‘provided a clest-46 destination for many school
leavers’ (Spielhofer et al., 2009:45). These fgdi are as pertinent in Glasgow and
Scotland as elsewhere and are evidenced by thedikd shipyards, steelworks,

coalmines and factories that were the sources e&radour half a century ago. Further,

* G-7: meeting of finance ministers from a groupe@¥en industrialised countries not to be confusithl G-
8 the meeting of heads of government of G-7 coesfpius Russia
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former manufacturing occupations have not necdgdseen replaced by comparable
levels of employment opportunity and so, notingléiug’'s comment, ‘NEET status should
not be regarded simply as a consequence of perdefaits, but rather as an indication
that the economy is failing to provide the oppotties for the long-term security of young
people in some areas’ (Spielhofer et al., 2009:45).

The essence of this debate is epitomised in REKih997) claim that even those jobs that
have been relocated abroad are being lost to atitomand are never coming back.
Politicians, he tells us, are avoiding the reabpgm which is that the projected new jobs
in the knowledge sector represent a shift from nessur to a small elite highly skilled
workforce and every nation ‘will have to grappleiwihe question of what to do with the
millions of young people whose labour will be negtiss, or not at all, in an even more
automated global economy’ (Rifkin, 1997).

Politics, Society and Workfare

This changing structure of work and employment ofyuties, emerging from an
increasingly globalised economy, has its originthmrise in popularity of neoliberal
ideologies in the 1980s and 1990s that promoteddafehded the notion of a free
market; its popularity fostered by a perceived negtverse the unsustainable
growth of the post-war welfare state. Previouslgh the UK recovering from the
horrors of two world wars and the depression oflt80s that followed the collapse
of the stock market, the middle decades of tHe@mtury rendered reliance on a
capitalist market economy unsustainable and jestifine extended role of
government to protect the social needs of the geophe Welfare State, through the
implementation of policies grounded in Keynesiaorgnic principles, committed
to full employment, free universal secondary edocaand free health provision also
brought financial support for families and for t@employed. Central to Keynes'’s
economic theory was advocacy for the enthislsez-faire the control and
management of capitalism and an acceptance oferwote for government in
economic planning. Itis no accident, then, the period saw extensive
nationalisation of industries and utilities and gltewth of provision of civic services
such as libraries, transport and housing and emtb@aployment opportunities
through public works and the rights of workers seduhrough the power of the
trade unions. Effectively, the welfare state spaava spirit of community that

promoted social justice whilst respecting and priitg the rights and freedom of the
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individual. In essence, an era where the soc@lrgg and wellbeing of the people
appeared to be the primary concern of the statbsearved through the introduction

of a comprehensive system of welfare support.

Welfare policies in the UK altered radically duritige 1980s. The social and economic
milieu in which the ‘new right’ administration of &dgaret Thatcher came to power in
1979 legitimated the insertion of neoliberal pagthat could be described as a broad
alliance between economic liberal and conservaiitexests. Battling rising inflation,
growing unemployment and social unrest, the Thatdgme set out to remove power
from the trade unions and restore confidence irs#imetity of the market as a mechanism
for economic growth. Challenging Keynesian demauachagement and the left-wing
drive for full employment, Thatcherism systematicdismantled the welfare state and
sought to reduce supplementary forms of benefittanimum safety net. While
espousing the need for minimal government intereanthere followed a raft of reforms
designed to transform the state and all forms bfipadministration in what could be
described as ‘social engineering’. Of particulevance to this study is the emergence of
various strategies aimed at addressing rising yoo#mployment via government youth
training schemes while at the same time, growiagekforce with the skills and attitudes
necessary to compete in the new economy. | nowttufocus on the evolution of these

workfare initiatives from the beginning of the Ttlag¢r years in 1979.

With over two million unemployed, a quarter of whevare young people, the then
existing Youth Opportunities Program (YOP) was saemeffective in tackling youth
unemployment in actual terms and regarded as simpblitical strategy to keep
unemployment figures artificially low and contrbktdiscontent of the young long-term
unemployed. Harsh criticism was directed at thekvexperience offered to YOP trainees
as exploitation and ‘cheap labour’ — a ‘skivvy stieethat had little credibility with the
young trainees, the trade unions and even with@yeps. In 1981, the Youth Training
Scheme (YTS) sought to redeem this situation arglangignificant departure from the
Conservativeaissez faireparadigm yet condoned neoliberal political intertie@n and
regulation in order to promote the ‘competitiontstand increase individual self-reliance
in the face of mass unemployment. This ‘New Tragninitiative’, the strategically
manipulated Active Labour Market Policy (ALMP), fmgsed on the supply side of the
employment market and established the need folllacskversatile, flexible, trainable

workforce to meet the needs of a globalised econasrni{s core policy value. The

16



Chapter 2: The Social, Political and Economic Laage of NEET

Technical and Vocational Education Initiative (TYRlas introduced by Thatcher in 1982,
unannounced and with no consultation or legislatibhe ambitious aims of TVEI were to
combine general and technical and vocational etucat schools and colleges through a
more practical and relevant curriculum and provisasba period of work placement in
order to equip young people with the knowledge shillis for success in adult working life
(Callear, 1992).

Taking a broad view of the contrasting conceptaditisis of ‘the individual’ and ‘the
people’ through the changes in government and #itave state, we see a shift from the
welfarist ‘ends’ to the neoliberal ‘means to an’emkich inevitably relates to promoting
the political aim of improved global order. Thuge have seen a shift from the leftist
social welfare perspective of the 1950s, 1960s1&71@s to the right-wing neoliberal
perspective that persisted through the 1980s af@i@sl® be followed by a third
perspective that claimed the middle ground andrétuthe left-right dichotomy. Labour’s
landslide victory in 1997 brought a ‘new politic8tew Labour’ and the ‘Third Way’
promise of social democracy which, critics suggesis a continuation of the Conservative
neoliberal model with some concern for social is@a and a form of communitarianism
(Hall, 1998; Faux, 1999; Ryan, 1999). Prime MiaidBlair’s flagship ‘welfare to work’
initiative — the New Deal for Young People — wasnehed in 1998 as ‘set to revolutionise
the path from welfare to work’ (BBC News, 1998).

It is important to note that the New Deal was aamatl multi-agency initiative delivered
through the Employment Service to meet Labour’stela pledge to get 250,000 young
people off benefits and into jobs. Within the Nesabour worldview of individual
responsibility to adapt to a changing labour marttet young unemployed target group
were ‘compelled/impelled’ to take up the offer @ifnto find employment and no longer

had the option of a life on full benefit (Brown,95).

In Scotland, New Deal was reformed into severalkfaye initiatives each targeting
particular groups of people: Get Ready for Work {&#, Training for Work,

Skillseekers and Modern Apprenticeships. Get RéadWork, the main route for young
people not ready to enter full time employmentpday marketed by the Careers Service
as ‘an innovative, client led, national trainingiative aimed at meeting the needs of

young people (16 — 18/19 year olds) who are natyéa go into work for a variety of

® sometimes GRFW
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reasons’ and is wholly integrated with the benefytstem. The ‘client’ and his/her advisor
work together to develop an ‘Action Plan’ and idgnivhich strand of the initiative best
meets the client needs whether this be Life SKilsie Skills, Personal Skills or
Vocational Skills. In this multi-agency partnersimitiative, the education system, and the
further education sector in particular, are segpodsntial providers of skills training in
competition with private providers and employeltsis worth noting the extent to which
this approach to providing vocational training eefks the priorities of the current political
economy in its drive to minimise welfare costs,uss youth unemployment rates and
nurture a culture of financial autonomy and sdifiree. Further, it reflects the changing
attitude towards vocational education within a sysbf comprehensive schooling that was
introduced to remove discrimination on the basislas by abolishing selection through
the 11-plus exam and the subsequent academic/gnahdivide in order to allow all
children an equal opportunity to the same stateathn and an equal opportunity for
future flourishing. Whereas, previously, vocatioeducation might have been associated
with a lower level of learning and thus stigmatisedan activity of the lower social
classes, with the present focus on global econocomapetition wherein success relies on a
skilled, flexible and malleable workforce, govermmes increasingly investing in
vocational education and training as evidencetiendiversity of subject areas now
embraced by Modern Apprenticeships. It may beclago assume that the political
priority to reduce youth unemployment rates andajty@arent emphasis on identifying and
addressing individual needs within workfare initias must effect an improvement in the
incidence of NEET. However, the persistence ofNBEET phenomenon suggests that
different approaches to tackling the situation rhigdamore effective and require to be

investigated.

Education, exclusion and inequality

Tony Blair's ‘New Labour’ mission promised to batgxclusion, inequality, social
injustice and poverty by providing the means forengeople to become ‘middle class’
(Blair, 1999). Work was seen as the route outosepty and education was to become the
driving force in taking people into work and alée tspringboard in facilitating upward
mobility. During his early years in office, Blaimade frequent reference to social mobility
through the use of the term ‘meritocracy’ by ddaoigthat the Britain of the elite was over
and ‘The new Britain is a meritocracy’ and therefah 1999 ‘The old Establishment is
being replaced by a newer, larger, more meritacratddle class’ (Flintoff, 2007The

Sunday Timgs As Flintoff points out, it is difficult to arguagainst merit and the notion
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of a society where ability floats to the top irrespve of an individual’s background;
where privilege is earned and deserved. But mamgrdue against this and warn of its
dangers, including the author who coined the wardritocracy’ in his 1958 book ‘The
Rise of the Meritocracy’ (Young, 1958). Writingastly before his death in 2002, Young
(2001, The Guardiai confessed to being disappointed by his book anithé way his term
‘meritocracy’ has gone into general circulationctgalarly in the speeches of Mr Blair.
His book, he reminds us, was a satirical warninthefdangers of meritocracy — not a
celebration of its worth. ‘It is good sense to @ppindividual people to jobs on their
merit’ he writes. ‘It is the opposite when thoskonare judged to have merit of a
particular kind harden into a new social class auttroom in it for others.” Young goes
on to make reference to many of the predictionsihde in his 1958 book that have

already come abouit.

| expected that the poor and the disadvantageddimeidone down, and in

fact they have been. If branded at school theyrame vulnerable for later

employment. They can easily become demoralisdakbg looked down on

so woundingly by people who have done well for teelves. It is hard

indeed in a society that makes so much of mebetpudged as having none.

No underclass has ever been left as morally nageled.

(Young, 2001 The Guardiai
Young directs much of his criticism toward educatamd education selection that
concentrates ability within the new meritocratiasd providing the means whereby it
reproduces itself. Education, he believes, hasitpiseal of approval on a minority, and
its disapproval of the many who fail to shine’ acling to education’s narrow band of
values and with ‘an amazing battery of certificaiad degrees at its disposal’. The
dangers of meritocracy to which he alerts us steim the belief that meritocrats attest
that they deserve whatever they can get. ‘Theybeainsufferably smug — so assured that
there is no block on the rewards they arrogateemselves. Salaries and fees have shot
up. Generous share option schemes have proliferdiep bonuses and golden
handshakes have multiplied.” Young’s message s more salience today as we
witness the downfall of the financial sector ararteof the high salaries, pension
payments and share option schemes awarded toribesdeemed responsible for its
collapse; all of which contrasts with the lossaiig and earnings, without adequate
recompense, of hundreds of employees. Of particalavance to this study is the fact
that, after a year of job-market recession, youtdnoployment at 16.6% amongst 18-24
year-olds at June 2009, is at its highest ratd Soyears making it particularly difficult for

young school-leavers to find employment (BarbeQ30
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Promoting an open and free society facilitatingffem and opportunity for human
flourishing is an admirable intent and demonsteat¥ New Labour’s confidence in the
renewal of Social Democracy through its Third Wggrada. It is somewhat confusing
therefore, that Tony Giddens, advisor to Blair anoiminent advocate of the third way
approach, considers the neoliberal model of equalibpportunity, or meritocracy, to be
untenable, unrealisable and self contradictorys s$elf contradictory, in his view, because
the elite will find ways to confer privilege on thehildren thus destroying meritocracy. It
is untenable and unrealisable because ‘not onlyldvgnoups be at the bottom, but they
would know their lack of ability made this rightgproper: it is hard to imagine anything
more dispiriting’ (Giddens, 1998:102). Giddengi®ints out that, as in other countries
with lengthy periods of neoliberal government, th€ has shown greater increases of
economic inequality than others so that the gawéxt the highest-paid and lowest-paid
workers is wider than it has been for at leasy fyiars. His notion of equality focuses on
inclusion and an idea of ‘limited meritocracy’ wheaccess to work and education are
considered the main contexts of opportunity pogitinquisition and updating of skills and
help with raising confidence and morale as abslyl@ssential in improving employability
in the poorer groups. Work, Giddens asserts, hdspie benefits: it generates income for
the individual, gives a sense of stability and ctien in life, and creates wealth for the
whole society. However ‘Leaving people mired iméfts tends to exclude them from the
larger society’ while ‘Reducing benefits to forelividuals into work pushes them into
already crowded low-wage labour markets’ (Giddé89€8:110). Much of Giddens’
writing mirrors the caution expressed by Young thdtile the idea of an equal
meritocratic society is good; unrestrained, po&tiand uncontrolled meritocracy risks
creating an elite, nepotistic, self-reproducingmglclass and an excluded, disaffected

underclass.

Emerging from this discussion is a tension in thle attributed to education in tackling
exclusion and inequality. While Young appearsieaweducation, or at least the value
placed on educational qualifications, as a catatyte creation of an elite social class,
others, including Giddens and Blair, attach a npmstive meaning to meritocracy more
in line with New Labour in its assumption that elqaecess to education is necessary to
remove unfair, ascriptive influences. Americaniglogist Daniel Bell believes that
meritocracy is the best way to run a society aatl @dny inequalities that result are fair. In

fact, in rejecting inequality as a valid chargeiagmeritocracy, he claims that populists
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are simply having an envious gut reaction to tlyghér status of the most competent few
with no regard to justice (Yu, nd). Bell's perspee of meritocracy is founded in his
study of the post-war transformations in the strreebf occupations and the high
educational attainment of the elite professional chnical labour force in the expanding
service economy. Thus, Bell's analysis of post-mability leads him to consider
educational attainment to be an adequate indicdtorerit and crucial when competing for

the best occupations and improved social standing.

In his critique of the relationship between edumratnd social mobility, Themelis (2008)
explores the findings of various research studiesrder to compare and contrast these two
different perspectives of meritocracy - that isuvig's definition of merit as 1Q
(intelligence) plus individual effort and Bell’'sexv which emphasises educational
attainment and qualifications above any other griltes. Themelis’ findings are
noteworthy. First, based on his analysis of thekvad Saunders (1995, 1996, 1997), an
advocate of Young’'s approach, he reports Saunfiedshgs that people can work their
way out of their low social class position if thase sufficiently able and motivated. Thus,
according to Saunders, higher social class desinmsaare justified so long as those who
secure these positions are the ablest amongbeglidrticipants in the competition and the
reproduction of social class is justified and cotifpp@ with a competitive, market-driven

society. Further, Saunders’ findings lead to thiectusion that:

The middle class manage to secure for their offigptihe same class position

because their children are equally able and ma&d:aConversely, the working

class lack in ability and motivation, and this isythey stay behind in the class

advancement process. (Themelis, 2008:433)
Second, by way of a contrast to Saunders’ viewsnTdlis quotes the work of Machin
(2003), an advocate of Bell's view of merit as eatianal qualifications: ‘Rather than
acting to equalise the chances of people from lome@me backgrounds, the education
expansion has actually acted to reinforce and asgénequalities across generations’
(Machin, 2003:197 cited in Themelis, 2008:433). chia’s (2003:280) argument, which
he supports with research evidence, is useful dergtanding the debate surrounding the
perpetuation of social inequalities and the roleddication in social mobility. We can
summarise his findings thus:

+ there is currently less movement across sociasetathan there used to be until the

early 1980s
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« any movement in these early post-war decades wees tiee result of decreasing
inequalities between the advantaged and disadvedtsarial classes but was
mainly due to occupational restructuring and thecomitant structural mobility

« achieved characteristics (such as educationalfogaions) are important but not
sufficient in securing access to a better socadosition as ascriptive factors
such as family income and cultural capital haveificant affect on the

destinations of children from wealthy families

Much of the discourse on merit and meritocracyistled on the analysis and
interpretation of social mobility from large-scalata banks such as the National Child
Development Study, the Nuffield Mobility Study, tBetish Cohort Study and the British
General Household Survey and so it follows thatlewmany of the findings are inclusive
of and relevant to Scotland, there are some fafe$sottish education and culture that
should be noted as different. In particular, Soudl has a relatively small proportion of
private schools and the introduction of comprehansthooling in state schools has been
more successful than south of the border. Moreas®ues of school selection practices,
parental power over curriculum, qualifications a&atiool choice are less divisive and
confrontational than south of the border (Croxf@@d0). Focusing their research on
Scotland, lanelli and Paterson (2005) selected liatin-cohorts (the earlier two cohorts
having experienced a selective education systenthenldter two a comprehensive
system) from the 2001 Scottish Household Surventdyse whether educational
expansion and the development of a comprehensiveaédnal system have reduced
inequalities and led to greater social fluiditanélli and Paterson’s analysis of educational
attainment shows that the percentage of peopledihnot acquire any qualification
declined from 40% in the earliest cohort (1937-194612% in the latest cohort (1967-
1976). Conversely, the percentage of people watireks rose from 15% in the earliest
cohort to 26% in the latest; although for the médidlo cohorts (1947-1956 and 1957-
1966), the earlier of which experienced a seleathecation system while the later
experienced a comprehensive system, the perceatagéaing degrees was 24% in both
cases. The analysis of educational attainmentdsg of origin presents interesting
statistics that, from those with origins in professl or managerial classes, 6% acquired
no qualification whereas of those with originshe unskilled manual class, 37% acquired
no qualification. Within the same context, 47%nfrprofessional and managerial
backgrounds acquired degrees compared with 8% tinemanskilled manual class. The

conclusions reached by lanelli and Paterson largahfirm the findings of previous
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studies mentioned above. That is, in Scotlandlerdducational attainment has increased,
social class differences have not been reducedhdtywhile there is some evidence of
upward mobility, the chances of people from workitagss backgrounds entering top-level
occupations is much lower than it is for the higbecial classes. Moreover, there is still a
strong direct effect of parental class on individuachieved class that is not mediated by

education.

Discussion

The social, cultural, economic and political fortleat have shaped education,
employment and training since the middle of th& @éntury are complex and
nuanced and expose various tensions. The langfdge debate promotes issues
such as educational attainment and achievemena| stess, social status and upward
social mobility as proxies for merit. What is aléathat people excluded

involuntarily from education, employment and trampiare socially, culturally and
economically disadvantaged. Moreover, they aresthgect of intense political
intervention designed to reverse their excludetlistaBefore moving on, it is useful
to summarise the main threads of this discoursest, las a result of post-war changes
in the structure of occupation and employment, rahoocupations were replaced by
service-based occupations and, although initiaiywynower status workers moved
up to higher positions, this upward mobility hasvatd leaving less ‘room at the top’.
What seems to have evolved is a working class motivork. Second, although a
comprehensive schooling system was introducednove inequalities and selective
practices by providing every child with equal accseducation regardless of their
background, there is evidence that the gap in aelment and attainment between
children from higher income families compared twdo income families is widening
(Croxford, 2009). This suggests that families veititess to additional resources such
as higher income and social networks can influ¢heeeducational outcome, and thus
the occupational opportunities, of their childrarorder to maintain their social
position. Returning to Moore’s essay (Moore, 2008y Statesmann which she
attests that, of those born in 1958 and 1970, patsand social skills [...] became 33
times more important, between generations, in deteng earnings in later life’, we
are provided with further evidence of factors ottiemn access to educational
opportunities influencing achievement. Moreovée argues that the middle classes
are in a position to purchase personal and scdkiiéd that will enhance their

children's development while those with little mgiave few opportunities to act
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similarly. Third, the rise of meritocracy as a political gaatl the debate around
equality, social mobility, social justice and thedtrating role of education raises
unanswered questions regarding the effectivenessaidl democratic policies in
narrowing the gap between the haves and the hase Room the discourse
surrounding meritocracy and social mobility it Isar that the underlying tenet of
human capital theory - the vision of ‘homo econami@and the perception of man as
a self-maximising individual - is relevant to theads of social democrats to the same
extent as it was central to the goals of the Newsgovatives in the political struggle
for global economic advantage. That is to sayhtim@an resource, like any other
resource, is exposed to market forces and competitin order to survive and
accumulate wealth, people have to become morepeisieg and competitive and
view themselves as personal capital that requmesstment in order to participate in

society.

| find this discourse disconcerting in its conceptof people as a means to a political
and economic end and not as an end in themseWéde the argument around
equality of opportunity will continue to dominatag debate, the question of equality
of outcome appears more troublesome. In the confeXEET young lives, we need
to ask not only about the equality of opportunitipen to young people but whether
these are truly fair opportunities. That is, to wgtent does social, economic and
cultural background constrain young people’s aptlit convert these opportunities to
their own advantage. In short, we need to askjasha Nussbaum (2000) does,
what people are actually able to do and what shpalitics be pursuing for each and
every individual before we can think well about momic change. On Nussbaum’s
view, in a fair and just world, we have a colleetiesponsibility to ensure that all
human beings have what they require — a set o€ lsnan entitlements — to live a
richly human life. Thus, by focussing on equatifyoutcome rather than equality of
opportunity, her approach moves to confront thésdieness of meritocracy as
discussed above. Further, it confronts the cot#ream notion of cooperation only
when as a contract for mutual advantage by advaog#tiat the situation of the least

well off be improved, at least to a minimum of whagtice requires for all.

To my reading there is a crucial thread of disaussnissing from this debate evident from
the central position it gives to upward social niopt that is, the element of individual

choice and preference. By individual choice arefgrence | mean the right and the
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freedom to lead the kind of life to which one agpiand that one has reason to value and |
develop this discussion later in relation to Nussba take on choice, opportunity,

political entitlement and capabilities in Chaptére: | am not advocating the right not to
participate in society or to choose a life depenhdenvelfare benefits. | do, however,
guestion the persistent expectation that one shsré#é to better one’s self by chasing
higher social status. This appears unrealisablginly unsustainable. It suggests that
there is something unacceptable about working-dtss given the implication that
‘everyone’ from working-class, manual backgroundgtd to seek to escape their

‘working class’ status. A meritocratic society idassume that high income was proof of
merit and low income a lack of it but Lister (20@@)ieves that much real merit goes
unrewarded as in the case of skilled, committeckersrcarrying out work of value to
society. ‘We have a vicious circle’ she claim$he low value attached to care work
means it is low paid, which in turn encourages ¢ lowly valued’. She proceeds to
criticise New Labour for not providing proper rewsifor menial and low-skilled workers
and quotes Toynbee (2002) to emphasise that whertsan is paid signifies their worth
and is of primary emotional and social importaricew pay is low status [...] Just as pay
Is a cause for boasting among fat cats, it is égaadource of humiliation for the low paid,
seeing how little one hour of their hard work isuea at’ (Toynbee, 2002 cited in Lister,
2006:235).

This leads to my final point, which concerns theadglistribution of opportunities from a
perspective of social justice and the varying @ibsiof individuals to capitalise on these
opportunities. The role of choices, preferencabaspirations in influencing social
mobility is morally troubling, claims Swift (200#)we consider the inequality that tends
to be reproduced by those choices. A person magaiveve an outcome that they have
the opportunity to achieve and may not even trgdiaieve it. If people know that the
mechanisms for allocating jobs is biased they malarthe rational choice to pursue
different strategies. Swift calls this adaptivefprence formation — adapting preferences
to the perceived opportunity set because of peededbstacles. Adding that the role of
choices and preferences in generating immobilig/leen underestimated and suggesting
that we need a better understanding of where mnedess come from, how they interact
with beliefs and resources to generate choicesnwiey are adaptive and so on. This, he
believes, would help us assess the causal procasaesk, the policy interventions most
likely to make a difference, and the justice oustice of the outcomes to which they lead
(Swift, 2003:212). Although, here, Swift directis focus towards the influence of

25



Chapter 2: The Social, Political and Economic Laage of NEET

preferences and aspirations on social mobilityséhdeas resonate with Nussbaum’s
writing on adaptive preferences and capabilitiesl @ppear to be drawn from her work but

he does not say this) that | develop in the coraéstis study in Chapter Five.

From this | take direction for my project. As leseady been pointed out, the educational
achievement and attainment of young people fromgydamilies is lower than that of
children from wealthier families whilst educatiomplalifications may be more significant
to the future of those young people who have nerdibrm of advantage available to
them. It seems logical to suggest that young elgalving education with no immediate
prospect of employment or training and no altexeatorm of support are at risk of a
future of poverty and exclusion irrespective of éigument that they have been presented
with the same opportunities as many others who hademore favourable outcomes. As |
have suggested above, and continue to note throtigiine dissertation, the issues
affecting this inequality are complex and nebulbut nevertheless, constitute a moral
obligation to improve the lot of the least well.offlere | agree with Swift (2003) that we
need a better understanding of perceived opporsrand the role of choice and
preference formation that influence the behaviow @ecisions of those young people.
Further, | believe that this deeper understandarghe facilitated by communicating
directly with these young people rather than frbm analysis of cohort data. Thus my
project engages directly with NEET young peoplarimg the stories of their lived
experiences and interpreting the individual, peatand private factors that influence their
behaviour and their decisions. The main line qliny adopts the notions of choice and
preference formation in the uptake of opportunitiesving on the concepts of capabilities
and functionings through the capabilities approadweeloped differently and separately
but collaboratively by Amartya Sen and Martha Nassb. In many ways the capabilities
approach contradicts the idea of meritocracy in ithevaluates worth not on measures of
income or access to resources, but on what peoplectually able to be and do — not just
on opportunities but on real freedoms to act invthg they choose and to live the life they
have reason to value. This would suggest thatenth# analysis of large-scale studies
provides useful statistics on the relationshipsvbeen education, employment and training,
before we make assumptions about effective inte¢imes, we should consider the real
opportunities open to young people. That is, ttterd to which they are actually able to
take up these opportunities by examining furtheritidividual, personal and private
factors that influence their choices and their sleas. This to me seems a better way to

measure human development or flourishing or wellpéhowever we choose to
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understand these) compared to accumulated finamsiards or educational certificates.
When we have developed a better understanding af ydung people are actually able to
be and do, (see Chapter Five), we might then laebietter position to understand the
barriers to progress that NEET young people fdnehe following chapter, | provide a
review of the literature surrounding the issue &HY and the political interventions
designed to eradicate the problem as a usefuldustep towards understanding young

people who have become, or are at risk of beconNBg; T.
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Chapter Three

The Crisis of NEET

In this chapter, | examine the research literasureounding the crisis of NEET and the
history of political intervention designed to taeklouth unemployment. In addition, this
chapter provides an in-depth description of theurirstances surrounding the introduction
and expansion of government training schemes andtthtegies designed to address the

crisis of NEET that are salient to this study.

Young people who are not engaged in education, @mnt or training (NEET) occupy a
liminal space characterised by ambiguity, indeteany and otherness; betwixt and
between dependent child and independent/capable bdiween effective contributor and
social liability. Moreover, | have already notéat as adolescents they are perceived as
both perpetrators of anti-social behaviour and etdble victims of a society that
demonises them. For many, the turmoil of the axb@et years is exacerbated in the
struggle to make a successful transition from silowdrom welfare, to work in a society
where identity and status are defined by who oneith that identification often focussed
on how one earns a living. Transitions can be derand may involve repeated spells of
unemployment and low-paid, unrewarding work or uess into unfulfilled courses of
training. The rewards of paid employment go beythredeconomic to offer purpose,
respect, prosperity and the opportunity to liveltfeeone chooses to value. In the previous
chapter | explored the external influences affectiantemporary youth in their transition
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to the world of work, drawing on the theoreticaliwof Olssen, Castells, Giddens, Young
and Rifkin to highlight the barriers and inequaktimany face. In this chapter | narrow my
focus to concentrate on the research literatun@soding NEET young people to identify
and discuss the nature, the scale, the cost amubtivy salience of the problem. Where
possible, | concentrate on the situation in Scotlahhe research literature provides a
useful description of the characteristics of theENEjroup while emphasising the fact that
they are not, of course, a homogeneous group wmetindividual and varied needs and
require different levels of support. Next, | exgloelevant aspects of the Scottish
government's strategy ‘More Choices, More Chan@ashmonly abbreviated to MC2 or
MCMC) introduced to tackle the issue of NEET argbahe government training schemes
that have been developed under their skills devetoy strategy. What emerges from this
engagement is a deeper understanding of the pencegtNEETS as collectively
constituting an economic liability, a social burdenwelfare and a drain on government
expenditure. At the same time, the group seeneserye an understanding of how their
individual needs can be met and what strategiesrded/entions might be most effective

in meeting these needs.

| take as my entry point the dramatic rise in youtlemployment in the late 1970s that
spawned a series of training initiatives (‘schem&ggeting the young school leaver
without a job. In response to the need for updatednformation on the effectiveness of
these schemes along with personal, social and Bdnabkcharacteristics of the young
people most at risk, biennial surveys of Scottishd®l Leavers (SSLS) have been
conducted since 1977. Subsequent analyses of dagsdave informed major policy
decisions and have been the source of many longaliesearch studies around the
transition from school to work in Scotland; moswdfich was government funded (Main
and Raffe, 1983a, b). Considering that the eabry of the biennial surveys spanned the
ousting of a Labour government by the Conservativissnteresting to note some of
Raffe’s findings from that era (Raffe, 1984). Us@BSLS data from 1977 to 1983, he
describes this period as one of deepening recessi@mring to the collapse of
employment between 1977 and 1983, and presentinghéinging pattern of destinations

of school leavers replicated in the table below:
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Table 1. Destinations of school/kra when surveyed

Year of leaving school 1975/76 1977/78 1979/80 1981/82
Year of survey 1977 1979 1981 1983
Full-time education 16.0 16.7 19.7 24.1
Full-time employment 65.3 65.9 49.1 36.3
Unemployment 12.0 8.6 15.1 16.4
Schemes 3.7 6.2 14.8 19.2
Others/not known 3.0 2.5 1.2 3.9
Total 100.0 99.9 99.9 99.9
Unweighted n (6946) (6637) (4000) (4895)

Source: Raffe (1984: 251) Destinatiass percentage of total school leavers

The table clearly shows the increasing percentagewng people engaged in full-time
education while the percentage in full-time empleyntndecreased. While the number in
government training schemes increased dramatioady this period, that figure is not
included in the number defined as unemployed. €Rafhterpretation of this data brings
him to some interesting conclusions. First, yautemployment (at least among recent
school leavers) is no longer significantly conndatéth patterns of subemployment or
frequent job-changing. Secondly, unemploymentimd$undamentally changed the
‘selective function’ of education; credentials hagtained their labour-market value in
relative if not in absolute terms. Thirdly, heests that the rise in school-leaver
unemployment is very largely a result of the reessf that time — the decline in the
aggregate demand for labour — rather than of uyidgrktructural changes that
disadvantage young people. Most recent changé® itransition from school to work, he
suggested, would in principle be reversible if theession were to end (Raffe, 1984:247).

Two decades later, at the time of the electiorhefNlew Labour government (1997), youth
unemployment had decreaseand by the turn of the century in Scotland, asther parts

of the UK, young people not engaged in employmeshiication or training continued to be
the focus of concern and had been assigned thevgmahstigmatising label ‘NEET".
Reflecting growing political activity to addresscgad injustice and exclusion, the newly
formed Scottish Executive commissioned an in-deptilysis of SSLS data to inform its
Social Justice strategy. This research (Croxfotl Raffe, 2000; Raffe, 2003) examined
the scale of the problem in Scotland and attemimtet®scribe the backgrounds and

activities of NEET young people in Scotland. leyKindings are summarised below:

® National UK statistics suggest a fall from appfig£00,000 to 912,000 at this point but it is difficto find
comparable figures due to reclassification
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Q NEET young people do not form a homogeneous grmupnany young people,
NEETness is a short-term temporary state as thexenmbo and out of employment
or wait for a full-time course to start. More thizunee in ten (31%) young people
surveyed were NEET at some time during the threesyafter the end of
compulsory schooling. More than half of these weremployed. The proportion

who were NEET at any one time varied from 5% to 16%

O Between four-tenths and two-thirds of young peag® were NEET at a given
point in time were still NEET six months later.

Q On average, NEET young people had lower educatatteihments, had truanted

more and had less favourable attitudes to school.

Q For some young people NEET status could be viewed@ositive choice to travel,
take a gap year or experience part-time or volyntanrk that is neither associated
with a disadvantaged background nor leading toréutiisadvantage. For others,
being NEET is part of a wider pattern of disadvgatand powerlessness rendering
them vulnerable to further spells of NEET. Thusaarower definition of NEET
includes only those who are unemployed, sick cattaesd, or looking after a child

or the home.

Q Young people who were unemployed or looking afteidcor home tended to have
less advantaged social and educational backgrotmtie, NEET for longer, and to

be vulnerable to further spells of NEET.

Q Females remained NEET for longer; more femalesddaiter children or home, or

took part-time jobs, but fewer were unemployed.

Recent research (Spielhofer et al., 2009) commssido inform the debate over the
proposal to raise the school participation ageBtprbduced similar findings to Raffe’'s
earlier work. Spielhofer’s study used latent clasalysi$ of Youth Cohort Study (YCS)
data to segment young people who were NEET orlia yaithout training (JWT) and
tested the validity of the segmentation by carrnoanginterviews with young people.
Confirming that the NEET group is not a homogeneagrasip, three segments were

" A statistical technique used to cluster or catisgodata into groups
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identified: the largest subgroup (about 41 per)cactuded those who were ‘open to
learning NEET’. These young people were mostyiltelre-engage in education or
training in the short term and tended to have hid¢gweels of attainment and a more
positive attitude to school. The second largelsgsaup (38 per cent) were those who were
‘sustained NEET'. They were characterised by thegative experience of school, higher
levels of truancy and exclusion and lack of edwceti attainment. This group were most
likely to remain NEET in the medium term. The thgroup (22 per cent) were the
‘undecided NEET’ who were similar in some respefdsexample in their attainment
levels, to those who were ‘open to learning NEEMbwever, they seemed to be
dissatisfied with the available opportunities aneiit ability to access what they wanted to
do. Itis important to note that while these categations provide useful and interesting
insight into the subgroups of NEET, not all NEETugg people display the common
characteristics of any group and many shift intd aat of NEET status over time. So, we
should not risk generalising or stereotyping onliasis of these characteristics. It is for
precisely these reasons that my study endeavouamsatioevery young person as an
individual and seek to look beyond any label adth¢éoethem and not to add to existing
classifications. What is useful, however, is thielence that suggests that many NEET
young people remain receptive to education anditrgialthough they are likely to have
left the compulsory sector at the earliest oppatyuemnd so | return to develop this idea

further in the final chapter of this dissertatiordan the questions on attitudes to school.

Because of the changing typology of published ®tia$ it is difficult to find comparable
figures about the scale of NEET in Scotland oveextended period of time. However, it
is noteworthy that 2008 statistics on school lesyierm 2006/2007 show 87% to be in
positive destinations and, since positive destimatinclude higher education, further
education, employment, voluntary work and trainibgs reasonable to deduce that the
remaining 13% categorised in ‘other destinationslude the latest additions to the NEET
group. It can also be observed that, while thegreage of school leavers making the
transition to employment (34.4%) is comparableh 1983 figure of 36.3%, full-time
further and higher education now accounts for 5@%estinations compared to 24% in
1983. It is not certain, however, whether thiswgtoin the uptake of full-time education is
reflected in the destination of ‘Training’ sittirag) 4.4% or whether that is comparable with
the 1983 figure of 19% under ‘schemes’. While @asi interpretations may be placed on
these figures and multiple conclusions drawn, agdurdless of how we refer to the young

unemployed people in our society who are not gagting in education or training, it
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appears that the scale and intractability of tlodbj@m persists to more or less the same
extent (Raffe, 1984; The Scottish Government, 2R08a

While not underestimating or ignoring the indivitlaacial cost of exclusion, | turn briefly
now to explore attempts to estimate the finanaal of being NEET since this plays an
important role in driving government policy. Althgh the work carried out at the Social
Policy Research Unit is based on the situationngl&nd, its findings have relevance to
Scotland and the rest of the UK (Coles et al., 2@itfrey et al., 2002a, b). The aim of
this research was to estimate the additional adstsee NEET group compared to the
hypothetical situation that these young peoplethadsame current and future experience
as the rest of their non-NEET peers, taking astéding point the Department for
Education and Employment (DfEE) estimate of 157 @0e end of 1999 and 170,000
(9%) 16-18 year olds in England identified as NEEThe end of 2000. From a review of
the major data sources and research literatupp#ared that several groups were over-
represented. These included: young people in-casgémated at over 55 thousand;
teenage parents and young carers; young peopldamighterm health problems; young
people having a special educational need; thoamatt) no qualifications or low level
attainment often associated with truancy and exahusom school; young people
experiencing family disadvantage and poverty; &ndlly, young people involved in
crime. After identifying and quantifying thesekrigroups, estimates of the additional
costs to individuals, their families and to thet ssociety across the lifespan of the group
were provided although it is made clear that tregseconservative estimates and not all
effects could be quantified (Coles et al., 2002df&xy et al., 2002a, 2002b). For the items
where costs could be identified, the average pegitacéotal present value costs over a
lifetime are £45,000 resource costs (opportunistgioand £52,000 public finance costs
(balance between revenue and expenditure). Thédisance of these costs is made
apparent in the claim that if 10,000 people (Ilbss1t10% of the estimated English NEET
population of 157,000) were removed from the NEEJug, total current savings would
be £450 million in resource costs and £520 millimpublic finance costs.

Thus we see an economic imperative for governmensduce the number of young
people classified as NEET as well as assuming &athtial and a moral one. With
education assigned the task of reform there apgpédag two thrusts to the strategy. First,
in the compulsory pre-sixteen school sector thegedrive towards re-engaging young

people in learning; to improving attainment andi@eément and to preparing young
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people for a successful transition from schooltthier and higher education, employment
or training. Beyond the age of sixteen, therefia@ncial rewards for many who choose to
continue in education or training (Education Maiaece Allowance — EMA). In addition,
the review and expansion of government trainingesws provides support for the
transition to work and the introduction of modeppeenticeships aims to enhance
opportunities for achieving vocational qualificatg The direction of both the pre and
post-16 thrusts is clearly aimed at stemming toe f school-leavers into the NEET

group by providing increased opportunities for pesidestinations.

Offering more opportunities to young people lieshat heart of the Scottish Executive’s
NEET strategy ‘More Choices, More Chances’ (commaiibreviated to MCMC or
MC?2) introduced in 2006 (Scottish Executive, 2008gtting a national priority ‘to
eradicate the problem of NEET the length and breatiScotland’, this strategy provides
a detailed analysis of the NEET group on whichasebits action plan. Of particular
interest is the table displaying estimates of the ef the NEET population in Scotland
from 1992 to 2004 confirming the persistence ofgheblem involving '35,000 lives’
(Scottish Executive, 2006:56). Of this 35,000 hieadigure, an estimated 20,000 ‘hard
core’ NEET individuals require support and the répeakes reference to the estimated
£45,000 additional resource cost (representingtiséto the economy as a whole of
failing to help a 16 to 18 year old out of the NE§®up) and the estimated £52,000
additional cost to government of a NEET individtigh.14).

The overarching aims of the More Choices, More Charstrategy’s approach is to stem
the flow of young people into the NEET group by ingva system-wide pre and post 16
commitment and to prioritise education and trairongcomes to improve their low levels
of attainment as a step towards lifelong employgbilThe action points are ambitious and
far-reaching. In pre-16 schooling, there is a ttransform the learning environment to
focus on outcomes for all children; to provide flé&, personalised learning opportunities
tailored to individual needs and to better prepaneng people for the world of work.

Here the ‘Curriculum for Excellence’ (Scottish Exége, 2004) is introduced as
representing a radical restatement of the purpbsduxation, with the young person at the
centre of a curriculum, tasked with enabling ther fcapacities of education: successful

learners, confident individuals, responsible citiz@nd effective contributors and leading

8 Note that these figures should not be added asvihald lead to double counting.
Sources: from 1992 — 2002 Labour Force Survey; 20B8nual Scottish Labour Force Survey; 2004 —
Annual Population Survey

34



Chapter 3: The Crisis of NEET

to the achievement of positive outcomes on leasaoiwol. In the post compulsory sector
there is a call for a cohesive approach from edocand training providers to engage
with public and private sector employers to impreweployment and work-based training
opportunities for young people. The emphasis sufgport and encourage engagement, or
re-engagement, with employment, education anditi@giof NEET young people or those
at risk of becoming NEET. Our national traininggrammes, Skillseekers, Training for
Work and Get Ready for Work (GRf)\play an important role in tackling NEET although
it appears that there are significant regionalatams in GRfW in terms of target client
group, performance, delivery of Lifeskills and @ailability of suitable progression
routes. Possibly in response to these variatibesGRfW policy context has undergone a
review to take account of the commitments madaerskills strategy (Skills Development
Scotland, 2008/9). To my reading, this commitmernid make an offer of learning post-16
to all young people well in advance of their schealing date reflecting the
government’s wish to smooth transitions betweenthrmligh learning and to encourage
young people to stay in education and training-{iést Moreover, it appears to be
working towards a single, simplified cohesive stuwe to improve vocational pathways
pre and post-16 that promotes parity of esteemdmtvacademic and vocational learning.

Studying these research and policy documents rais&s awareness of the direction of
impending change in the role and structure of etilica The absence of any reference to
the term ‘NEET’ in the more recent policy documenetifects government’s wishes to
replace that stigmatising acronym with MCMC (or M@ indicate their strategy to
provide ‘More Choices and More Chances’ to NEETngpeople. Moreover, the
repeated references to a cohesive structure anapéifeed pathway through learning are
significant; as is the guarantee of a place in atlog or training beyond the compulsory
school-leaving age of 16. It may be easy to siseatha softer, more feasible response to
the call to raise the school leaving age to 18gkkiconveniently re-categorises NEET as
EET (in education, employment or training) but herinconsistency and confusion that
cannot be ignored. | have noted, in Chapter That, dpportunities for employment are
declining and those young people leaving schodiauit qualifications are most at risk of
losing out or of taking low-skilled, low-paid anasiecure work and so there is common
ground for arguing for a commitment to give everydime same opportunity to achieve
their goal in life. But | would also argue thate@ where we appear to be giving equal
opportunities, individuals have varying abiliti@sdonvert these opportunities in their own

® sometimes GRFW
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best interest. In addition, we need to think alvaoy there is such a chasm of educational
attainment and whether, if disengagement and nemgdnce are the main reasons why
young people do not stay in education even urgilafe of 16, offering ‘more of the same’
for two additional years will deliver the socialcheaconomic payback from the investment
or whether it will result in the further alienatiohthe young people it aims to help.
Crucially, we must understand the needs and agpisabf NEET young people, be
realistic, honest, and appropriately informed alibatopportunities open to them and be
prepared to invest thoughtfully, carefully and wsthfficient resources towards a
curriculum that can deliver its promises. If werdn understand the issues faced by these
young people, attempts to design policies to p@ydrsonalised learning opportunities
tailored to their needs as we perceive them, mdytile. By exploring the perceptions
and aspirations of NEET young people as individuais study represents a modest first
step towards identifying and understanding theselsie

This chapter has provided valuable insight intogbeial, political and economic
issues that problematise NEET status and the gallititerventions designed to
eradicate it. While engagement with research amidypdocuments adds a useful
layer to the foundations of my understanding, itrezt give me the kind of answers |
need if | am to reach an understanding of individxgeriences and circumstances.
The next stage of this inquiry aims to identify thdividual needs of NEET young
people and to develop an understanding of theogmtions of life and their
aspirations for the future by speaking with therd Bstening to what they have to
say. In the following chapter | describe the mdthand approaches taken in my
research study and discuss the challenges facetydbe experience of listening to
young people’s stories and in attempting to givaecount of what was heard.
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Methods

1. Introduction

The number of young people in Scotland who areilN&ducation, Employment or
Training (NEET), is presented vividly as an econoamnd social crisis through the graphs,
charts and statistics of the publications that goideed the discussions in the research and
literature reviews of the previous chapters of thssertation. Although much useful
information can be gleaned from such secondary, daslimited with respect to the
understanding of individual experiences, percegtiamd aspirations compared to the rich
primary data potentially available through engagmgurposeful conversation with these
young people. This study builds on the publisheangjtative data, drawing from its
analysis and categorisation of NEET young peopkmniattempt to develop a deeper
understanding of the individual factors influencsame young people who leave school
with no immediate prospects of sustainable employragd no alternative means of

financial support.

Chapter One highlighted the perceived wisdom sumdiong NEETSs as both victims of
unjust treatment and perpetrators of anti-sociabl®ur and thus complicates the
planning of a research project that endeavouradgage in conversation with them. The
success of such a project depends on the abilittyeofesearcher to build a relationship of

trust and confidence with a young stranger in & géort period of time in order to
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conduct a fruitful research interview. So, asequirsor to this project, and because | was
anxious that the participants might be unwillinguoable to engage in conversation or
might refuse to have the conversation recordedetione of the Research Methods
courses in the EdAD programme to trial and evalvat®us interview techniques. | then
adapted and improved these earlier methods, bgilgimthe experiences and lessons

learned from that trial in planning the researciugtproper.

This chapter is organised as follows: Section 2gi& procedural overview of the inquiry
process; Section 3 describes the approaches usael imquiry and evaluates these
reflectively within the context of the actual cortlof the research. This section also
explains the procedures carried out in transcrilregrecorded interview conversations
and describes how recurring themes were ident#rediprioritised for later analysis.
Section 4 addresses the salient issues emergimgtfr® interview process and discusses
the process from various viewpoints, that is, witaw as portrayal, narrative, voice and as
inter-subjectivity. A discussion of interview adlexivity appears in the final chapter.
Section 5 reflects on the transformative experiaridbe interview process and its success
in looking to find the young person behind the NBEGel. As a consequence, subsequent
chapters of this dissertation seek to portray anel gpice to the realities of NEET
perceptions and aspirations and use a capabditiproach to develop an understanding of

these young lives.

In order to meet the aims of this study, the puepafsengaging in conversation is to listen
to the stories of lived experiences and to elieficpptions and aspirations; not to present
the participants with a pre-set list of questionsogorod beyond what the young person
feels comfortable to discuss. This required dgvelpa research strategy sufficiently
flexible and reflexive to allow a continual refrangiof the issues as these would be heard
from the participants; designing and conductingaced method’ of research. The
reasons for this approach are provided later m¢hapter along with a theoretical
description of the methods considered and thosetsel as most appropriate for the
purpose of this study with a discussion of thefieefveness in practice within the context
of seeking out, hearing and reporting student voldae to the context of this study, there
is no single definitive approach; no set of stad&d procedures; and what emerges
methodologically is an interplay between severarapgches drawn from ethnography,
phenomenography and narrative inquiry. This infednehoice is based on the

researcher’s ontological, epistemological stancklandeavour here to give an account of

38



Chapter 4: Methods

the content of the interview conversations withtipatar attention to researcher
positionality and the ethical issues that arosénguhe interview process. Finding
resonance with Kvale’s (1960) description of quadiMe research interviewing as an
attempt to understand the world from the subjgmbisit of view and to unfold the meaning
of people’s experiences, Hisundational work informed the research designtaed
interview process of this study. In order to depelapport and encourage dialogue, the
interview conversations were enhanced using priegeind enabling techniques

comparable to those presented and explored byafdl. (1996) and Wilson et al. (2007).

After transcription, the analysis of the intervidata followed two complementary paths:
first, drawing from phenomenography (Marton, 1984yl Template Analysis (King,
1998), the interview transcripts were searchedifemes. Secondly, the search for themes
was refined and re-focused to link with notiongapabilities as proposed by Nussbaum
(2000) and discussed in Chapter Five. These twspaverlapped and intertwined
throughout the research process to inform the fiaalatives of the storied lives | was
privileged to hear and to illuminate my understagdif the salient messages emerging
from the conversations. To describe the interpeacess as ‘data collection’ is to gloss
over the attendant issues that include emotiomesgmtation, voice, the role of the
researcher and the nature of the relationship lestwiee researcher and researched that
emerged as critical aspects of this study. S@ hezclaim the term ‘data collection’ away
from the realm of scientific detached experimeptato embrace the collection of storied
data from research conversations and return taisksissues around such approaches to

data collection in Section Four.

2. Overview of the Inquiry

In this section, | provide a brief overview of tinguiry process, highlighting the salient
points of the research design while providing hie following section, a detailed
explanation and justification for this choice opapach. As is already clear from the
earlier chapters, the NEET group is not a homogesigooup and its membership is
dynamic. Many young people move in and out of NEEfus over different periods of
their lives and for many different reasons and iregdifferent levels of support and
different kinds of interventions. It follows, theiat this study reaches a very limited
sample of the NEET population — a sample thateessible to the researcher within the
constraints of her educational environment - thaseng people who attend college as part

of their ‘welfare to work’ contract. The particip@ in the study are young people on the
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‘Get Ready for Work’ (GRfW) government training sche designed to tackle the problem
of NEET and who chose to follow the vocational straf the initiative delivered in

college. Fourteen young people participated aol part in a face-to-face, one-to-one
recorded interview typically lasting 40 minutescc@ss to these young people was
negotiated via their training supervisors but, sitiiese young people are only in college
for a short period of time during which they go oatwork placements, and because |
have no access other than when they are in ctasasinot possible to carry out follow-up
interviews. The interviews took place over thresekte phases with initial analysis of the
earlier conversations informing the second andegsnt phases. This flexible, reflexive
approach allowed the interview situation to be oesjve to the emerging key themes in

the data that formed the basis of later analysis.

Participant voice is central to this study — listgnto what individuals have to say and
following leads in the conversation that open uacgs of possibility for deeper
understanding of especially poignant issues wasnéggé Submitting an interview
schedule as part of the procedure for ethical agpnoas useful in formulating and
formalising the kind of data | hoped to collectf,lalthough | had a short checklist beside
me during the interviews, no structured questiatqwol was followed. The reasons and

justification for this approach are provided latePart Il of Section 3 here.

In preparation for analysis, the recorded intergevere transcribed, by me, using a word
processor and backup copies were made. Duringahscription process, all references to
participants’ names and other possible means otift&tion were removed. Each
interview file was assigned a unique identifier ghhwas cross-referenced, separately, to
their consent form and thus to their name. Thesggssnsured that the ethical issues of
confidentiality and security of data were address®d ensured that the participants could
not be identified from their responses. In pragtitowever, this became an issue that |
discuss further in the final chapter within the t&x of producing a research dissertation

and whether, in doing so, absolute anonymity cam be assured.

3. Approaches Used in the Inquiry

The research design evolved from the notion (gleédrmen my reading but not attributable
to any particular author) that the design of arecpiof research is at least partly shaped by
the hierarchical relationship between the undegpistemological assumptions and the

methodological approach which in turn has bearmghe choice of methods adopted. In
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this section | discuss the philosophical assumptiorderpinning the research design:
epistemology — what constitutes knowledge and hew knowledge is constructed
between the researcher and the participant; onteloghat constitutes reality and the
subjectivity and multiplicity of reality from thegpticipants’ perspective. Finally, from this
initial position, the research methodology and rad¢hare discussed and evaluated.

I. Methodology

In considering the philosophical stance of thiggut | take as my point of departure the
subjective/objective dichotomy, or continuum, abwbft it is possible to know and how
we can obtain this knowledge. The kind of knowkedgeated in this study is not scientific
experimental verifiable knowledge obtained follog/i criterion of objectivity by a
detached researcher. It is the kind of knowledgestucted by listening to people’s
stories, hearing about their experiences and utadetisig and respecting their points of
view. Its interpretation is subjective, value-ladmnd richly individual and while it is
argued that we can never understand the mindshefgtl would reject the solipsistic
assertion that it is therefore futile to try. Thed of knowledge and understanding
constructed during an intimate conversation with‘tdther’ goes beyond the intuitive gut
reaction to brief encounters; the apperceptiondeatimes knowledge beyond what is
seen; the unfounded instant judgements we make dtzsarvations. That is to say, | am
looking to create the kind of knowledge that walké my understanding and perception of
NEET young people to a level beyond received wisdman myth or media hype.

The multiple world views that evolve through socplitical, cultural and emotional
experiences cannot equate to a single, knowabli¢yreBlor can the relationship between
the researcher and the recipient remain whollyailvje, value-free and neutral.
Interpretive paradigms recognise the central rbld@researcher, and her values and
assumptions, in the inquiry and accommodate tlegsabjectivity of the relationship
between the researcher and participant in buildibgtter understanding of the
phenomenon being studied. Engaging with NEET yquewple in order to better
understand their perceptions and aspirations agd/éovoice to their views of the world
fits well with Lincoln and Guba’s (2000:116) cateigation of Constructivism. Further,
following Lincoln and Guba’s line of ‘overlappingmadigms’ and ‘blurring genres’, and
acknowledging my goal to report NEET perceptiond aspirations in a way that
highlights their, and my, ‘otherness’, my stancgibg to resemble the emancipatory

narratives of critical theory and the validity eria of the participatory paradigm that
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‘leads to action to transform the world in the se#wof human flourishing’ (Lincoln and
Guba, 2000:170). In light of the experience ofdiaeting the research interviews, |
discuss issues around my role as researcher amdlatypnship with the researched in
Sections 4 and 5 of this chapter and | engagetwé&motion of human flourishing in
Chapter Five.

My methodological approach borrows carefully, bot im an equally distributed way,
from three methodologies: narrative inquiry, pheeaography and ethnography. The link
with ethnography is the most tenuous; from it Mdian the idea of studying and learning
about a person or group of people, their behaviandscultures, but do not do so from
observation or from field work (although this apgech had initially seemed attractive).
Narrative inquiry promised to conserve the richrefghe stories | was told and am re-
telling but the product of my work is not to beiagte collaborative story constructed
jointly with the storytellers. Working within th@onstraints of producing a doctoral
dissertation, | use brief excerpts from the intevwnarratives within the body of this
document and submit short ‘little stories’ in AppenA. Phenomenography, drawn from
phenomenology, offers a useful methodological apgnalesigned to reach an
understanding of experiences and events as toldeadng my discussion of narrative to

Section Four, | turn now to focus on this.

Cresswell and his co-authors offer useful and atlolesguidance to novice researchers on
the selection and implementation of appropriatenmddlogical approaches in their
pragmatic discussion of the origins, definitionatiants and procedures followed in many
commonly used paradigms (Cresswell et al., 200igcrative research is described
broadly as ‘gathering stories, analysing them fy &lements and then rewriting them to
place them within a chronological sequence’ to fygiad ‘when detailed stories help
understand the problem’ (Cresswell et al., 2007;24%). Phenomenology, they tell us, is
appropriate ‘when the researcher seeks to understarived experiences of persons
about a phenomenon’ (ibid: 241). Here the comnppr@ach is to collect data from
several people who have experienced the phenonaethn

The researcher then analyses the data by reduwngformation to significant
statements or quotes, combines the statementthemnees, and writes a textual
description of the experiences of the persons,tp.cponvey the essence of the
experience. (Cresswell et al., 2007:254)
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Although | find resonance in the ideas of ‘gathgratories to help understand the problem’
and ‘seeking to understand the lived experiencedhars’, it is not my intention to

‘rewrite them within a chronological sequence’ @freduce and combine statements into
themes’. Itis intended that the final productto$ research will give a respectful and
ethical account of the stories that | am told andheir telling, that | reach a deeper
understanding of the social, political and educstidactors preceding NEETism. This,
more than shaping my research design to fit atypatof methodology must remain my
goal and so it follows that my research methodoldlinclude variations of narrative

and phenomenological approaches. One such varigtiwhat Marton labels
‘phenomenography’ and which he describes as congsitary to other kinds of research
yet a relatively distinct field of inquiry aiming description, analysis and understanding of
experiences (Marton, 1981). It is particularlyeregnt that Marton’s work is founded in
educational psychology and interesting that hefjesthis argument on his belief that ‘to
find out the different ways in which people expede, interpret, understand, apprehend,
perceive or conceptualise various aspects of yaalgufficiently interesting in itself’ (ibid:
177-178). To my reading, though others may no¢@gihe essential difference between
phenomenology and phenomenography is Marton’s ginabsation of first and second
order perspectives: in the first we orient ourseliwvards the world and make statements
about it; in the second we orient ourselves towaedple’s ideas about the world and
make statements about these. The difference betpleEnomenography and
phenomenology and the significance of this to nojgmt becomes clearer when we study
Marton’s example with reference to political powdihephenomenologgf political

power, he tells us, would refer to something thatanrive at concerning political power by
means of a phenomenological investigation whileptienomenographgf political power
would refer to how people perceive, experience@nmateptualise political power. It
makes sense, then, to focus on phenomenographg a@sminant methodology for
describing NEET perceptions and experiences ofagucwhereas a phenomenological
study would refer to anything that could be saiduteducatioper se From Marton’s
foundational work, phenomenography has developedmaainstream research approach
spawning a variety of methodological procedurestarducting phenomenographic
research (Akerlind, 2002). Akerlind’s presentatadra variety of accounts of
phenomenography in practice has had significantifggan my choice of approach to

analysis.
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. Interview as Method

Having articulated the methodology of this reseatcltly as drawing from ethnography,
phenomenography, and narrative inquiry and haviedipated its new knowledge claims
on developing understanding of NEET young livesegms that what is required is a
choice of methods that can accommodate the tedimre-telling of stories. According to
Connelly and Clandinin (1990) ‘One theory in ediuaral research holds that humans are
storytelling organisms who, individually and sobjalead storied lives’ and ‘tell stories of
these lives’ (p.2). The authenticity and credipibf a study of storied lives and
experiences is enhanced by the accurate reportiting avords of the participant and the
considered interpretation of any non-verbal commation as Sewell illustrates in her
references to Patton’s (1990) experience of altezgponses to concerns when the reports
included actual quotations (Sewell, nd). Howeaeithenticity and credibility are

contested issues that lead to questions of valatityrepresentation in voiced research and
the interpretation of meaning. Indeed the auth@itthe researcher to speak for or on
behalf of the other is the subject of much debatet aside these issues for the moment in

order to describe the interview process but retoigddress them in some detail later.

Collecting data by any means other than face-te-thalogue, by postal questionnaire or
telephone interview for example, would deny anyarfymity to recognise or respond to
emotional facial expressions or hand or body gesttirat might enhance the
understanding of the meaning of the spoken wordw/€8, nd; Kvale, 1996; Dilley, 2004).
In practice, of course, expressions and gesturebeanisinterpreted as can other forms of
non-verbal signals such as clothing, hairstyle ma#teup and they risk introducing
subjectivity and bias into the inquiry. Furthehile some researchers (e.g. Barbour and
Schostak, 2005) might suggest that group interviemasfocus group approach to data
collection have the benefit of encouraging conw@savith other peers, my experience of
working with similar groups of young people hasnfrtime to time, demonstrated a level
of aggression, a collision of views and a battlesigpremacy that would not be conducive
to the exchange of private thoughts and feelingsriight be more likely in a one-to-one

situation.

Planning a fruitful interaction designed to encgerand motivate dialogue around specific
issues requires appropriate positioning on a stradt- unstructured continuum. Adhering
to a sequence of highly structured questions reguanswers that fit into neat categories

denies the interviewee the opportunity to telltes/story in his/her own words or to relate
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to any other relevant experience. It also deresriterviewer the opportunity to probe for
deeper understanding through further explicatiotodollow interesting leads in the
conversation. An alternatively polemic positioatthllowed the interviewee to talk
without restriction on any arbitrary subject woblkel equally fruitless. Designing a
framework wherein the discussion may be encourémedrds specific topics yet allows
the interviewee to talk freely about these topied allows the interviewer to explore
avenues of conversation, is my preferred modetddecting rich data about lived
experiences (Sewell, nd; Kvale, 1996; Dilley, 20Bdrbour and Schostak, 2005).
However, in practice, assuming an unstructureceon-structured approach was not
without consequence and it became clear at an si@gde that some important topics were
being missed. For example, | had not always belenabout the age or stage at which the
young person had left school or what they had leémg during the time between leaving
school and joining the Get Ready for Work courke/as also interested to know what
kind of support and direction they had had durimgtransition period from school and
whether they truanted from school. Thus an infdrchacklist evolved that could be
consulted towards the end of each interview to enthat | had not missed important

points.

It was not intended that the study should accomneodiaect comparisons between
participants in light of their gender, age or otpersonal characteristics or to work
towards generalisable statements of cause and affdcso there were no criteria for
selection other than being a participant on a Getdy for Work course. It made sense,
however, to engage with both male and female tesimm a fairly equal basis. The first
group from which participants were invited were @sabn a construction course, the
second were females on a hairdressing course arttlitd were following a general

course where both males and females undertookestudiall aspects of construction
(painting and decorating, bricklaying and carpening joinery), childcare, healthcare and
information technology. Of the fourteen particifgrsix were male and eight were female.
No particular individuals were targeted from thgssups. My approach was to find out
when in the college week they would be with thepervisors working towards

developing job-seeking skills and | arranged thdien | called at the classroom, one
person would be asked to go with me. As we wafkah the classroom to the room | had
prepared for the interview, | explained that | wasrying out a research project and would
appreciate their co-operation although they wedeuno obligation to participate. Once

inside the interview room we discussed the PlaigliEh Statement about the project and |
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emphasised that the aim of the study was to asgisand people like me who were
involved in teaching, to better understand the gopeople they taught in order that, in this
instance, | might be better aware of their exp&ésrand perceptions of education and
their aspirations for the future. Reminded, agtiat they were under no obligation to
participate or to answer any questions they felewetrusive and that they could leave at
any time, a consent form was signed giving apprtivaécord the conversation for the

purposes of this research project with assuranicesvacy and confidentiality.

It should be noted that no-one who was invitedadigipate refused. Nor did anyone
object to the conversations being recorded or esfosnswer a particular question that |
posed. Any anxiety that the conversations migkehzeen intrusive or probed beyond
what the young person was at ease to discuss a@seintly assuaged by the participants’
reactions and willingness to talk. Tellingly, agturn to the classroom and in response to
being asked by classmates what had been goingtgpical response was ‘Nothing, we
were just talking’. The idea that we were ‘judkitag’ lies at the heart of my methodology
and, on reflection, requires skills of listeningher than talking and an ability and
willingness on the part of the researcher to coticalmly with ‘just talking’ through the
shocks and surprises of the ensuing conversationste in detail about the complex
emotions | experienced during the interviews intdac4 of this chapter and concentrate

in this current section on the methodological atpetthe interview process.

Projective and Enabling Technigues

Having elected not to follow a structured intervisghedule meant that | had to consider
the possibility that the young people, who mightédneesponded favourably to the
alternative approach of being asked direct questibat required shorter, less challenging
responses, could find it difficult or be unwilling engage in a lengthy conversation.
According to Morrow (1999), it is crucial to thethanticity of interview research that the
researcher is able to support the ‘voice’ of theig@ants by using a range of methods
designed to facilitate the expression of their @pis and discussion of their experiences.
Anticipating that the young people might feel unéortable with being the focus of
conversation for any length of time and might bevillimg or unable to express their
feelings or tell their stories within a researcteimiew, various projective and enabling
techniques were initially incorporated in ordeetecourage a more relaxed and

spontaneous research dialogue.

46



Chapter 4: Methods

At the beginning of each interview | introducedite‘grid’ (see Appendix B) as an
enabling technique to encourage participants tougdis events leading up to their leaving
school by focusing their minds on this event (Wilkl., 1996). The life grid was adapted
from the work of Wilson et al. (2007:3) in theiregt to ‘grab the interest of even reticent
young people’ and supporting them to tell theirisea Completing the life grid through
‘mutual collaboration’, they report from that resdg fostered an exchange of dialogue
and helped diffuse power relations between int@rgreand interviewee — a crucial factor
if the data collected is to be a true represemaiiche participants’ experiences. In
addition to the lifeline, my version had three eokd horizontal lines to accommodate
‘people’, ‘places’ and ‘feelings’ and a fourth ubé&led line to be used in the event of
some other significant aspect being introducedndutfie discussion. Two-thirds of the
way along the lifeline was a marker labelled ‘fhool’; the significance of its position
facilitating discussion not only on past experienbat also on future plans and aspirations.
Cross referencing between the lines on the lifd; ghie people, the places and the
emotions that play a significant role in their byevas designed to encourage reflection on
different dimensions of their lives and the retexspve construction of their narratives.
The aim here was not to construct a chronologieqlisnce of lived events but to
encourage the young participants to engage in ¢eatren and so the life grid was used to
initiate conversation by making reference to thly pne-marked event — that of leaving
school — and asking “What do you remember abowirgaschool? Can you tell me about
it?” From there the conversations unfolded aloagous paths as we picked up on

interesting features of the dialogue and notedifstgmt facts and events on the grid.

In addition to using a life grid, two published ogfs were used to project the focus of
conversation away from the participant. The kewypabout this technique is that

respondents are asked to interpret the behavioothefs, rather than directly
asking them to report their beliefs and feelinfgsinterpreting the behaviour of
others, the respondents are indirectly projectiggy town beliefs and feelings
into the situation. (Kinnear and Taylor, 1991)

Further, this approach allowed me to ask the tympiestions typical of a
phenomenographic methodology, that is, questidiisgdhe form ‘why do people think
* rather than ‘what do you think ...’, that is, tkid of questions that refer to how
people perceive, experience and conceptualiseghe ander discussion rather than the

topic itself.
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As the conversation developed, and in respondeetadncern expressed earlier regarding
the UK’s international rating for wellbeing, refae was made to the charts in UNICEF
Report Card 7 that showed the UK at the bottonmefwellbeing league for young people
living in ‘rich’ countries. The report also showtte USA in second bottom position
(UNICEF, 2007). The purpose of this was to encgeira discussion on subjective
perceptions of wellbeing and to elicit the youngspe’s interpretation of the findings of
the report that, in turn, might stimulate discuesib their own feelings and experiences
without resorting to intrusive direct questioningy shifting the focus onto those young
people who participated in the UNICEF study andprg what experiences and
perceptions the UK and the USA respondents migye had to result in their countries
being placed at the bottom of the wellbeing leagjue jnterviewees might offer
suggestions that revealed why some young peopbteiped themselves to be having such
a poor experience of life. The results were blbtiminating and disturbing. Using the
charts from the UNICEF (2007) wellbeing study alémlame to focus indirectly on lifestyle
issues and did encourage the young people to teftetheir own lives and what they
might hope to change. Many spoke about the pexddiweat of violence on the streets
where they lived. Others chose to talk about tbelr®l and drug problems affecting many
young people. | was, however, unprepared for Gergsponse when he pulled the chart
towards himself pointing to The Netherlands atttppeand announcing that if that was

Holland then everyone was happy there because bsnas legal.

Adopting a seemingly unstructured approach allothednquiry process to be changed
iteratively in response to the data being collectedr example, a second projective
techniqgue was introduced in the middle phase eruws in response to the number of
earlier references to bullying and explicit or eitened violence with the underlying
assumption that this led to school avoidance. demaference during the later interviews
to news headlines surrounding the publication Bfiash Council survey condemning UK
schools as being the worst in Europe for bullyitrg particular, the situation is perceived
to be worst in England where 48% of pupils thinkysng is a problem in school
compared to 43% of pupils in Scotland and 32% sthedy average- in Wales (Lipsett,
2008, The Guardiah Making reference to the salience of bullying alence as an
internationally recognised problem in schools iegithe young participant to relate to
these issues and reflect on their experiencesretheictim or perpetrator in order to try to
find out if bullying was considered to be a probland if it was a reason why many young

people truanted from school. Responses to theestigg were lukewarm with a few
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participants admitting they knew someone who wasgdeullied and one or two
suggesting indirectly that they had been activelplved in incidents where people were
bullied. One person confided that they had bediredwat school but that it had stopped
when their parents contacted the school; anothex ga account of a young person who
received injuries at school being told by the heasher that, since he had not seen what
had happened, he was not in a position to takeaatign. Despite the high profile given to
the problem of school bullying by the media, it diot appear to be an issue that gravely
concerned the young people in this study. Wheidibccur, the reason usually suggested

was that young people seen as ‘swots’ were reguiaryeted.

Conducting the interviews was an enjoyable, endigimg and emotional experience
somewhat removed from what | had expected in thatlibeen anxious that the young
people might not be willing to participate or ta might be unable to engage in
conversation. In fact, the interviews were extrignseccessful in producing rich, complex
and often emotional accounts of the young peojtikeesl experiences - there was no
arguing, confrontation or shouting. Further, n@ojected to the conversations being

recorded; in fact, some seemed pleased that tloeies were ‘being taped'.

The efficacy of these projective techniques gog®he their success in fostering
conversation and eliciting young people’s viewsa réflection, it appears that by
demonstrating the international salience of youagpte's perspectives and the global
concern for their wellbeing, the participants haorenconfidence that the views they were
expressing during the interview might be listenednd disseminated. | wonder whether
this suggests that these young people actuallyeagted, perhaps even enjoyed, the
opportunity to speak freely and openly with someahe wanted to listen, without
judgment, to what they had to say? | believe @sdloAnd in believing thus, more
questions are raised about who is listening toetlmearginalised young people? Do they
have a voice and is that voice being heard? Taestoubling questions with possible
answers that cannot be ignored — | return to dstusse questions in the final chapter of

this dissertation.

Recruiting participants, apart from the period dgrihe move to a new college building,
was generally unproblematic as | pre-arranged auewétimes to come to their classroom
and their supervisor selected someone to go otwé telling them discretely that |

would explain what was happening. On one occasiorived at the classroom to find a
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different supervisor in charge who, knowing whyaddhcome, proceeded to announce to
the class that | was looking for volunteers and thay would have to think very carefully
about what they said to me because it was veryiitapb It then transpired, not
surprisingly, that no-one volunteered. As with aegearch project that engages with
people’s perceptions, the data are restricteddgémticipants; and while | make no claim
that the findings of this study have standing beltire local context, there remains a
reluctant acceptance that | am not able to refi#d¢acets of those diverse, but unheard,
views. While the data collected during the intews was wholly appropriate to what |
looked to learn from this inquiry into young pedplves, its limitations are not being

ignored and are discussed in the final chapter.

On a different occasion, | was the one who chosemengage further with a particular
group after coming across some young people caasthgturbance in the lift.

Recognising them as coming from the class | waseatly interviewing, | chose to walk

on but had to turn back when the noise became isilgleso ignore and | realised we had
visitors — young school pupils - in the vicinitRay this time they were jumping up and
down and kicking the sides of the lift and so | badhift into ‘disciplinarian’ mode and
handle the situation as a figure of authority thrsbably ruining any possibility of
becoming engaged in a meaningful research convamsaith them as | could no longer

be perceived to be detached from judging their bielna. While the decision to switch

roles from researcher to professional in ordentervene was made instinctively | remain
convinced that it was correct. In the followingsens of this chapter, | argue that the
success of the interview process was due, mamlihe relationship that | was able to
establish with the participants and that the tyjpeooversations we were able to have
would have been compromised if | had been perceageaalfigure of authority. As the
inquiry progressed, | set and re-set conditionstemdhdaries of engagement in response to
emerging methodological issues so as to allowamad possible, a professional and ethical

interview environment.

Despite these minor setbacks, | emerged from tieevilew process with changed
perceptions of Get Ready for Work trainees and tmed that in a one-to-one face-to-
face intersubjective relationship such as we wble @ develop during our brief research
encounter, | saw a very different side to the yopergon from the one they chose to
present in other situations; particularly in thengany of their peers. These were very

articulate young people with views to express,isesoio tell and aspirations to meet and
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they appeared to appreciate being listened to witegpecting anything from me in return.

| certainly feel privileged to have had the oppoityito hear to their stories. My abiding
concern is that, in interpreting and re-tellingsthatories in the subsequent chapters of this
dissertation, | am able to do justice to the tthel have placed in me. | address my
concerns in Section 4 of this chapter in a discumssf the interview process as going
beyond what might crudely be considered as a mathddta collection to include issues

around the role of the researcher and her reldtipngith the young interviewees.

[ll. Converting Conversations: the transcription process

Throughout the research process | listened andtexied to the recorded interviews:
having noted a face, an expression, a gestureealidng every story told; seeking
meaning and expanding my understanding of the rgesdhese oral conversations sought
to convey. Eventually, these conversations hdzsetmme text in order to be analysed and
reported; a process, Kvale warns us, that canfolansa living conversation into a written
text ‘frozen in time and abstracted from their biasa social interaction’ (Kvale,

1996:280). Thus we are warned by Kvale and otligens in the field (Tilley, 2003;
McLellan et al., 2003) that transcribing audio neltiegs of interviews raises issues of
authenticity and ethics that affects the accurddi@reporting and therefore deserves

more significance in the research process thanatten ascribed:

[...] it is not just the transcription product - tleogerbatim words written down —
that is important; it is the process that is valaalAnalysis takes place and
understandings are derived through the processrwtucting a transcript by
listening and re-listening, viewing and re-viewing]. Transcription facilitates
the close attention and the interpretive thinkimgt is needed to make sense of the
data [...]. Transcription as a theory-laden compooéualitative analysis
warrants closer examination.
(Lapadat and Lindsay, 1999:82 cited in Tilley, 2(003)
From this quotation, | pick up on two points: timstf with which | agree unreservedly,
is the notion that revisiting the audio recordihgéps the researcher to make sense of
the data while the second, which refers to therirtamlen quality of the transcription
process and its links to analysis, warrants clegamination of the literature.
McLellan et al. (2003) give an insightful, in-depteoretical account of data
preparation and transcription guidelines for pregggqualitative interview recordings
that, while grounded in large-scale research ggttinvolving multiple researchers and
transcribers, offers practical guidance adaptabtbe single researcher/single

transcriber situation. Central to my adaptatiotheir protocol is the assertion that the
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level of transcription, that is, what text to ind&y whether timings, pauses, intonation
etc. need be indicated, should relate to the lefviiie analysis. While my approach to
analysis does not require the level of detail nemgsin linguistic discourse analysis or
conversation analysis, | found it useful to recomare than just the spoken words.

From their discussion | developed my own set aégubr formatting my transcriptions

and these are included in Appendix C.

| embarked on the transcription stage after theltinterview armed with my transcription
protocol and having taken cognisance of experieneselarchers in the field of qualitative
interview inquiry. The interview conversations Hbemved naturally and re-listening
reminded me of the discussions that had taken lacey typing shuddered to a halt
when | heard the response to my first question aleawing school:Well, it jist goat tae

the stage that school wisnae fur'm&his had seemed a very natural response dirtiee

but now my muddled brain could not decide whaijpetand | found myself questioning
how | ever thought that computer voice recognigoftware might make light of this
transcription task. Should | translate from thenegular or even change the words to
something like ‘I eventually realised that scho@smot meeting my needs at the time and
| should embark on an alternative path’? Dialext ase of vernacular speech were not the
only problematic areas. | had not truly appreddtew natural language stutters and starts
and restarts and pauses and repeats and overapgeabch of others. | had not considered
the ubiquity of non-verbal utterances, unfinishedtences, or expressions such dye

know whit | mean7and ‘an | goesor how | might record them and frequently had to
improvise with spelling and punctuation. At thedi, transcribing the research interviews
constituted a personal and ethical dilemma thattecka major confidence crisis. How
could I produce a scholarly yet authentic accotdiischooling described asHitég;
troublemakers referred to dannies and drugs referred to asrhack These words were
not in my vocabulary initially. | could no more e them than speak them let alone
understand them. Decisions on how to proceed dmeilcbnsidered ‘dodgy’ (Sikes, 2006).
Two lines of thought were particularly problematféirst, a writing style that engages with
such language and vernacular speech could havéveegaplications on how the young
subjects are depicted and second, such a styldoemayewed pejoratively in academic

circles as not conforming to traditional doctoraiting styles.

Gradually, after much self-examination, | camedalise that the problem lay with me and

not with the young people who took part in the gtutf readers are shocked with the
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language of my writing then they, too, must askrtkelves why. Drawing logically and
rationally from my reading on voice, authenticiythorship and ethics, | proceeded to
transcribe the conversations remaining as trubdspeaker’s words as | possibly could.
Thereafter, having come to terms with the fact thgtposition was not neutral and
unbiased, the transcription process, although laimbensive and time consuming,
proceeded uneventfully and provided another oppdsxttio further scrutinise the verbal

record of our conversations.

IV. Making Sense of the Data

To a greater or lesser extent, the content of @miiew conversation is partially analysed
by the time the transcription is complete; theisgrthe questions, the gestures and
emotions committed to the memory of the researelsame of them indelibly so.
Focussing on methods of analysis risks butchehiege memories - these inter-subjective
conversations - into impersonal, detached fragmefrgpeech devoid of any nuance of the
social interaction between researcher and partitipad the private confidences divulged.
That said, and in order to facilitate disseminatbthe stories and messages of the young
people interviewed and to report the findings @&f $hudy, a sympathetic, considerate
approach to analysis, interpretation and reportingt be adopted. It follows that my
approach to analysis is a collection of methodarge from those authors who advocate
engaging in dialogue with the interview texts (kyal996), producing an interpretation
that does justice to the richness of the data withé constraints of a dissertation (King,
1998), and discovering both significant and suthteames in the text (Ryan and Bernard,
2003).

Theme identification is central to the analysisedftual data but the term is difficult to
define. Themes are, King tells us ‘pragmatic taolkelp the researcher produce their
account of the data’ and arise from engagementtivéhiext ‘as he or she attempts to
address a particular research question’ (King, 1§98 Along the same line, Ryan and
Bernard (2003:1) describe themes as ‘abstract) ddizzy, constructs which investigators
identify before, during and after data collectiand come from sources including
literature reviews, characteristics of the phenoondoeing studied and from researchers’

values and personal experience.

Setting aside, for the moment, my discomfort irerehg to either NEET status or NEET

young people as ‘phenomena being studied’, thg ehdpters of this dissertation show,
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through engagement with the literature, a detalealysis of the characteristics frequently
ascribed to the stereotype NEET. It was from litesature and my own personal
experience that | developed both the interview g@abmitted for ethics approval and the
life grid used during the interviews and from whiateveloped the research questions
addressed in this inquiry and so it makes sengdttbse feature aspriori themes in my
initial analysis: people (teachers, parent, pe@iages (school, work, private spaces) and
emotions (anger, fear, anxiety, apathy, disappantin The discourse surrounding
disaffected and disengaged young people in geaethNEET young people in particular
has clearly impacted on this choice of themes arsd$ concerns that | might have come
to the analysis with preconceived notions of whaidht find. Of coursea priori themes
may prove not to be effective in helping to undemdtthe data and there is a danger that
they may divert my focus from other important aread so it became crucial to engage
with the dialogue and to allow the data to drive idhentification of themes.

Word-based Textual Analysis

Ryan and Bernard (2003) outline several word-babedne dredging’ techniques used by
social scientists and from these | identified faarsuitable for the demands of my project —
at least in the early stages of analysis. These@scribed briefly below and their

application and efficacy critiqued later in thicgen.

First, a simple word count based on #priori themes helps to highlight those words
repeated most often and the patterns of speechichwhey are repeated. That, however,
is not to suggest that only frequently used terraéinterest in the analysis;

identification of more subtle themes requires eegagnt at a deeper level.

Second, building on the identification of key wartlee context in which these words are
used is considered and examples of the usage bfveac are taken from the text and
physically bundled together. This key-words-in-so (KWIC) technique helps to
structure the various texts so as to get a feétinthe diverse contexts in which the word

IS used.
Third, Ryan and Bernard (2003) highly recommendavipg’ through texts and marking

them with different coloured highlighter pens ag ofithe best ways to begin hunting for

patterns in qualitative data.
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Fourth, suggested as possibly more appropriatet¢o $tages of exploration and more

suited to seasoned researchers, is the idea @hseguthe text for specific topics which are
likely to generate major social and cultural theraed produce evidence of social conflict,
cultural contradictions and other indigenous thethascharacterise the experience of the

informants.
Each of these four techniques has a role to pldynanapproach was to employ them, as
Ryan and Bernard (2003) suggest, in a sequentiaharaas my exploration of the

interview data progressed and the depth of my eergagt with the themes deepened.

Template Analysis

Template Analysis (TA) is a technique complementarthose described above offering a
particular, structured and organised way of theradl}i analysing qualitative interview
data. Central to this method is the developmert@aiding ‘template’ that organises
themes into a hierarchical structure of codesdhathen used to label or ‘code’ sections of
the data. The template is developed iterativ€lgnerally, analysis starts with sore

priori codes identifying salient themes; then, while negihrough the transcripts,
sections are marked as corresponding to these cogessibly, on scrutinising the text,
other themes considered relevant to the studydardified. From this first pass through
(some of) the data an initial template is produa@cch is then applied to the whole data
set. This process is repeated and the templateetefo the researcher’s satisfaction and,
once a final version is defined, all transcripts ended to it. The final template can then
be used as the basis for the researcher’s intatfmetor illumination of the data set and
the writing up of findings. The same caution i€ dhere as in defining priori themes;

that is that we do not proceed with preconceivetbnse of what we might find. That said,
using the aforementioned themes: people (teacparsnt, peers); places (school, work,
private spaces) and emotions (anger, fear, anxapgthy, disappointment) in the initial

template was a helpful starting point.

V. Discussion of Analysis in Practice

Initial analysis of the transcripts followed thedwl-based’ techniques described above
and using tha priori themes in the template to find instances of wékes'school’ and
‘teacher’ and ‘work’. My starting point was to tethrough the texts to get a feel for the
data and highlight references to each of theseasaemdifferent coloured pens. Further

searches were carried out using a word processioware helpful in showing how
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frequently these particular key words were usedthaatontexts of their usage but this did
not take account of the many synonymous termsandkt. For instance, the interviewees
referred to ‘pals’ and ‘mates’ and ‘folk | go abauth’ as well as ‘friends’ and preferred
‘getting a job’ to ‘finding work’ and so | found nsglf dredging the text line by line to
identify themes and contexts. This informal wonglttogenerated an initial list of possible
significant topics or themes and highlighted the afparticular vocabulary. Re-visiting
each instance of these words and topics and siintirthe context in which each was
used (Key Word In Context - KWIC) gave a betterenstinding of its meaning and
significance and informed the subsequent redafimitif the template.

There came a point where the iterative searchhimes, sub-themes and subtle themes
was exhausted and the major issues in the livésesk young people became evident.
From the analysis surrounding the theme of workecamdence that these young people
were not ‘work-shy’ and were on the Get Ready fark\course to improve their chances
of skilled work. The theme of school suggested tiay had negative experiences at
school and many felt marginalised from the domirsaratdemic stream; relationships with
teachers had a profound affect on their attitudediacation and they enjoyed being at
college because they were learning practical skiild were treated more like adults. The
analysis around the theme of emotions suggestedhiiyafelt insecure and unsafe because
of the perceived threat of violence fuelled frosti@et gang culture and alcohol and drug
abuse. Emerging from the data were stories ofrexpees, perceptions and aspirations

that deserved to be re-told.

It seemed to make sense, at that point, to mowue tre fourth and final method. That is,
the idea of searching the text for specific toputsch are likely to generate major social
and cultural themes and produce evidence of sooid#lict, cultural contradictions and
other indigenous themes that characterise the iexpes and perceptions of the young
participants. Having identified those themes #peared most relevant to the questions
posed in my study, | needed to revisit the trapssrand find and collate appropriate
references. Re-listening to the interview conv@rsa at this point re-confirmed the shift
in significance from what | had initially considerenight emerge as salient themes
towards issues of social conflict that dominatedngpeople’s lives and which they chose
to raise in conversation. It should be noted, hemethat searching for themes did not
exclude recognising exceptions when they occuttedlone person who attended fee-

paying school; the one who actively participatedamg culture and street fighting; the one
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who was offered a permanent position after a placerut turned down the opportunity;
the one who thought the GRfW course was badly esgdrbecause promised placements
had not materialised. In effect, the data gatharetltwo important criteria by providing
me with valuable insight into the lives of NEET ymupeople while allowing them scope
to express their concerns and share their exp&send/ith a reasonably small number of
transcripts it was possible to have several capliemch one highlighting a particular
theme and to cut contexts from individual scripteng with the identity of the source, and
paste them into a new document along with siméé&rences from each of the other
transcripts. Thus, all the references to a pddrdineme were sorted into a single
document for comparison, further analysis and ereencing. Collating the data in this
way facilitated interpretation and helped idenpBrtinent quotes to use in the reporting.
The remaining chapters of this dissertation aretil/to reporting these stories in a way
that illuminates their individuality while at thame time, highlighting recurring themes.

4. Beyond Interview as Method

Throughout this methods chapter my goal has beée tipen and transparent about the
difficult and messy moments experienced during esgarch project so that the reader
might follow my journey and validate my analysiwithout necessarily agreeing with it.
As mentioned in the opening section, qualitativeesgch is not without its critics. The
collection of data by means of purposeful conversadnd its subsequent analysis,
interpretation and presentation is subjective aaldesladen. In this section, | address
those issues that have caused me most angstthigsgsue of representation and whether
my interpretation might be considered as authertrayal or dishonest betrayal; second,
the subjectivity of narrative inquiry and the ingaltion of author’s choice of which stories
she chooses to tell; third, the concept of voias the issues surrounding ‘speaking of’ and
‘speaking for’ others; fourth, the nature of thiatenship between the interviewer and the
participant and the implications on the reseaidchaddition, a discussion of the self-
examining that has persisted throughout this pt@ed that | refer to as ‘reflexivity’
appears in the final chapter.

I. Interview as Portrayal or Betrayal

In Glasgow, an adjective commonly used about ttgesiry, particularly its female
citizenry is ‘gallus’. There is no obvious trarigda. It means cheeky and jaunty and
mouthy and profoundly unimpressed by rank (Wist2004). | would describe Gina as

‘gallus’. Her dark spikey hair tied back from Hace left a long blonde fringe hiding her
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eyes. As she sat back in her chair, chewing gemlihcurled as she replied defiantly *
goat expelled frae the sch&ah reply to my question about leaving school.s#éry
unfolded about an incident in a science classrotvargithe teacher dropped a book which
knocked a piece of equipment onto her provokingtéack during which shetre hut ‘im

wi a seat an everything — pure belted bafore going on to explain how she could not be

charged with assault because she was too youhg &tre.

Within minutes of meeting Gina | had perceived &&fcheeky, jaunty and profoundly
unimpressed by rank’ and using the term ‘gallustiags her as such. | was not put off by
her attitude and apparent attempt to shock butgaded to nurture a conversation in which
she might feel willing to explain her feelings amel actions. Writing about the young
people who participated in this study reminds na the central value of empirical
interview data is its quality as a rich and powkerésource for understanding and for
throwing new light on the social and emotional essthat can become barriers to learning.
But collecting and transcribing interview data rdyopart of the inquiry — we also have to
tell the life-stories we are privileged to heamgucing a scholarly text that critically and
authentically reports the experiences in waysdgeauinely portray the participants’

stories — and the participants themselves. Thesms to be no straightforward or
objective way of confronting these writing dilemnassDenzin and Lincoln (2000:19) tell
us ‘[...] there is no clear window into the inneelibf an individual. Any gaze is always

filtered through the lens of language, gender,aatass, race and ethnicity’.

The experience of engaging with NEET young peopkerhade me realise that my gaze is
indeed filtered through social, economic and lagguanses. Thus, it is impossible to
listen to the recorded interviews and not be aletbethe broad Glasgow dialects that
might be interpreted in academic circles as indieadf poor articulation and
communication skills. Using authentic quotaticsisch as in Gina’s portrayal above risks
reinforcing existing conceptions that might do mbaem than good by undermining the
richness of real lived experiences that servdumihate our understanding in relevant and
meaningful ways but, in doing so, may place usrafgai dodgy ground’ (Sikes, 2006).

As | struggle with how to infuse my telling so asportray the young people with the
dignity and respect they deserve, the alternajppgaach of anglicising their language
problematises the inevitable interpretations thiitogcur, feels like a patronising act of
betrayal, and threatens to validate the prejuditaisalready exist towards local language

traditions.
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Language plays a central role in portrayal. I8 8gction | focus on the particular aspect
of my study that, implicitly or explicitly, portrayan image of the young people involved
by speaking about them while, in a later part ¢f fection, | address the issue of speaking
for others insofar as it relates to issues of voi€er Alcoff (1991), there is a strong

overlap between the practice of speaking aboutretied the practice of speaking for
others such that it may be difficult to distingulsttween the two. For her, and for many
other writers on the subject of voice, the prodwttsuch practices are necessarily
subjected to interpretations that re-iterate thecithat the speaker’s location has
‘epistemic salience’. It is precisely becausecbgnise that, in speaking about others, |

am, as Alcoff suggests,

engaging in the act of representing the other’'sisegoals, situation and in fact,

who they are | am representing theas such and such, or in post-structural

terms, | am participating in the construction dittsubject-positions.

(Alcoff, 1991:9)
Taking a lead from this view and drawing on the kvolr Humphries and Said, Fielding
(2004:298) provides a connection between ‘accomtmmuaand ‘accumulation’ in ‘the
covert construction of the less powerful reseatdfjext’ through the use of language.
Here, he suggests, ‘the language of the reseaicbéien used either to redescribe or
reshape the language of the researched’. Howgveignly by acknowledging my own
situated perspective and my awareness of theh&lkany reshaping and redescription
might have on the sincerity of my portrayals theah continue in my quest for an

authentic representation of NEET young lives.

If the problem of offering richly descriptive paarals or ‘speaking about others’ is

constitutive of a ‘crisis of representation’ themsiuseful to turn to Elliot and Lukes:

The good portrayal provokes its readers into a way of understanding their
own practical situation. The claim that such sitwadl understanding also
embodies knowledge of universal truth is validatéen readers of a case
portrayal come to think differently about their oexperience. It renders the
familiar qualitative world they live in strangeElljot and Lukes, 2008:98)
Although their work is centred around case studg asethod of inquiry’, Elliot and
Lukes suggest that their deliberations are relet@other forms of narrative and
ethnographic research and so it follows that wddcask, as they do of case study,

whether portrayal changes the prejudices of theemre@.112). That is, does it provide a
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challenge or is it opening the mind of the readdattors they would have otherwise

ignored?

In the light of this we can see ‘portrayal’ as wgfin that space between fact and fiction
that, while placing ethical and moral responsiigditon the writer, is licence to select
which stories to tell and which to omit. This @t o suggest that ‘speaking about’ is
either wrong or futile but to emphasise the comipyeof the interview data collected and
the magnitude of the selection task. The shottraggal given earlier invites the reader to
imagine beyond the bounds of the text as Beckanrtgfrom his reading of census data:

| can work up in my mind, a complete if provisionaicture of the

neighbourhood. [...] | ‘know’, for instance, whanhkis of houses these people

live in — | can practically see the flamingos, thmiture ‘suites’ from the

credit furniture store and whatever else my stgpobf the population

produces. (Becker, 1992:211 cited in Elliot and ésk2008:105)
Selecting fragments of storied lives cannot delavéolistic portrayal of an individual as a
complete person. Nor can the space constrairdglottoral dissertation accommodate
every aspect of every interview conversation altfioludo provide short ‘little stories’
from each interview in Appendix A. What mattershat the writer accepts responsibility
for the way in which she portrays the subject akeé$ account of the extent to which her
portrayals are subjective and interpretive. Cagrsilde different picture conjured up if we
hear another part of Gina’s story; the part thattsiid when the anger and aggression had
subsided and she announced that she would like biagk to school because she had
missed so much and now realised the importancduafation for her future work
prospects. She was so persistent, continually myaldference to the university logo on
the consent form she had been asked to sign, taat to stop the interview to tell her
about access courses as alternative routes of tenfilyther education. While explaining
her change of heart, she was very defensive ofdwarger brother who was bullied at
school for beinga swot and admired his ambition, despite having a leagrdifficulty, to
go to university becausésee what he’s got goin for him nowTo portray Gina as a
changed person does not condone the acts of vk inflicted on other people. What
it does is stress the danger of not telling thele/lstory. She learned to lash out,
physically and verbally, at any threat of assanlher or those she cared for. The tears in
her eyes, and in mine, as she explained the rdastims change — the violent murder of
her best friend at the age of sixteen, batteretbath in an alleyway in the centre of

Glasgow — were enough to convince me that to iskisations of betrayal through
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sensationalisation would be worthwhile if | coulal jdstice to the portrayal of young lives
such as Gina’s. Only by speaking privately anamately with these young people have |
been permitted to hear their stories and only thinahe discomfort and emotion of
listening have my prejudices and pre-conceptioes loballenged in a way that now
encourages me to speak about them with empathg@angassion as | seek a deeper

understanding of their experiences, actions and\etrs.

. Interview as Narrative

There are many explanations for the powerful daitvacof narrative inquiry, not least its
capacity to relate to, and characterise the phenaraEhuman lived experiences, actions
and behaviours. That is not, necessarily, to inapdyest for a theoretical causal
relationship but to acknowledge that people livaist lives and it is in the telling and re-
telling of our stories that we explain ourselved anr lives to others and position
ourselves in relation to others. So, while naireking for an explicit chronological
account of life events, and striving to avoid otleerising and abstraction, the story-
telling incidents collected in the interviews britagyether the complex perceptions that
young people have about their life experiencesthend school experiences that afford a
better understanding about the nature and qudlityeir lives. The educational relevance
of this approach to better understanding is eclim&bnnelly and Clandinin’s work and
their assertion that ‘Life’s narratives are theteahfor making meaning of school
situations’ (Connelly and Clandinin, 1990:3).

This is not the stuff of positivist research thatuld treat individuals as objects of study.
Rather, it embraces and celebrates the uniquendsdiersity of human life and relies on
criteria other than validity, reliability and geaésability. No two lives are the same even
if they experience the same events. Experieneetht as stories, relived and retold
differently to each audience and so raise the dantkof issues as those concerning the
plurality of voice and identity portrayal. Similgr moving on from the storied account to
writing the research narrative is fraught with regkmisrepresentation and intentional or
unintentional deception through subjective selectidMy concerns about giving a fair
account of experiences within the context of makimeaning of school situations are
exemplified, not through re-telling the whole ofr@&&s story, but by presenting, here, a
short excerpt from our interview conversation wireree tells his story about the fire
which destroyed the school toilets. While tellthgs story, it was clear that he had told

and retold the same story to many different audisnbis parents, teachers, friends, police,
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and his lawyer and to the court. Itis probablfestoo, to assume that he had relived the
experience and retold the story to himself. Heenelaimed he was innocent nor admitted
his guilt (although on at least one occasion | wthwhen | thought he was going to); he

simply repeated that they could not prove it was.hi

File: DS30028

... I didnae want to do a fifth year — | didnae redlke the first four years there — |
didnae see how I should stay and do a fifth onewild®n’t like it.

[So tell me about not liking school]

SSSs jist teachers

[This is to help me to understand]

jist teachers like ye'd go in an’ ye might be rightipid in second year an’ that — want
to have a laugh an’ that an’ ye end up getting putation frae that an’ so through thii
and fourth year — cos | done things in second ydagn | wis a stupid wee boy they
started to gie me a reputation if something werangrlike they just automatically
blamed me fur it.

[Right]

Like one time the school went on fire — the publibe toilets went on fire ...
[Uhhhuh]

an’ | got oot ma class an’ | went tae the toilet aleft

[Uhhhuh]

an’ somebody else went in ahind me but they neesr who that wis — cos | wis the Igst
one oot they jist blamed me cos it wis oan CCTiep blamed me fur that an’ | wis
goannae get done by the polis an’ everything bexz#usis a criminal offence an’
everything

[Right]

An’ then — an’ then the case got dropped becausg ¢buldnae prove who the other
boy wis

[Right]

An’ | couldnae prove who it wis cos | hid missea lain’ they seen that. But at first they
just blamed me straight away fur it an’ it wis aveéstigation for a wee while.

[Right, so once you have that reputation ...]

Aye —you’ll no getrid o it.

{pause}

The other thing about the school’s ... eh — seddlkethat were always bad and being
sent out the class — instead o’ like punishing thenell this is the way | see it — instedd
0’ punishing_themthey were like getting sent tae like (Name ofjegge an’ got tae dae
construction ‘n that or got tae go on days oot oos 0’ ma pals — he got tae go on it
an’ ... eh ... he brought a DVD back an’ they warenountain biking on it ... mountair]
biking! — he got tae dae things like that ‘n we &dgaein alright in the class ‘n we had
tae stay in the class a’ the time. So ma appragshactually — I'd jist start
misbehavin’ so they’d let me go to college an’ gauntain biking wi ma pals an’ that
COs maist 0’ ma pals were on it.
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Presenting Gerry’s story as an excerpt from theruntw transcript leaves the reader free
to interpret its meaning and significance and psepas they wish but this is not an option
in the writing of a research narrative where péthe difficulty is in conveying a

respectful and authentic interpretation. The aoindé the story is clear but in many ways,
unimportant. Gerry had many stories to tell andheir telling, taught me so much about
his school experiences, his involvement in localggeulture and street fighting, his
drinking and smoking habits and his aspirationdlierfuture. However, | selected the
story about the fire not to sensationalise or ramee Gerry’s escapades but to highlight
its significance in his perception of his treatmanschool — the reputation that never went
away and that appears to have had a bearing alesie to leave school as soon as

possible.

But where do stories start and where do they eiltffough Gerry now viewed his early
behaviour as ‘stupid’ he later identified a linklween bad behaviour and reward that
contradicted his experience of bad behaviour amispment and blame; a connection that,
to him at least, legitimised the perpetuation odlmehaviour. There seems to me to be no
end to such a story as the threads reach out dadgd& so many other stories and weave
the very fabric of human life. In writing abouette stories and engaging in the narrative
inquiry process, and reflecting on the lessonskedin other stages of the Ed D course
where | experimented with various forms of représton, | am conscious of the
complexity of the task of selecting how to usedtwies in a manner that best meets the
purpose of the project and, at the same time, otsplee vulnerability of the young people

who participated in the study.

Connelly and Clandinin (1990) usefully explore antner of methodological issues of
narrative inquiry and discuss criteria that variauthors suggest might constitute a good
narrative. From Van Maanen (1988), apparency angimilitude; from Guba and
Lincoln (1989), transferability; from their own wqradequacy and plausibility and from
Robinson and Hawpe (1986), economy, selectivityfandliarity - going on to remark
that:

Stories function as arguments in which we learnetbing essentially human by
understanding an actual life or community as liv@tie narrative inquirer
undertakes this mediation from beginning to endembodies these dimensions as
best as he or she can in the written narrative.

(Robinson and Hawpe, 1986 cited in Connelly areh@inin, 1990:8).
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Their work has helped me think through the dilemwfasarrative writing to ultimately

find resonance with their view:

Life, like the narrative writer’s task, is a dialecbalancing act in which one strives

for various perfections, always falling short, getetimes achieving a liveable

harmony of competing narrative threads and criteria

(Connelly and Clandinin, 1990:8)
Narrative inquiry remains powerfully attractivealling short of perfection may be a fact
of life but in the context of narrative writing doaot need to equate to an inadequate or
implausible research outcome. Rather, by takiegiingers into account, | am convinced

that it can lead to a new if never complete undeding of life as lived.

[ll. Interview as Voice

Using interview as a research process to captergdites of young people offers a multi-
layered and multi-faceted insight into their livess indicated already, it would be naive
to think that such an approach is not fraught witiical, epistemological and
methodological risks and challenges. Voice igmtesed in qualitative research as a way
of knowing: a way of collecting and creating knogde about life experiences that cannot
be achieved and communicated through conventioeahs(LeCompte, 1993 cited in
Shacklock et al., 1998). While census-like quatitie panel data explicating the
characteristics of NEET young people abound, tlygeagated statistics risk stereotyping
NEET young people as failures and drop-outs in athat forgets, or neglects, their
individual life-stories. Voice, Shacklock et alltus, functions to remind the reader that
the research deals with the lives of real peoptethat the most interesting voices belong
to individuals and groups that are in some waydliaataged, deficient of power or
located at the margins of society (Shacklock etl&98). The polarised dualisms that
define NEETs as ‘always othered’, often ‘not’ —t sohool pupils; not college students;
not in work; not apprentices - position them asdisntaged and marginalised so as to
invite, indeed demand, that we engage in listetortpem telling us about their lives rather
than pre-judging them as failures. In the widéernpretation of NEET, leaving school

with no planned destination is not necessarily j[@olatic where an individual has other
means of support but this is not true for thosengopeople on Get Ready for Work
courses since, by definition, they are welfare fienimants. No doubt some may not be
academically capable of meeting the demands did¢udtudy but, if that is not true in all
cases, why do they leave school when they haveaspect of sustainable employment?

Do they fit the pattern of high school dropout\merica portrayed as ‘losers’; hopeless,
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inadequate, lazy and too poorly motivated (Fine Rodenberg, 1983) and if not, what
were the factors that influenced their decisiofeave? A discussion on exclusion and
participation is particularly relevant to the youmgpple in this study and | return to this in
the final chapter. Aggregated statistics mightrabterise a stereotypical NEET young
person but again such generalisation only offengtédid insight. My decision to base my
research on one-to-one interviews is predicateshpiconviction that it is only through
speaking with these young people and listeningpé@r experiences and aspirations that |
can take the first step towards understanding tiveis and making sense of their actions
and behaviours. Crucially, this listening is notglicated on interest or inquisitiveness but
on a genuine concern and a sincere desire to hettirstand the complex and interrelated
factors that contribute to NEETism and presentirggderceptions voiced as legitimating a
call for change that will improve their lives. ¢leeve Hargreaves is right in claiming that,
as fundamental principles of humanity and democeax/regardless how marginal or
unfashionable they might be, all voices are wastehing to ‘no matter how cynically,

inarticulately, or maladroitly’ these voices arepessed (Hargreaves, 1996:16).

It appears that student voice is missing in muakcational research and from dialogue on
educational policy and practice, according to C8alther, because of the historical lack of
trust towards young people from which there hawawed various power structures and
practices ‘to keep students under control andeir gflace as the largely passive recipients
of what others determine is education’ (Cook-Sath@02:4). While imploring us to elicit
students’ voices and to learn to listen to andbadhem because without these
perspectives our efforts will be based on an indetepicture of life in classrooms and
how that life could be improved, she alerts uhw®'‘tifficulties and contradictions as well
as the illuminations’ attendant in such practiebgl(4,7). These concerns sit well with
current trends in educational research that seelvtdve students in the research process
and encourage learners to shape the agenda farchsand policy making. This is an
interesting and relevant issue in the concept afevand | develop the ideas of ‘giving
voice’ and ‘having voice’ as compared to ‘captunimice’ and ‘representing voice’ in the
final chapter.

Interview as voice is a disturbingly different germf interview from the guidance or
admissions interviews that | routinely carry outtwstudents. Guidance interviews
generally involve negotiating solutions to problsituations and occasionally involve

instigating discipline procedures while admissionsrviews are designed to establish the
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suitability of applicants for courses. Reflectmgthese differences | am aware that not
only do | present myself differently through dreasice and demeanour in each situation
but that the students project varying images ancegahey deem appropriate to the
purpose of each interview. The confusion and ambyigpf plural identities and plural
voices and the power relation between adult rebea@nd young respondent are the basic

premises for the arguments against voice-basednadse

Although his work centres on young children andsthwith disabilities, Komulainen’s
critique of the ambiguity of the child’s ‘voice’ social research questions the extent to
which factors like age, maturity and the crediibf their statements mean their voices
can be taken seriously. He argues that it is isfaatory to imagine children as either
‘competent’ or ‘incompetent’ suggesting that they be, at the same time, both
vulnerable and competent (Komulainen, 2007). Tedimg this image of ‘competent yet
vulnerable’ into the context of seeking out antelisng to adolescent voices reminds us to
see them, at the same time, as both child and.ad@hls poses more methodological
challenges around how the interviews can be degdignd conducted so as to encourage a
mutual exchange of trust and confidence in whigvimusly quietened voices can be
heard and where the adult/child teacher/studemdemy between researcher and

interviewee can be blurred as necessary.

That is not to suggest that the perspective, coiantee or positionality of myself as
researcher does not have a significant bearing@rvbice’ that an interviewee might
choose to present to me or that the voice thaat hmeght not be the voice | expected or
wanted to hear. Surely this is true in any studtesicher dialogical encounter where
multiple identities and multiple voices potentiatigmpete. While acknowledging the
messy ambiguity of ‘voice data’ and an uneasy aecee that, under different
circumstances, | might hear a different voice frihe same individual, | remain convinced
that, in the telling of lived experiences, thesege deserve to be heard and the lessons
learned from listening will help me to make meanifigheir actions and perceptions on
life. To retreat from this troublesome and ematicendeavour would be to abdicate
responsibility to articulate the voices of thoseilyg people who appear to me to be at the
margins of our system/society. Presenting, omresgnting, their voices collected through
interview, requires engagement in some interpretia@ner in their re-telling; unless |
simply present recordings of the interviews. Meergsuch an option is not feasible if the

purpose of my writing is not only to tell the starfythis inquiry but also to meet the
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academic requirements of a doctoral dissertatiut. another way, while the experience of
engaging in conversation with these young peopterafiecting on the discussions that
took place has given me a deeper understandindg&TNy/oung people’s lives, giving a

written account of these lives is ethically, prefesally and emotionally challenging.

My project does not assume that all NEET young [eeape unable or unwilling to speak
up for themselves. Quite the opposite pertairmme cases. But what they have to say
appears, historically, not to be listened to pdgdkbcause they do not reflect the view of
the dominant majority or what they have to sayaswhat we want to hear or act upon.
Nor does my project assume that | might speak anthlegitimate authority on their
behalf or that | might claim any superior knowleageinderstanding of their situation.
However, by engaging in purposeful conversationaurttioring my understandings of our
discussions, | place myself in a privileged positibat risks exposing the young
participants to the possibility of misrepresentatiegardless of whether they ever read

what | choose to say about them.

Alcoff (1991) articulates this problem beautifuind | find resonance in the way she
conflates the issue of ‘speaking about’ others Withissue of ‘speaking for’ others that
impacted my approach to both collecting and regsg voiced data. Two interlinked
themes run through her critique: first, how thealban of the speaker affects the meaning
and truth of what gets said and what gets heardacaind, the discursive context of the
speech that, she asserts, is a political arendichwo speech can remain neutral. While |
agree with many of the points Alcoff makes andhtfher framing of the problem of
speaking for others useful and noteworthy, | fined huance of her conclusion disturbing

accusing:

[...]  would stress that the practice of speakingdthers is often born of a
desire for mastery, to privilege oneself as thewhe more correctly
understands the truth about another’s situaticasayne who can champion a just
cause and thus achieve glory and praise.
(Alcoff, 1991:29)
Although Alcoff and Fielding present a ‘formidaldase against’ speaking about and
speaking for others, both appear to agree thatnbt sufficient to simply facilitate the
practice of allowing students to speak for themsghn ways which presume a
transparency and self-knowledge that may not kdigd (Fielding, 2004:205). This

comment is reminiscent of my earlier interpretatddiKomulainen’s (2007) perception of
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adolescent as both child and adult; as both compatel vulnerable; requiring on the one
hand, agents to speak empathetically on their bahdl| on the other, real opportunities
for dialogic encounter wherein they may articuldiir needs as mature, responsible
adults and become agents for their own changeoubmout this theorising about voice,
there are constant reminders from the interviewedepce, that young people only have a
voice if someone is prepared to listen and perlaapsn what they have to say. While
strong arguments pervade these views on elicitiligra-presenting young people’s voice
and reveal a range of issues that need to be atkdged, by giving much attention to
these issues, | trust my use of interview as aarebeprocess will properly meet the needs
of my project and do justice to the stories | heHne different issues around having voice
and giving voice emanate from this discussion toebeisited, in light of the stories heard,

in the final chapter.

IV. Interview as Intersubjectivity

Intersubjectivity is a term used by phenomenoldgaca sociological theorists that
performs many functions across various disciplinekiding psychology, psychotherapy
and cognitive development. In his book, ‘Intersativity: the Fabric of Social
Becoming’, Nick Crossley introduces his topic dsamplex and multilayered concept’
(Crossley, 1996:viii) and describes overlapping aften contradicting theories and
versions of intersubjectivity found in differentrdexts and using sometimes very different
methods (Crossley, 1996). One of the main terfatg@rsubjectivity, that it is something
involving or occurring between separate consciousls) is heavily imbued with
philosophical notions of intercorporeality, exidiahism and solipsism. But | use the term
more lightly, yet carefully, to emphasise the kafcdonnection and engagement that
develops between two persons in the mutual cotistitef a social relationship such as
that which forms the basis of a fruitful reseamteiview. My reading of intersubjectivity
draws on notions of sharing, empathy, interactioth @ngagement that foster

communication and understanding.

Entering into an ethical research dialogue with NNB&ung people requires developing,
over a very short interval of time, a relationsbffa personal nature based on a sense of
mutual respect and understanding — a delicate pspégauthner (1997) suggests
‘characterised by intimacy and negotiation’ (p.2Zhe face-to-face interviews of this
study take place between two very different peodegaging with the notion of

intersubjectivity in this context requires recogmitof the interviewee as a subject, a
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person existing in their own right, with experies@nd consciousness of their own. Only
through their willingness to engage and share theughts with me can | hope to grasp
any knowledge of what these young people have expmd in their lives and what their
future aspirations might be. That is to say, #search relationship is mutually

constructed between the researcher and the resegoobdicated on each opening out onto
the lived experiences of the other so that sharegihing and understanding can be reached

through their intersubjectivity.

That is not to suggest that | can ever come to nstaled what is going on inside the head
of another but | would reject the solipsistic thetirat it is therefore useless to try. Rather,
| would follow the view that human meaning emerfyem our intersubjectivity and what
matters in understanding the other is not subjigtor individual psychology but what is
between the two subjects (Dokecki, 1997).

It could be argued, then, that the intersubjeatiwality of narrative inquiry problematises
the research approaches used in this study. Adthaw work draws methodologically
from theories of phenomenography, ethnography amncative inquiry, the interviews were
not designed to be therapeutic, collaborative wasive but to encourage young people to
talk broadly about their lived experiences arouddoation and to deepen my
understanding of their behaviour and aspiratidfs. me it was important not to judge
their actions or question their perception of egdnit to listen and, where appropriate,
steer the conversation in relevant directions. intention was not to argue with them
about things or point things out in order to chatiger standpoints or even to exchange
perspectives but to interact and engage with taeguage in order to better experience
their world (Crossley, 1996). Connelly and Clamaif1990:12)describe a similar
dilemma when they became aware during their reeeghat ‘merely listening, recording
and fostering participant story telling was botlpossible and unsatisfactory’ and that they
needed to tell their own stories. Certainly, dgrihe interview dialogue, situations arose
when it seemed natural and appropriate to respathdstories of my own but | would tend
to disagree with Connelly and Clandinin’s conclusibat the final research product be ‘a
mutually constructed story created out of the liwEboth researcher and participant’
(1990:12). Such communication implies intersuldygtgt but in at least one case the
research relationship barely reached a basic rappitr the interviewee only giving polite
answers to my questions and offering little insigid his world. In such situations,

Crossley tells us, there is nothing we can ddételect to hide their pain and to contain
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it in a private space’ (1996:27). On the otherchavhere we were able to develop and
enjoy and engage in a more dynamic, intersubjecéhsionship, the conversation could
be described using Lahman’s ‘constant dance oprieoicity’ (Lahman, 2008:289).
Establishing an ethical research relationship reguinowing how deeply to burrow into
someone’s story and knowing when to accept thaethee some things we need not, and
should not, know. This is what Crossley referagdunctionally specific interactions.
There were many instances of ‘functionally spediiteractions’ during the interviews

when | drew back from probing too deeply. Hereffér two examples.

When Gina reflected on the reasons for her viabertibursts she mentioned that they
started When they were saying all that stuff about ma. Malid not need to know about
‘all that stuff’ and did not ask. It was sufficigior me to understand that the violent
behaviour that led to her expulsion from school feamded on a need and a desire to

defend herself and her family.

When Gerry talked about the fire in the schooktsiland how it could not be proven that
he started it, | did not ask whether or not he didhat mattered was his perception that his
alleged involvement discredited his reputation bad a long-term detrimental effect on

his treatment by school staff.

Confronting the issues of intersubjectivity reqairecognition of the establishment and
negotiation of the social and personal boundarywéen interviewer and interviewee as
between the self and the other. Such a boundastiand re-set in each conversation and
is socially constituted, not only through language narrative but through gestures, body
language, facial expressions and perceived emotiblagldison discusses the view that
emotions are not inner mental states but visibli®as and through these visible actions
‘others perceive the expression on my face andgréeit’ (Maddison, 2001:np). He
guestions Crossley’s assumption that equally \asiiplies equally aware and opens up
the argument of interpretation and the concealratimental states’. Such philosophical
discussion belongs elsewhere. Here | want to emghi#he significant impact of shared
emotion on the interview relationship. In doinglgeturn again to Crossley’s work and
his conceptualisation of ‘egological intersubjeityivthat, he tells us, ‘involves an
empathic intentionality which experiences otherri®sg/ay of an imaginative
transposition of self into the position of otheCrfssley, 1996:23). From this definition |
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focus on the references to empathy and transpogaidescribe two of the most emotional

episodes in the interview process.

It was towards the end of the interview when | wsking Emma what she would change
about her life and she answerdae' violenceand proceeded to give an account of the
stabbing of a close family friend. Seeing streekence is a common occurrence in our
society and we are no longer shocked when we hrgarad of it. Yet it was clear that
recalling the event was painful. When Emma desdriow she lay down over her
friend’s body and saved his life by stopping tleflof blood from the stab wound | found
myself living the experience and imagining howeit to be soaked in someone else’s
blood.

During the interview with Gina, her emotions refaoed towards the end of our
conversation as she described how she and hefrieest went their separate ways after an
evening out in town and her shock when learning ltleafriend had met a violent death a
short time after they parted company in a taxi guefipparently the dead girl telephoned
her brother when she was threatened and the baog hsasister being attacked. For some
strange, inexplicable reason | found myself pamigkas | imagined his situation and tried
to think what to do — try to talk to his sisterlang up and phone the police or run for

help.

Even as | re-tell these stories now the memorige@thock and the mutual exchange of
emotion during the interviews return and | agrethwonnelly and Clandinin that it is
impossible to simply listen and record such traueretperiences. This ‘empathetic
intentionality’ had not been adequately predicted & left me emotionally drained when
it occurred. This rich, but shocking insight ih@ experiences of young people has
caused me to question the assumptions and pre{uoote | previously held about them
and the lives they led. Questioning my assumptasmspre-conceptions has led me to
engage with the notion of reflexivity as self-exaation throughout this study. The
realisation that | might earlier have argued thgtposition was value-free, objective and
neutral has been challenged and the jolt fromrdasisation has prompted and coloured
the topics in this section and has an undenial@anin the following chapters where |

offer my interpretation of these lived experiences.
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5. Reflecting on the Interview Process and Progreisg the Inquiry

The phrase ‘research journey’ is a hackneyed plwibkeconnotations implying a fixed
starting point, a prescribed finishing point andaanessible vehicle to traverse the journey
from start to finish in a way that can be plannedetail and conducted effectively. My
project was carefully planned; goals identified;ess to subjects negotiated, methods
researched and trialled but what was not, and cooidbe, factored in was the rich and
unpredictable interview experience. The richneas unexpected or at least, beyond
expectations. In planning the interview procedsaily, | was concerned that the
participants might be reluctant to speak to meitéets recalcitrant, truculent or perhaps
unable to express themselves adequately due tofaxmdnfidence or maturity. One or two
were quiet - | respected that. On at least onasion | sensed a deliberate attempt to
shock — | accepted that and moved on — a respbasepparently, in such interview
situations, ‘fosters the telling of the story théerviewee wants to tell, and thus, this seems
to be the most productive approach’ (Sands and Krtdevo, 2006:966). Others spoke
freely, willingly and articulately providing theah accounts of experiences, perceptions
and aspirations this project was designed to eliEite content was not predicted; nor
should it have been predictable if the purposeeséarch was to create new knowledge
and, in this case, new understanding. If | hadexpicted to be discussing street violence,
drink, drugs or police harassment then what haghéeted — discussions around
curriculum, assessment, class sizes, school ogggomsand management, maintenance
allowances, leaving age? Not only are the topisigated by the young people my first
step to understanding what is important in theegdiand what they value, the contrast
between what | heard and what | thought | might Iseaves to emphasise the assumptions
| brought to the study. Let me explain furtherhi% the ubiquitous white tracksuits and
modern dress of contemporary youth, the body j@ameknd the fashionable hairstyles and
makeup were evident; the expected behaviours dituldats assumed to be consistent with
such externally visible signals were not. Durihg interviews, none of the participants
shouted, swore or challenged the interview situatiovhich they found themselves.

They spoke positively about the Get Ready for Wamirse and their relationship with
college staff and there appeared to be a genusieede ‘get a job’; an observation that
contradicted the received view that NEET young peeape ‘lazy louts’ who are
unemployed through choice and need to be coer¢edviork. Indeed, considering the
contradictory nature of the characterisation of NBung people discussed in the earlier
chapters, what is emerging from this inquiry iseaydifferent view of the NEET young

person as a competent yet vulnerable individual.

72



Chapter 4: Methods

Reflecting on the shocks and surprises of theviger experience suggests that there are
maybe two journeys taking place through this inguiFirst, is the research journey that is
moving me towards a deeper understanding of theepaons and aspirations of NEET
young people whilst allowing me to give voice teithviews. Second is a personal
journey that is uncovering my preconceived antaih to be honest, pre-concealed, ideas
of these young people. Effectively, the conflatainthese two paths impels a change in
my attitude towards the young people | meet puphbeid professionally promoting a new
confidence that behind the label, behind the agpeay;, behind the loutish behaviour,
there is a young person in need of and respomsj\gipport and direction in their quest to

flourish.

Progressing the inquiry beyond the interview preaasd towards a research dissertation
re-engages the writer with issues surrounding vargkrepresentation that were the focus
of the previous section and that have a bearingp@nvriting of an ethical account of
NEET young lives. Moreover, discussion aroundoriof flourishing and wellbeing that
seek to improve people’s lives, at first glanceynmatially suggest some sort of relativist
view from which to appreciate the predicament tieos and may possibly be viewed as
paternalistic. In a similar way, interpreting s¢srand behaviours raises ethical questions
regarding values and subjective judgements thailehe risk of being influenced by the
writer's own biography and positionality. Positadity, as Pendlebury and Enslin (2001)
observe, has become something of a ‘touchstongjdod qualitative research writing in
education that mediates between ‘humanism’s uravsrghject’ and the depersonalised
subject of poststructuralism. Their argument ifedee of a universalist conception of
research ethics in education develops from Nusslsaorand of feminist humanism that
assumes considerable commonality in what peoplé haye in order to be capable of
living well and that insists on ‘the universal inmtance of protecting spheres of choice and
freedom, within which people with diverse viewsadfat matters in life can pursue
flourishing according to their own lights’ (Pendleip and Enslin, 2001:367). Central to
their argument for an ethical approach to educatiogsearch is that it should promote
agency and choice and enable the development tbhténman capabilities — that is, the
list of central capabilities proposed by Nussbahat &ll citizens should have and that

politics should aim to promote and defend as plthiegood life.
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Whilst | am aware of criticisms against Nussbauums/ersalist approach to human
development and take these on board in my engademitérher work, | find resonance
with her philosophy of the equal worth of humamigsi a philosophy that at the same
time acknowledges people’s lives as different leabgnises the commonality of need for
basic capacities and functions in order to be tbleve a good life. It seems to me that a
capabilities approach to quality of life measuretweith its inherent promotion of agency
and choice offers a framework of thought within @fhto explore the difficult questions
surrounding wellbeing and human flourishing in doatext of this inquiry and is the basis
of my discussion in the following chapter whergdwl on the distinct but complementary
work of Amartya Sen and Martha Nussbaum and tlogiceptualisation of a capabilities

approach.

Initially, this chapter provided an overview of timguiry before proceeding towards a
theoretical description of the methods and appresicised and an evaluation of the
effectiveness of these methods in practice. Hatescribed the conceptual foundation of
this study as drawn from both constructivist artéripretivist paradigms and the
methodological approach borrowed from phenomendgraparrative and ethnography.
Throughout this chapter | have engaged with relel@nature to inform a discussion
around issues arising from the interview processjes that reified the interviews as more
than a means of data collection. | have saiddffatts to make sense of the interview data
initially followed two paths: first, the interviewanscripts were searched for recurring
themes addressed and interpreted as they relatbd teceived wisdom of NEET; second,
the search for themes was refined to link with ovadi of capabilities as developed by
Nussbaum in a capabilities approach. In the falhgvehapter, | use Nussbaum’s
capabilities approach as a framework within whzllévelop an understanding of NEET

young lives within the context of the interview aat
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Towards an Understanding of NEET Young Lives

This chapter provides the theoretical backgrounctitecally understanding the concepts
of wellbeing, human development and quality of.lifeexplores the relevance of a
capabilities approach and its application to thauiry and goes on to examine the lives of
the young people in this study by mapping theirisgoto Nussbaum'’s list of central
capabilities. The chapter engages with Nussbaumitation to contest and remake her
list of capabilities and concludes with a re-fragnof her list adapted to the context of

NEET young lives.

Progressing this inquiry towards an understandifdEET young lives requires a critical
engagement with the concepts of wellbeing, happirtasman development and quality of
life, concepts that, by their very nature, reqaireonsideration that goes beyond
definitions. Attempting to unravel the intricatelgmplex social, political and economic
landscape that is so closely interwoven with irdlinal experiences, perceptions and
aspirations not only emphasises the enormity af sutask but also highlights the diversity
of individual human lives and the futility in sepéing the person from the conditions,
preferences and constraints that have a bearitgsasr her efforts to flourish. There can
be no single tidy formula for measurement whenvlty notions of wellbeing, happiness,
flourishing and development are contestable andhgitally unmeasurable and the

concept of ‘a good life’ subject to individual vaki Traditional approaches to measuring
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wellbeing and human development are frequently @ton as seen in measures and
comparisons of income, resources, purchasing pamegmaterial possessions. But these
aggregative methods, while useful in comparisorscohomic advantage, neglect the
different needs of different people to reach theetevel of wellbeing or advantage and
may exclude any moral obligation for politics ocsdy to meet the needs of the
individual. As | move towards a deeper understagaif NEET young lives in this
chapter, | develop my thoughts around these idgasdwing on the work of Amartya Sen
and Martha Nussbaum as alternatives to traditiapptoaches. For the purpose of
illustrating the shift away from such approachas iiseful to reconsider the UNICEF
Child Poverty Report (UNICEF, 2007) that providesoanprehensive assessment of the
lives and wellbeing of children and young peopl@1nof the world’s richest countries.
Unlike previous UNICEF studies that used incomegptyvas a measure for overall child
wellbeing, this study used 40 separate indicatodeusix different dimensions: material
wellbeing, health and safety, education, peer andly relationships, behaviours and
risks, and young people’s own subjective sensesaiib@ing. One of the main claims of
the study was that there is no obvious relationbkiveen Gross Domestic Product (GDP)
per capitaand levels of child wellbeing and, as has alrdaglyn noted, the United
Kingdom found itself in bottom place in the overahking with the United States in
second bottom place. Moreover, the United Kingadom the United States, generally
considered to be amongst the richest and most palwetions, were in the bottom third
of the rankings for five of the six dimensions ewved. Crudely put, wealth does not
equate to wellbeing; what is ultimately importasithat people have the freedoms or
capabilities to lead the kind of lives they wantdad, to do what they want to do and be
the person they want to be. Once they effectihalye these freedoms, they can choose to
act on these freedoms in line with their own idethe kind of lives they want to live
(Robeyns, 2003a:7).

The concepts of capability, freedom of choice amtividual perceptions of what counts as
a ‘good life’ lie at the heart of an alternativegpapach to quality of life measurement that
better reflects the aims of this study than incameesource based theories. The capability
approach, pioneered by economist Amartya Sen asque of resource or utility based
welfare economics and developed in a partial thebspocial justice by political

philosopher Martha Nussbaum, focuses on capabikinel functionings as an evaluative
space in wellbeing and development assessmertiallinin this chapter, | engage with the

work of both Sen and Nussbaum to interpret theititit approaches and later take up
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Nussbaum’s invitation to contextualise her appraaghards understanding NEET young
lives. For me, the appeal of a capabilities apghnaa its focus on what individuals are
actually able to be and do, on the quality of thi&r and on removing obstacles in their
lives so that they have more freedom to live tmellof life they choose to value.
Moreover, | consider education to play an importatg in removing obstacles in people’s
lives while, at the same time, respecting individugedom to choose how to act on the
educational opportunities open to them. What maitethat they have real access to high
guality education and are able to make informedoglsoand good decisions that are not
adversely affected by social, economic or politmahstraints or influences.

In the language of a capabilities approach, théndison between capabilities and
functionings is crucial. The distinction betweeahiaved functionings and capabilities is
between the realised and the effectively possthhg;is, between achievements and
freedom to achieve. According to Sen, capabititg set of vectors of functionings; that is,
the functionings that a person could achieve. eoee he attests that the relationship
between commodities and the functionings to achoevtain beings and doings is
influenced by three conversion factors: personatatteristics, social characteristics and
environmental characteristics. Clearly, persohaiae plays a central role in the
realisation of achieved functionings — the actwah@is and doings that a person has reason
to value — from the set of capabilities to whichbesison has access albeit their choice may
be constrained by social, cultural and economicénfces. So, two people with identical
capability sets are likely to end up with differéypes and different levels of achieved
functionings as they would make different choiaesf their respective options; those
choices having been constrained by a person’s astori, personality, emotions, desires
and preferences (Robeyns, 2003a). As | have angube earlier chapters of this
dissertation, the social, political and economiscape in which NEET young people
strive to flourish can adversely and unjustly iefhge their freedom to realise their full
potential and constrains the set of capabilitieshah they have access. Moreover, in
situations where they might theoretically have ¢éqaaess to resources such as education,
many appear unable to use these opportunitie®indivn best interest.

It follows that we must now ask questions aboutsiteof capabilities a person can access.
That is, we must question what they are effectiadle to be and do. Regarding such
guestions, it is worth noting that Sen and Nussbtaka different stances on this issue, not

least due to the different theoretical backgrowsmts goals of their projects. Sen’s
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pioneering work of the 1980s, rooted in developnesainomics and social choice theory,
was a radical shift from traditional welfarist ecomcs that focussed on utility, income and
resources as measures of social equality and ifiggqué&/hat mattered to Sen were
people’s capabilities and the development of eadtvidual’'s capability set was an end in
itself; income and resources were a means to titht Elis work provides a framework of
thought — and evaluative space — in the study oély and advantage that has been
developed in a broad sphere of applications. Adiogty, he refuses to propose or endorse
a single set of capabilities arguing that this widirhit and constrain the broad nature of
his approach. For Sen, any list of capabilitiestine contextualised within the aims of

the particular study to which it is applied andftsenulated democratically so as to reflect

the views and values of everyone involved in thielgts quality of life assessment.

Nussbaum (2000) believes that ‘we can arrive aramnmeration of central elements of
truly human functioning that can command a broadsicultural consensus’ (p.74) and
she describes her version of the capabilities ambras a partial theory of justice. Her
work clearly articulates her feminist political amsbral stance and is influenced by her
projects with socially, politically and culturaltlisadvantaged women in India. In
presenting a single list of ‘central capabilitiisat she asserts should be the threshold for
‘central constitutional principles that citizens/baaa right to demand from their
government’ — a list whose justification evidenbes emotional attachment to, and
sympathies with, issues of abusive and unjust getgainst women and global
inequalities - she defends her universalist appr@ad intuitive conception of the good
life by describing her list as ‘open-ended and hieib that ‘its members can be
concretely specified in accordance with local eland circumstances’. The ten items on
her list are: 1. Life; 2. Bodily health; 3. Bodilytegrity; 4. Senses, imagination and
thought; 5. Emotions; 6. Practical reason; 7. Atibn; 8. Other species; 9. Play; 10.
Control over one’s environment (p.77). The fulkksffication of these items appears in

Appendix E.

While there are many areas of agreement and plattadleght, it is the distinct political
dimensions of Sen and Nussbaum'’s versions thanhgissh their approaches and | have
drawn from elements of each approach to inform mg project. In Sen’s approach |
recognise (at least a partial) formula or algoritinat models the relationship between

commodities, capabilities and functionings facilitg interpersonal comparisons of
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wellbeing and inequality that acknowledges the pdégyed by individual choice in
translating capabilities into functionings. Furthieappreciate the role played by
individual freedoms in converting commodities (ge@hd services — the means to
achieve) into capabilities. This focus on capébsgiand functionings as the evaluative
space in wellbeing and development assessmergranasing approach in my quest
towards a better understanding of NEET young laues appreciation of the diverse
abilities of young people to convert opportuniiie® functionings. From Nussbaum’s
approach, | have learned to appreciate the usarddtive and close engagement with
others in order to better understand their expeasnperceptions and aspirations and to
give them voice by articulating their stories. ldtigh the awful injustices that she reports
bear little resemblance to the comparatively peiydd lives of the participants in my own
project, concern for the right of the individuallde free to live the kind of life he or she
has reason to value is a goal common to bothhdridllowing sections of this chapter |
engage with the items on Nussbaum'’s list as a fwarieto interpret NEET young lives
before going on to offer my own thoughts arounddtegstation that her list can be, and
should be, more concretely specified in accordavittelocal circumstances. Prior to
offering a re-framed version of Nussbaum'’s lisgngage with many of the criticisms

directed towards her approach.

Engaging with Nussbaum’s List

Listening to the stories of young people’s lived #me varied social settings in which
many struggle to flourish can invoke an innate tieacand an emotional response that
threatens to compare, assess or even to judgeerstadding people’s lives requires
engagement with their stories but risks an intaifixdgement of behaviour and of
instances of unfair, unequal or unjust treatmeat #ine coloured by the researcher’s own
values and background. Against what ‘quality t& Istandard should we compare or
assess and on what grounds do we have the rigidge? Is there a benchmark against
which we can examine quality of life, wellbeinglarman development and whose

perception of such measures might we promote?

The diversity of human life and values dictateg thare can be no single definition of ‘a
good life’ but these questions and jumbled thoughesoffered some structure and
direction when we engage with the ‘partial, not poemensive, conception of the good
life’ that Nussbaum offers in her list of centrababilities (2000:76). Intent on giving an

accurate and ethical account of the stories | lrearcapabilities approach offers a
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framework for my thoughts and a space for delibenatvhile working towards an account
that neither trivialises young people’s concernssemsationalises their behaviour; an

account that lets their voices speak and be heard.

Nussbaum presents her capabilities list as ‘the mamimum that all governments should
provide for their citizens’ (p.xiii). The compilah of the list, which she tells us evolved
over time through observation, cross-cultural dsstan and debate, is rooted in her
concern for the unequal and unjust treatment of p@onen in India and is therefore
gendered as well as being both political and usiadest. Defending her approach,
Nussbaum insists that her list is based on motaition of a life lived with dignity, is

‘open ended and humble’ in that * it can alwayscbetested and remade’ and represents ‘a
type of overlapping consensus on the part of pewpleotherwise very different views of
human life’ (p.76-77). Further, she argues thatdilosophical, theoretical approach

helps us perform the special task which ‘involves systemisation and critical scrutiny of

thoughts and perceptions that in daily life arg@rently jumbled and unexamined’ (p.35).

Not denying that the items on the list are to sextent ‘differently constructed by
different societies’ she insists that ‘its membsas be more concretely specified in
accordance with local beliefs and customs’ (p./BY.directing us ‘to examine real lives
and their material and social settings’ and toUiing about reasons for differences we
observe’ in comparisons, Nussbaum encourageslaskdeyond the structure of her
approach in order to ‘flesh out its contents’ aathough she qualifies this in terms of
women’s lives, she clearly intends us to use hprageh in a plurality of social and
cultural settings. Re-specifying her list is naimple matter considering the gendered
focus on women in developing countries that pereseaach of Nussbaum’s
specifications. So, too, the reconciliation ofificdl systems in developing countries
compared to our western democracy when we ask whatgovernment is providing the
social basis for developing each capability is clexp However, by attempting to re-
interpret and re-align each specification in lighthe empirical data collected from the
young people in this study, | hope to gain a betteterstanding of the capacities of NEET
young people to live the kind of life they choosdite and to better understand what it is

in life that they value.
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1.Life. Being able to live to the end of a human lifenofmal length; not dying
prematurely, or before one’s life is so reducetbase not worth living.

It is banal to suggest that the capability of if@ther than vital to human development
and wellbeing or that its promotion should not baaal, political and universal goal. In
presenting the capability of life as a separatepmment in her list, inextricably linked to
other items such as bodily health and bodily intggNussbaum identifies with the
injustices and inequalities practiced against #medie gender. The situation in Scotland
regarding premature death is reversed. Womenot&a have a total life expectancy of
79.9 years while men have a total life expectarfc§8cb years but these figures are
disturbingly low when compared to the rest of th€ UStatistics show that Scottish
women have the highest mortality rates in the wlmtdung cancer and, if countries of the
United Kingdom were regarded as separate entities, life expectancy in Scotland
would, for women, be the lowest in the Europeanodnand for men, the second lowest
after Portugal (Leon et al., 2003).

Perhaps more significant than gender related inggsaor this study, with its focus on
the social and economic disadvantage assumed bgbiBEEET young people, is the
degree of deprivation-related inequality in lifgpegtancy such that people in more
deprived areas experience both a shorter life ayr@aer proportion of their life spent in
poor health (Wood et al., 2006). Moreover, Nussitaueference to gender-related
abortion can be recontextualised to our own sodgtgonsidering the record levels of
abortion and teenage pregnancy that now existati&w and the evidence that the most
deprived groups have approximately ten times tteeagfiteenage births as the least

deprived and twice the rate of abortions.

With these thoughts in mind, | turn to the politiaams of Nussbaum’s project that would
ask whether our government is providing its citeenth the capability for life. That is,
whether they are providing the social basis fogbeto be able to live to the end of a
human life of normal length and not dying premdiyrer before one’s life is so reduced
as to be not worth living. According to the lategending review (The Scottish
Government, 2007b), the Health and Wellbeing pbafams to provide financial
investment targeted to reduce health inequaliteekle disadvantage and identify people
at particular risk of preventable, serious ill hlealln addition, targets have been set to
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reduce the number of teenage pregnancies amors&t timaler 16 by 20% and by 33% in
the most deprived areas (Scottish Health Statjs2@@7). With these policies in place we
might be confident that the government is indeeiging its citizens with the means to
acquire the capability of life — even where thatwives the redistribution of resources
towards the more deprived groups. But Nussbaunmass that, while Indian women,
according to their democratic constitution, haveadidy in principle, in practice they live
as second class citizens. So, it is the implentientaf these policies and their
effectiveness in practice that will count if inegjties of life opportunities are to be
reduced.

2. Bodily Health. Being able to have good health, including repotide health; to be
adequately nourished; to have adequate shelter.

The capability of Bodily Health is inextricably kad to the capability of life and the
capability of bodily integrity and is crucial indtdevelopment of all other capabilities.
Indeed, it is intuitive to assume that a persombned by disease or infirmity must
struggle to achieve truly human functioning in ademce with Nussbaum’s perceptions of
the good life. While an absence or poverty of holkealth capability might be alleviated
by the provision of additional resources or unusyaés of support, it is important to be
aware of the constraints of opportunity and chtled separate the healthy individual from

the unhealthy.

Striving for a deeper understanding of Nussbaurapsbilities approach, rooted as it is in
the tragedies of starvation, AIDS, lack of cleantewand death from avoidable disease
faced by citizens in the ‘South’, | struggle toaacile my perceptions of such battles for
survival with the quality of life enjoyed by citize of rich western democracies and the
level of healthcare and welfare provision availabléhem. But this, to my reading, is
exactly what Nussbaum’s philosophical approacht@svus to do; to examine our jumbled
thoughts of how capabilities are differently consted by different societies in a way that
moves towards a re-visioning of her list in accoawith local material and social
settings.

Scotland’s health performs relatively poorly whempared to other Western European

countries. Although the situation is improvingeth are several causes of death such as
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cancer of the oesophagus, liver cirrhosis and deiici men which have been increasing in
the 1990s contrary to the downward trends seerost wther Western European countries
(Leon et al., 2003) whose prevalence mirrors tleeaislcohol and tobacco and reflects
the level of stress related mental health problesperted in young Scottish men.
Statistics also show apparent inequalities in healtcomes between areas of deprivation
and the population overall — and this gap doesppear to be narrowing over time (The
Scottish Government, 2008b). Analysis of the reagor Scotland’s comparatively poor
health record posits tobacco use and the low inb&ke=sh fruit and vegetables in the
traditional Scottish diet as the main causes.

‘To be adequately nourished’ is part of Nussbawsp&cification of the capability of
bodily health. Nourishment invokes vividly contiag perceptions of diet from starvation
and malnutrition to unhealthy eating habits andltast obesity that exemplify
Nussbaum’s argument that capabilities are difféyergnstructed by different societies.
Her reference to ‘reproductive health’, from while goes on to assert that every birth
should be healthy, every pregnancy intended and/eex act free of coercion and
infection invokes equally disturbing contradictiandight of the present high levels of
teenage pregnancies and the ‘shock rise’ in teealageions. Here we notice the
interconnectedness of the bodily health capabiti the life capability of the previous
section where | argued that a casual approachpmtetted sex and subsequent abortion
denies the unborn child the right to be born. Mesz, the early onset of sexual activity in
young people brings additional serious sexuallygnaitted health problems with statistics
showing the highest proportion of samples testiogjtive were in women aged 15 to 19
and men aged 15 to 24 (Scottish Health Statis2{@37).

This discussion is useful not only for the way ihigh it highlights the inequalities in
health capability but also to introduce the rolelobice. Nussbaum’s approach respects
the individual’s right, indeed entitlement, to ckedo function according to a particular
capability but insists that governments should mlevhem with the capability to make
that choice. And, it is appropriate, here, to askiedge the level of responsibility placed

on education to provide citizens with these cajiésl

Although Nussbaum asserts that capabilities andumationings are the political goal (for
adults), she makes exceptions in a few cases.tlHahle believes, is a human good that

has value in itself and is so crucial to the depeient and maintenance of all other
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capabilities that we are justified in ‘promotinghfitioning rather than simply capability’
such that ‘it is not unreasonable for governmernéke a stand on its importance in a way
that to some extent (though not totally) bypas$esce’ (p.91). No rational person, she
suggests, would choose not to have good health Wiegrhad the freedom to do so.
Education she treats somewhat differently. It dosappear explicitly in her list although
it is clear that she recognises the importantttoedé it plays in human development and
wellbeing as she argues that all citizens, espggg@abr women, should have equal access
to education. From a capabilities perspectivecation, like health, could be interpreted
as having both intrinsic and instrumental value tnsdinterplay of those two vital
elements heightens the efficacy of each. Healticatibn saves lives, reduces mortality
and suffering and improves life expectancy anditior.  So, if we believe that healthy
individuals are more capable of living a life worthf human dignity, sustaining a healthy,
stable community, and participating positively dueational opportunities, it follows that

schooling should provide opportunities for the pation of healthy living.

That education and health both have high policesaé in Scotland is evidenced by
recent initiatives advocating Integrated Commusithools and Health Promoting Schools
designed to educate citizens towards healthierdiand to facilitate a holistic approach to
the delivery of health related services. The appation of schools — and teachers — as the
domain of activity for government policy is highppternalistic and yet, Nussbaum might
argue that this lack of liberty is justified as tnmreasonable’ due to the importance of
achieving bodily health functioning. Moreover,slaipproach appears to reflect and
accommodate her political project wherein she megugovernment to provide the social

basis for the development of a threshold levelapfabilities for all.

It would appear from the discourse on health pramgagchools that the political aim of
providing a threshold level of healthcare and aglvecyoung people is being met; indeed,
compared to the opportunities for bodily healthatalsty in developing countries, our
government provision goes far beyond a ‘threshieieel that Sen might consider
necessary for survival. The National Programmédrfgoroving Mental Health and Well-
Being embraces a national strategy to preventdii@vhich is disturbingly high in young
people), and aims to promote and support recovatyr@move the stigma from mental
health sufferers. The ‘Hungry for Success’ initiathas delivered ‘The Scottish Nutrient
Standards for School Lunches’ aimed to encouragktyeeating and to address the

problem of obesity and other eating disorders imngppeople. The ‘Active Schools’
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programme is part of the remit of the Physical ¥ityiTask Force which was established
to encourage increased participation in physicaviae Although there is no statutory
requirement for schools in Scotland to provide egwcation, in practice, national
guidelines require that all schools provide sexcatian within a comprehensive
programme of personal, social and health educaitmarreligious and moral education.
Taken together, it becomes clear that educatioeasme the political vehicle for
promoting social, emotional, nutritional and phgsicealth by encouraging changes in

attitude to unhealthy lifestyles.

It will have been apparent that, up to this pammy, re-imagining of Nussbaum’s bodily
health capability has drawn from literature andeaesh rather than from the research
conversations of my inquiry. Being able to havedjbealth is crucial to the quality of life
we are able to enjoy and so it is surprising tleay yew of the young people interviewed
expressed any concern over health related mattees than to comment on the effects of
drugs and alcohol within their peer group. Jamas an exception. He agreed thet *
have to have good healtand went on to describe how he haéén on a diet for a bit of
time ... aiming to lose a bit of weiglnd that he regularly played football and goléian
went to the gym. He credits his positive attitbol@ lecture in college from a volunteer
worker who :.. like, inspires you ... teaches you about lgmptions an’ fear an’ all that
stuff. It's really helpful ... I've taken a lot ifon board an’ I'm trying to really change
like, my attitude ... changed a lot aboot' mét is reasonable to deduce from the
enthusiastic way Jamie recalls the lifestory of tguy’ that lessons in health and
wellbeing are best received when the teacher cgagenemotionally with the learner and
not when they are delivered simply to impart infation, advice, or some abstract
doctrine of morality. For me, Jamie’s comment dbtaking on board’ epitomises and
problematises the role of individual choice anduealin making good decisions and raises
difficult questions about how we can best provigeartunities to young people that
support them to make good decisions about liferagadth. For, as Nussbaum frequently
reminds us, giving resources to people does nayawring differently situated people up
to the same level of capability to function.

I turn now to the final aspect of Nussbaum’s speaiion of the capability of bodily
health; that is, the capability ‘to have adequatdtsr’. This is the ability to live a healthy
life that is not compromised by the lack of an ampiate level of housing and fuels the

debate as to what level of shelter people havgra to expect their government to provide.
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To reach any kind of consensus as to what mighsétdate a threshold level of shelter we
need to be sensitive to cultural and climatic défeces and social norms between
developing and developed countries and also taMaeeaof the unequal social and
economic environments in which people live. Whahhbe considered ‘adequate

shelter’ in India or Africa might not be acceptexdsaich in affluent Western societies
where shelter does not relate simply to a threslesiel of protection from the elements or
to a private dwelling space for a family. Nevehtiss, evidence of inadequate housing,
homelessness and concomitant ill health is evesepitan the streets of Western towns and
cities and it seems to me that debating approptiaeshold levels of shelter is exactly

what Nussbaum invites us to do when engaging watHist of capabilities.

In the language and context of capabilities, hossless could be considered as a failure
to achieve the functioning of adequate shelter idrethrough choice or circumstance and
we might ask whether that lack of functioning idigative of a person never having had,
or having had and lost, the capability to have adegjshelter. Many young people
become homeless through the breakup of their fanmityand many are made to ‘fend for
themselves’ when they reach the age of sixteeraeado longer the legal responsibilities
of their parents. Taking the same line as withatiner aspects of bodily health, namely
good health and nutrition, we might assume, as bauss does, that no rational person
would choose to live a life without adequate shightbeit their choice of shelter might
differ from the social norm, and that homelessngs® a greater or lesser extent, the
result of government failure to provide shelteriferpeople. In addition, we might expect
parents to care for their offspring beyond thejgaleobligation and provide them with

shelter until such time as they are capable of sty themselves.

Re-aligning this argument to a local context regmign understanding of the UK
government’s commitment to providing adequate shédtr its citizens and an
appreciation of how this commitment has changeection over the past half-century.
Historically, the boom years of the post-war ecop@aw an unprecedented rise in the
standard of living and the standard of housing ¢ipatrred the then UK Prime Minister,
Harold Macmillan, speaking at a Conservative Paatlly in Bedford, to claim that ‘most
of our people have never had it so good’ (MacmjllE®b67). But the spiralling costs of
such a high level of welfare provision were nottaumable. Claims of bureaucratic
inefficiencies in the public sector and a waninigrance of the power of trade unions to

demand large wage increases legitimated the inttamuof incorporation and
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privatisation into the public sector with calls facreased efficiency and accountability in

public spending.

By the 1980s the vast areas of local authority tiagd built under government housing
improvement schemes (and known in Scotland assekg were considered poor
contenders for capital investment by the Consergadministration of that time.
Margaret Thatcher’s ‘Right to Buy’ policies, intnackd in the 1980’s were rooted in her
neoliberal ideals that sought to promote individaationomy and reduce dependency by
systematically dismantling the welfare state angbsing public services to market forces.
By giving council tenants the right to buy theinted properties at hugely discounted
prices, opportunities for property ownership wdleveed to thousands but at the same
time, stocks of affordable social housing were etgal to the extent that many local
authorities could not meet the demand for housiRgplacing properties cost twice the
amount realised from the sale so that the remaistiock of council housing was
concentrated in undesirable areas with lower denfiamidousing and fewer employment
opportunities resulting in the isolation and stigaetion of the tenants (Jones and Murie,
1998).

Nussbaum'’s call for governments to take resporitsithdr the provision of adequate
shelter finds resonance with the living conditiehsnany young people in the study albeit
that their situations are arguably more socialghypematic than crucial for survival and
sustaining bodily health. Housing is more than guplace of shelter. Where we live
contributes to how we live, how we work, how weypdand how we view the world. It
defines how the world views us; constructing owiaaddentities and fostering a sense of
belonging. During our research conversation, wlamnie described his experience of life
in the schemes, he spoke of young boys carryingesrand of having tawatch your

back becausesome people will just batter ye for nae reasonliaf ge jist walk into
different areas Jamie’s experiences give us a glimpse of athifeatened with territorial
gang culture as does Jonathan’s revelation itahd be long till the guns start coming in
either. Both these young people are alert to the dangerrounding them in their home
neighbourhoods and both are keen to avoid anyweweént with gang culture byjust
hingin aboot wi' folk ye can trustThey are also acutely aware that life is diferfor

other peoplelike families that are alright and got a nice hodkat’'s no in any o the
schemes— that’s in a nice area. Whereas you'veg@ote families — yur in a scheme

claimin Giro — yur brought up in this area wherssia constant fight — d’ye know whit |
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mean? This insight into the privileged lives of youpgople living in & nice hoose
compared to those living invan o the scheméese. a council housing scheme, epitomises
the widening poverty gap that is considered an@ebée and expected outcome of
neoliberal policies and leads us to explore therpiay between housing and education
spawned by Thatcher’s neoliberal administration wedpromotion of parental choice.

The 1988 Education Reform Act was described atithe as ‘the Big Bang of educational
Thatcherism’ that ended an era in which post waresaof equality of educational
opportunity and social fairness pervaded the gslitif education only to be replaced by
exposure to the forces of a free market ideology ¢haracterised the growing influence of
neoliberalism in global politics (Gruber, 1989)adtcal reforms designed to raise
educational standards through performativity gase to a culture and a mode of
regulation that employed judgements, comparisodsigsplays as means of incentive,
control, attrition and change — based on rewardssanctions - thus putting teachers and
principals under pressure to perform or ‘improveaicompetitive market (Ball, 2003).
Through the technology of performativity, the desphg of performance indicators
provided a means whereby schools could be judgeersrming well or performing

badly. Parental freedom to select a school far ttteldren to attend caused a steady flow
of pupils to gravitate towards what the publisheabue tables identified as ‘better’ schools

although this trend is more prevalent in Englarahtim Scotland.

‘Better schools’ are typically located in ‘bettareas and populated by middle class ‘better
off’ families who have more resources at their ds to allow them to either relocate or
travel to the school of their choice. Conversplyprer schools, that is those schools
whose performance indicators place them lower diovthe league tables, generally
accommodate less privileged working class familidsre, failure to attract ‘motivated’
parents with ‘able’ children often invokes a spwébeclining standards that leads to the

further marginalisation of socially and economigalisadvantaged young people.

Apple (2001) is highly critical of neoliberal matised solutions to educational problems
claiming that they ‘may actually serve to reproduta subvert, traditional hierarchies of
class and race’ (p.413). He draws our attentiaratds the ‘hidden effects’ of these
policies on real lives drawing on Whitty et al. §8), Chubb and Moe (1990) and Henig
(1995) to emphasise the extent to which parentaicehs as likely to reinforce hierarchies

as to improve educational opportunities and theallvguality of schooling.
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There is a growing body of empirical evidence thaiher than benefiting the

disadvantaged, the main emphasis on parental chattechool autonomy is

further disadvantaging those least able to competee market. (Whitty et al.,

1998:42 cited in Apple, 2001:419)
Apple’s critique posits the aggregation of parergatial, cultural and economic capital,
which he refers to as ‘confidence’, as cruciallsKibr the successful negotiation of
‘marketised forms’ and the ability to make goodicks. The ability to convert
opportunities into beings and doings has a paral#ie language of capabilities and
highlights the role of parental aspiration and exggon in the exercise of choice of
schooling. Moreover, it chimes with the ideas awmeritocracy, social mobility and
advantage discussed earlier. It may be signifidaen, that of the young people
interviewed, although they all had low levels chdemic achievement and reported
negative experiences of schooling and living emmment, few suggested that their parents
had become involved on their behalf or that theghthmove house to a better area or a
better school. Gerry described how he had beesivad in a long court case accused of
setting fire to his school and had asked his parnéite could move to another school. His
father, however, refused to consider this sugggstinstead, that Gerry would jushéss
around as beforeat his new school. This does not mean that garand young people are
not aware of school mediated forms of privileg@bihe play of forces between housing
and education. Rather, it implies a lack of agesmoy voice that, as Apple suggests, serves
to legitimate and reproduce traditional hierarchi@his point is brought home by

Jonathan’s perception of the interplay between inguand education:

It like depends where aboots ye come fi. Whit pdiie area ye live in — ye
know whit | mean. Like, half o the time, if youfrem a decent house, decent
neighbourhood an that, decent family and ye go de@ent school ye turn out
decent. But you live in the schemes, go to ayssutiool where there’s a these
fannies and fightin an all these folk roon the @ramoking joints an' stuff ...
ye ... ye go to a school like that an ...
As his voice faded to silence and his last sentemm@ined unfinished it seemed to me
that Jonathan imagined a better life, a more digghifife than the one he presently had no
opportunity to change. He aspired to a life livec better and safer environment and
offering a better education that, in turn, migladénim to a more prosperous and ‘decent’

future.
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3. Bodily Integrity. Being able to move freely from place to place; hgwne’s bodily
boundaries treated as sovereign, i.e. being alide 8ecure against assault, child sex
abuse, and domestic violence; having opportunitiesexual satisfaction and for choice |in
matters of reproduction.

The central importance of bodily integrity to thellkeing of NEET young people is
evidenced by its emergence as a dominant themetfrenmterview conversations and so
my revisioning of this capability reflects the peiggiants’ received knowledge around real
and perceived threats of violence and assaultth&yrit reflects their concerns and
experiences of risk-taking behaviours and discudsesnpact of government policies
designed to address these issues.

Nussbaum’s explication of bodily integrity intuiéily assumes political obligation to
protect people from abuse, assault and inhumadegyading treatment or punishment.
The UK Government’s commitment to protecting thdilyointegrity of its citizens is
evidenced in the raft of policies designed to liexposure to abuse and reduce
opportunities to indulge in risk-taking behaviouRaradoxically, a number of these
policies, like the ban on smoking, the use of chimand other illicit drugs, the wearing of
seatbelts and crash helmets and the right to lbew, @are considered by some to infringe
their rights and freedom of choice. Nussbaum, lvanelefends such paternalistic
political intrusion, especially where children andnerable adults are concerned, arguing
that it is acceptable to limit the scope of chaideere this leads to future long-term benefit
to the individual. Setting a minimum age at whydung people can legally purchase
tobacco (16) or alcohol (18) or legally engagedarusl activity (16) defines a somewhat
blurred boundary between childhood and adulthoahiattempt to address concerns
about the long term effects of exposure to tobataeoke, youth binge drinking and
associated violence; unplanned teenage pregnaauiesexually transmitted diseases is
legitimated by its intention to protect young peofstbm making choices that might place
them at a disadvantage in their adult lives. Nedess, young people are confused as
Kylie explained I think it's pointless that you can get married wh@u’re sixteen but you
can't drink till you're eighteen. So you’re not amd to drink on your honeymoon which is
stupid. Eighteen to get a tattoo ... like I'm et so | can put on the lottery ... | mean

marriage is a bigger commitment than any o therthatis what | don’t understand’.
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Setting a threshold level for bodily integrity isléficult area to ponder. So, too, is the

role of individual choice in the argument whethapabilities or functionings ought to be
the political goal. The proliferation of governméuanded incentives targeting young
people at risk of following unhealthy or undesieabfestyles challenges us to better
understand their perception of ‘the good life’ ttregy choose to value and makes it
difficult to argue that the government is providiegs than a threshold level of freedom to
choose a life that values bodily integrity. Howe\tke alarming levels of what might be
considered as ‘self-inflicted’ or ‘self-indulgersthuse suggest that many young people are
denouncing their right to bodily integrity by engagin alternative risk-laden lifestyles.

So, Nussbaum reminds us, legislation cannot gueedradily integrity, even where there
is commitment towards the effective enforcemerfwafs for the protection of young
people as Jenny’s story demonstrates:

There’s always people fighting up ma bit. Thassthe young ones — they’re
aboot 11 to 15. They’re always goin roon the bat¢ke shops and they drink —
smoking too. They just start arguing wi anybodifey jist ask anyone [to buy
drink and tobacco] and they say ‘mind if ye getgiaiudon’t say | got ye it’. It
would be better if they had cameras outside th@shiven ye would see them
all asking. It's jist the younger ones up ma hdttdrink — all the older ones
are intae drugs. It starts as soon as they gagb Bchool.’

Jenny goes on to explain that young peojuist ‘stand in the street bordoecause there is
nowhere else for them to go and so they just dtarking. She believes that people smoke
and take drugs becaughey feel bad about themselves and they thinkakimg away

what’s bad or what's annoying them ... but it doesNe just keep taking'it Jamie agrees
that ‘they just want to escape from their normal stateimfd. Because of everybody’s
debt, | think that makes people depressed, or aightor anorexiagic). They're

chasing a feeling they want off the drugs

Concern for young people’s use of tobacco, alcadmad, other drugs focuses as much on
the short term health and social problems as omjhges and fatalities sustained or
inflicted while intoxicated (Ogilvie et al., 2005 he similarities in the reported
experiences of the young people in this study confhat the feeling of vulnerability to
attack, especially if they find themselves outglteeboundaries of their home district, is
very real. For them, Nussbaum’s perception ofctgeability of bodily integrity, which

posits freedom to move from place to place andigéfem assault as central aspects of
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what citizens can expect from their governmenteappto be missing from both their
capability set and their functioning despite a ddfiegislation targeted against gang
culture and the carrying of weapons. However dli®an expressed wish that things
might be different in the future and that educanaght play a major role in this social
transformation as Jamie explains:
| hope that in the future generation there’s no ahyhat[knives and big gang
fights] an folK'll jist get alang and can walk through feifent schemes. Teach
them in schools, from primary one up, everybodytube friends — no to be

racist an that — get mixed cultures to bond wi othéed cultures. Hopefully
make them all friends in the end

Jamie’s awareness of social differences and resabhat led to threats of violence inspired
him to think to the future with hopes of friendslaipd neighbourliness that would bring an
end to racism and youth gang culture. Gerry, erother hand, was actively involved in
the gang culture that the others were keen to auaitwas happy to educate me in the
ways of local ‘Young Teams’ and the territorialairy that drove the violent combats. For
Gerry, fighting was a matter of pride, reputationl &street cred’ even though he had
suffered epileptic blackouts when he was youngdrveas always anxious not to sustain
any head injuries. When he described the kincattfés he had been involved in and the
injuries he sustained, | asked how his parentdedade replied that when he returned

home injured he told his mother he had fallen mdtreet.

Jamie’s suggestion for school-based promotioniehéiship is challenging to unravel
when we consider its multifaceted nature that bhegsclude notions of caring,
compassion, citizenship and multiculturalism; amel ¢ontradictory evidence of bullying,
physical and verbal abuse, and violence, that vesboth teachers and pupils. It becomes
especially complex when we consider that, twengry@go, physical violence in the form
of corporal punishment was an accepted means afsmg discipline in school and that
the abolition of physical chastisement is now cdesad by some to be partly to blame for
the apparent indiscipline in schools and anti-ddmaaviour in general. Caning, belting
and other forms of corporal punishment, once camnedito be ‘character building’ and a
natural means of discipline in school life, are mmlawed in Scottish schools as attitudes
to human rights shift towards protection from intamor degrading punishment that is

perceived to cause irreparable emotional damagietins.

However, the deliberate infliction of emotional grtdysical harm remains a major social

issue in schools. In 1990, around the time ofath@lition of corporal punishment and
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following the findings of Olweus’s pioneering resgdain Norway, Mellor’s (1990)
exploratory work in Scotland, while not claiminglie a representative sample of the
nation’s schools as it only involved ten secondatyools, exposed the extent and
seriousness of the problem of peer bullying amangle. This seminal work eventually
led to the requirement that all schools should especific anti-bullying policy to combat
the problem and Olweus’s internationally acclairbetlying prevention program has been
the basis of many intervention and coping stragegkeurther, the suggestion that bullying
might be a reason why many young people do natétehool invites further

investigation within the context of this inquiry.

Recent research findings (British Council, 200&)ral that bullying is endemic in schools
across Europe and that the problem is perceivee wworse in the UK with 43% of
Scottish pupils who participated in that study agrg that bullying is a problem in their
school. This figure is second only to England wi@%. Within the Scottish results, the
main reason for bullying was given as ‘Differengesappearance for example height’
(44%) and the second ‘Clothes students wear’ (41@dultiple reasons for bullying were
obviously recorded — the third reason was ‘Skimaol37%)). Jamie’s evidence of
people being calledskank and ‘tink’ because theydon’t have nice clothes or the latest
trackies or come from a poorer famigndorses these claims and also strengthens the
argument that bullying is a major factor in truandyich is strongly linked to poor
achievement. Folk, like, that that are maybe poorer, they gevd@and they get fucking
upset and don’t wannae go back to school cos teeyetting bullied (see also Mellor
(1990), Olweus (1993), Karatzias et al. (2002) skip (2008))

In Gina’s case, bullying was not the reason forrar attendance at school — she just
preferred todog it with her pals, get drunk and smoke hash. Sheregslarly suspended
and was finally expelled when she was thirteerafsaulting her teacher. While Gina’s
story reminds us that teachers have a right tatkeqgted from assault, it would appear
that procedures for the protection of pupils areertoghly visible. The establishment of
the Criminal Records Bureau and the Scottish Caritecords Office (SCRO) in 2002
under Part V of the Police Act 1997 are furtheligations of the high policy salience
afforded to the increased protection of childred aninerable adults in society, especially
in an educational environment. Disclosure Scotlaperates within SCRO to provide
criminal history information, called a Disclosufet employment and other purposes to
comply with the Protection of Vulnerable Groupsdqtand) Act 2007. By facilitating

schools, colleges and nurseries, indeed any om#s and institutions working with
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vulnerable groups, to run comprehensive checksyguiayees or intended employees,
anyone with a history that would make them unsigtamuld be barred from such

positions.

Barring people with a record of inappropriate bebavchimes with Nussbaum’s defence
of the inclusion of bodily integrity in her list aentral human functional capabilities
because she considers bodily integrity to be ‘adigoint in our considered judgements of
goodness’ (Nussbaum, 2000:77). The political aspieleer project is primarily to coerce
governments to provide a threshold level of theabdjties in her list but, in addition, she
cautions us that, even where national policiest éxismake such provision, such as in
India, caste and religious laws and traditions trais their implementation. From her
reports of the abuse suffered by women in Indii, difficult to draw a parallel to the
accounts of violence, abuse and bullying we hedoazlly, especially the disturbing
reports of technological ‘cyber bullying’ and ‘happashing’ and other web-based and
digitally transmitted abuse. And, yet, aligningdshaum’s conception of bodily integrity
to the empirical data collected in this study higihls a similar dichotomy between the
policies implemented by government and the realitthe lived experiences of its citizens.
The plethora of policies, strategies and incentdesigned to safeguard young people in
both an educational and social environment appeaffective and inadequate in the fight
against the types of violence and abuse relatdueimarration of NEET young people’s
stories. Is Nussbaum mistakenly benevolent inragsyibodily integrity, and its
embedded notions of freedom of movement, secugidyrest assault, violence and child
sex abuse to be ‘a fixed point in our considetglygments of goodness’? Is there a
‘subculture’ that cannot be influenced by such gedhents of goodness’ consonant with
John’s perception thaThere’s folk that are bad and that’s it — they dgithey fight, they
go oot an’ bottle folk an’ stuff like that an’ tikimothing of it’... ‘you’ll no change them.
naebody’ll change them. Once they’'ve hit high stlou’ll no change them These
guestions bring me back to my conversation witha@nd how she repeatedly ‘dogged’
school with her friends. Gina agreed that she‘@aad quietat primary school butgist
changedwhen she went to secondary wheye stuck up fur yersélfBut she regrets her
behaviour at school and her violent past explaitiag 1 went to a school of neds — | jist
thought | was a ned — ye copied every other pedsdmt ye? Well, like, everybody else
dunnit so ye didnae want tae sortae clash as welye?
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Exploring the capability of bodily integrity hasgwided a fascinating yet disturbing
insight into the lives of NEET young people and phgrality of views and values these
young people hold. It appears to me that all yguegple have the capability of bodily
integrity but some choose not to convert that caipamto actual functioning by engaging
in self-abusive risk-taking behaviour while somaylethers of the capability by inflicting
harm on them. What is most disturbing is the sagrtack of concern over the hurt
inflicted by their aggressive and violent actions @hat leads me to inquire into the role
that compassion plays in Nussbaum’s perception'gded life’. As a strong advocate for
liberal education, Nussbaum posits education, botitent and pedagogy, as the supreme
vehicle by which to critically turn young minds tamds democratic citizenship and
compassion. These thoughts recur throughout thaineler of this dissertation and
towards the final chapter where | suggest thatfalls involved in education have a role to
play in developing feelings of caring, sympathy andhpassion in the young lives we
guide.

4. Senses, Imagination and ThoughtBeing able to use the senses, to imagine, tmadk
reason — and to do these things in a “truly hunveay, a way informed and cultivated by
an adequate education, including, but by no maamtet to, literacy and basic
mathematical and scientific training. Being aldeise imagination and thought in
connection with experiencing and producing selfregpive works and events of one’s
own choice, religious, literary, musical, and sdHo Being able to use one’s mind in ways
protected by guarantees of freedom of expressitimnespect to both political and artisti
speech, and freedom of religious exercise. Belnlg @ search for the ultimate meaning
of life in one’s own way. Being able to have pl@able experiences, and to avoid non-
necessary pain.

j8Y)

\J

It is interesting that Nussbaum promotes this caipab being able to use the senses, to
imagine, think and reason — ‘in a way informed anliivated by an adequate education’
(2000:78); asserting, as she does, that educatiootia capability or functioning in itself
but a good or resource to be used in the developaietl other capabilities and
functionings. Does our model promote the develagroéthe senses, imagination and
thought as they relate to Nussbaum'’s explicatiotiisfcapability or does it deaden young
minds and deny them the opportunity for self-exgpi@sand imagination? Through
Jonathan’s and Jamie’s experiences we begin ta getarer understanding of how our

formal model of schooling, with its accent on maeracy and certification, narrows
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opportunities for self expression and confidenaéding through the inclusive and

levelling experiences of the performing arts.

Jonathan liked his Drama classes but decided ragribnue with them in fifth year
‘because | goat telt there were a lot of essaysebsgys — writin an that — cannae be
bothered writing 500 word essaydNot that he disliked writing. In fact he hadjeyed
English and wasalright’ at it. He had wanted to be a journalist at dmetbecause he
‘liked writing stories an thabut his creative talents were not appropriatehewriting
requirements of exams and so, after an altercatitinhis English teacher over perceived
inadequate preparation for the preliminary examaswould indicate his readiness to

progress to higher study, hjeast sort of veered off that

Jamie was equally enthusiastic about Drama claddediked performingand ‘wanted to
be an actorbut now that he had left school there were noaspmities for him to pursue
this interest further. Acting seems to have besnaf the few things at which he excelled
and he was disappointed that another member aldss was now appearing on television
although hegot better marks than herThere was a hint of disappointment, too, that h
had not continued with his Higher Drama but he masle to feel unwelcome at school by

the teachers because he was only taking one higher.

These young people are now embarking on an inttemuto work skills in the
construction industry where, following Dewey'’s pregsive ideas, they are ‘learning by
doing’ because, in their own words, theynjoy daein stuff Both suggest that schools
should offer more opportunities in work-related jegbs; a sentiment echoed by Julie in
her search for a position as an apprentice hasdresAt school Julie enjoyed sport:
netball, cross country running and trampolining atildl continues her private dance
classes but none of these talents have helped fiedtemployment as she has spent the

past year at home doing housework for her mother.

Can the model of learning and teaching that Nusshdescribes as ‘creative’, ‘dynamic’,
‘animated’ and ‘intensely passionate’ only be r&&di in non-government or informal
situations or can we guide teachers to ‘take deligkthe progress and individuality of

their students’? Can we morally justify encourggansixteen-year-old to stay at school for
a further two years in the hope that he might aheesingle Higher in Drama or Physical

Education or should we advise a more vocationalgnted route? If we follow
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Nussbaum'’s lead in capabilities and quality edecatio what extent can we ask an
‘adequate education’ to inform and cultivate sepgeagination and thought if the

alternative is to inform and cultivate a capacdywork?

5. Emotions. Being able to have attachments to things andlpemyside ourselves; to
love those who love and care for us, to grievéeirtabsence; in general, to love, to
grieve, to experience longing, gratitude, and figstianger. Not having one’s emotional
development blighted by overwhelming fear and ayxier by traumatic events of abuse
or neglect. (Supporting this capability means supg forms of human association that
can be crucial to their development.)

It is difficult to imagine a life void of feeling®wards other human beings or without
attachments to things beyond ourselves whethee timgght occasion pleasurable feelings
like love, gratitude, joy and delight or negatieelings like guilt, fear and shame. Such
feelings are characteristic of what could commdmdyeferred to as ‘emotions’ although
other writers might debate this assertion and irmgighe distinction between feelings and
emotions and the significance of the events anémampces from which they follow.
Nussbaum does not shrink from engaging with thesgnespic of emotion offering an
examination of emotion in ‘Upheavals of Thought0Q2) and writing extensively on love,
passion, grief, disgust and shame in ‘Hiding froomtdnity’ (2004). However, for the
present purpose of emotion as an item in Nussbalishisf central capabilities, 1 will
restrict my deliberations to the coverage she diwesnotions in ‘Women and Human
Development’ (Nussbaum, 2000).

That Nussbaum includes emotions in her list of rmiuman capabilities indicates her
perception of emotion as playing a crucial roléaw she perceives a dignified human life
and holds the view that the emotions have a cagnitimension and can be valuable in the
social choice process. And yet, it is a difficulea to ponder. How can we ask if an
individual is capable of emotion and how can a govent provide the social basis for its
development? Not only does Nussbaum include ematibier list, coupling it frequently
with imagination in her writing, she acknowledglks tmportance of these capabilities in
the methodology of her approach:

Imagination about the necessary components ofyahliuman life, and emotions of
loss and longing associated with the imagininghese central goods, play a
(suitably constrained) role in the creation of bgmlitical principles. (2000:250)
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She then goes on to direct users of her approaichagine how resources go to work
differently in different lives — ‘an exercise thaquires a rich contextual imagining of
particular lives and circumstances, seeing how ig¢igeals and aims are differently

realised in different concrete conditions’ (200@25

Imagining the reality of the lives of the young piointerviewed was, for me, a very
moving emotional experience and | have given aildetaccount of this in Chapter Four.
Grief at the death of a parent, love for a motkérdlone to care for her family, disgust for
a teacher who lied about providing textbooks, tdahe unknown when moving to
secondary school, feelings of helplessness watchimgther cry, shame of past behaviour,
longing for a job, anger at a father who abanddmeahildren, anxiety when venturing
beyond one’s local area and the trauma of withgsaimient events. Recollecting the
stories around the expressions of these emotiggests that here we have what looks like
a list of negative emotions and experiences. Wisdlee joy, the pride, the pleasure or the
fun and delight in these young people’s lives?héiligh we shared laughter and humour
during our discussions, none of the storied livagded happiness or confidence or
enthusiasm for the future. At best, they seemduktadapting, coping, surviving, to be
‘fine’ or ‘OK’. On reflection, it seems to me thtttis is what Nussbaum meant by ‘not
having one’s emotional development blighted by edmiming fear and anxiety’ and why
Jamie felt grateful for the college lessons hefraah a voluntary worker whaéaches

you about emotions and fear and why you shouldededrt — it's just false expectations
appearing redl Regardless of whether these particular livas$ @rcumstances are in
some way different from the norm, by placing lowel @are at the heart of her
specification of emotion, Nussbaum challenges dstbways to support forms of human
association that can be crucial to its development.

6. Practical ReasonBeing able to form a conception of the good anerigage in critical
reflection about the planning of one’s life. (Tlistails protection for the liberty of
conscience.)

The historical context of our lived experiencespdsaus as human beings and forms our
aspirations, our values, our opportunities andobices. Being able to act as rational
agents with the capacity to reflect on our predieatrand make wise decisions for a life
that we choose to value lie, to my reading, atiart of what Nussbaum describes as the
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capability of practical reason. Being capableraicfical reason, within the context of
leaving school, would imply a positive, deliberdezision that considered alternative
courses of action leading to an improved and mesérable future but we must remember
that teenage years are difficult years lived betwhildhood and adulthood; sometimes
rejecting offers of help and support yet, oftendieg more than is on offer. Setting aside,
for the moment at least, any discussion of the ebleducation in directly preparing young
people for the world of work and the divided opmian liberal and vocational paradigms,
education must surely be recognised as a majoribatur to the development of
capabilities in young people. To have the freedomarticipate actively and creatively in
the world and not just as passive, manipulataldeviduals is crucial to Nussbaum’s moral
philosophy and so it is this view of the individ@a an end and not merely as a means to
the social, political and economic ends of othkat lies at the heart of the capabilities
approach and provides us with a rich vocabularyrasdonsive framework for thought.

| have argued that, for many young people, makiagaessful transition from education
to the world of work is crucial to the pursuit éddirishing and a dignified human life and
that young people who leave school at the eaessible opportunity with low levels of
attainment and who have no immediate prospectsstamable employment are
particularly at risk of being confined to a life pbverty and exclusion. | have also argued,
through my discussion of meritocracy and social itglthat many young people we
might consider to be in privileged situations maydtheir life trajectories directed and
supported by family or social traditions that emage them to aspire to higher academic
achievement and professional positions. While saraeable to rely on social networks
and family connections to assist them in findingoayment and to extended learning
opportunities to support their achievement, othehsy lack such social and cultural
capital, are more vulnerable to the vagaries okthployment market and less able to
compete as dignified equals. Hence, we see thendalye of social background in forming

a conception of the good and making reasoned chéacehe future.

Nussbaum describes practical reason as a ‘bageabday: the innate equipment of
individuals that is the necessary basis for devetpthe more advanced capabilities and as
such, is ‘'sometimes more or less ready to funct{@@00:84). Moreover, her approach
attaches very great importance to practical reasoifigures it as a central function on the
list. In re-aligning practical reason toward tlemtext of this inquiry, it is useful to note

Sen’s approach that asserts that individuals hdfereht capacities to exercise choice in
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the conversion of capabilities (opportunities) ifuactionings; their choice being
constrained by different ideas of the good life aggersonal, social and environmental
factors. So, the account of human diversity thacan draw from the capabilities
approach goes a long way in helping us to diststgthose young people who have
developed the capability of practical reason and eybpear to have achieved this

particular functioning as Jonathan’s story illuttsa

The school sent me tae college tae dae a wee tagbarery an bricklaying an
that. | liked daein that kind o stuff. That’s wihgpplied — so | could come back
cos a lot o the places dinnae take ye aff the strieée they’ll go to the college
an say I'm needin boys. So that’s half the redsarat college an I'll try an
keep in at it cos the college will put the bestsbimyward and you've got a
chance of getting a job out o it. College can halpso | thought it's a smart
idea to come here. | thought it looked better amyan ma CV if I've no got a
gap of about three month or that where I've dondimo.

While this short excerpt from my conversation wltinathan portrays him as consciously
living out a predetermined life plan with a distiperception of a good life and a mature
capacity to act autonomously and rationally, fragtimg his story in this way risks losing
sight of the fact he at one time aspired to beuanalist but became so disillusioned with
school that he left at the earliest opportunityaflsaid, his understanding and appreciation
of values, self-awareness, self-confidence, séffezs and the capacity for critical

reflection are crucial elements of the capabilitypiactical reason that have provided him

with the capacity to reflect on his situation andke conscious decisions about his future.

For Jenny, leaving school was not so much a consdecision but more a ‘drifting away’
because she gdied up with what she considered a boring routine. Altgb her parents
did not particularly want her to leave, they agréedas up to her so long as she got a job
but what followed for Jenny was a year ofithin tae daeexcept her mother’'s housework
and caring for her young sister. As she said duour conversationl wanted to leave but
then | wis like | don’t know if | want tae ... then | jist left ... but once | left | wanted tae

go back. But naw ... | jist didnae go back

From my conversation with Jenny it became cleargha had always wanted to be a
hairdresser but appeared to lack drive and invgaith moving toward her goal. After
months spent looking for an opportunity in hairdreg by visiting salons and responding
to small advertisements in shop windows Jenny bedamstrated and disappointed by her

failure to find work. Bored with her life at hom&he found her own way to the Careers
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Service and was enrolled on a Get Ready for Workltessing course in the hope that this

would give her better access to work opportunities.

Unlike Jenny, Robyn had no previous plans to becainairdresser until she was offered a
place on the Get Ready for Work hairdressing couiee appeared unsure about the
content and length of her course or what she nughtext to the extent that her
complacency and apparent lack of enthusiasm swgpyésat this decision was made
hurriedly and with little thought and planning. &fact that sheléft school on the Friday
so | could start here on the Mondayplied that her priority was to leave school aard/
path that legitimated her departure was acceptabddool, according to Robyn watead
borin’ and she jist hated goin a the time — getting up dead epslytae go an do a bit o
work that ye didnae have to do really — jist hatéd The one good thing about school was
‘jist tae see ma pals and talk to thdiat this was not enough reason to keep attending
because she considered some teacke® moanin an shoutiand she ¢ouldnae be

bothered wi all that wi some teachers

My conversations with Jonathan, Jenny and Robymithate the complex inter-related
factors that influence young people in their derigio leave school and while it might be
unreasonable to expect typical sixteen year old®toonsciously living out a
predetermined life plan with a distinctive perceptof a good life and a mature capacity to
act autonomously and rationally, it seems to mettiese three young people have
developed very different levels of the capabiliy practical reason. Questions around the
role played by guidance teachers and the Careevec&enight clarify the level of

planning advice given and received but | cannatrieine any particular reason why
Jonathan might be so much more focussed on hisefthan the other two appeared to be.
He had been very unhappy at school, always in teowtih teachers, and said that he
‘went a bit dodgywhen his parents were splitting up and yet, he highly motivated to
improve his life by finding work in the construationdustry and understood and
appreciated the contribution that the Get ReadyMork course could make towards that
ambition. Perhaps we could speculate that it Wwasd very experiences — the difficult
times that he had come through losing the main modéemodel in his life— that made him
determined to succeed. But that theory does nidtfboJenny and Robyn. Jenny claimed
that her parents were happy for her to leave scdmt@dng as she found a job and yet they
also seemed content to have her at home to dootheetvork and look after their other

child. It did emerge, however, that there was ssglity that Jenny’s father would help
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her set up her own hairdressing business. InashtRobyn’s parents did not encourage
her to stay at on at school anidt said if | wanted to leave | could leaverobyn also

believed thatit’s no up to them if | want to stay on or leave

What disturbs me in this exploration of practicgson is the role of adults in developing
in young people the capability for practical reasonsidering its complex and difficult
associations with values, aspirations and percepid the good. Conceptions of the good
come from example, experience and critical reftacon the effects of our own behaviour
and place an onerous burden on the teaching profess parents and carers and other

adults working formally and informally with younggple.

7. Affiliation . A. Being able to live with and toward others, toagnise and show
concern for other human beings, to engage in vatfioums of social interaction; to be able
to imagine the situation of another and to havepassion for that situation; to have the
capability for both justice and friendship. (Paiteg this capability means protecting
institutions that constitute and nourish such foohaffiliation, and also protecting the
freedom of assembly and political speech.)

B. Having the social bases of self-respect andmondiation; being able to be treated as
a dignified being whose worth is equal to that thfeos. This entails, at a minimum,
protection against discrimination on the basisaokr sex, sexual orientation, religion,
caste, ethnicity, or national origin. In work, bgiable to work as a human being,
exercising practical reason and entering into nregual relationships of mutual
recognition with other workers.

Having tended to think, from an early reading & $ipecification of affiliation, that the
first part,A, and its reference to friendship, compassion acdkinteraction had little
relevance to my examining and understanding of NE&iing lives, it is both
disconcerting and comforting that | have come t@hgate that initial judgement. From
my exploration of the capabilities of bodily intégr emotion and practical reason, the
extent to which social interaction with peers, watirents and other adults and with
teachers impacts on behaviour has become morerg\dadd as | engage more deeply with
their stories and reflect on the context in whiolyt strive to flourish, it becomes
frighteningly apparent that the violence and aggjogsyoung people perceive or
experience, either as victims or perpetratorspistantly present in their lives. It thus
emerges that the capability for friendship and eondor others; being able to imagine and
care about their predicament; is a capability #atuld be nourished and protected as

being crucial for fully human functioning.
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What is also becoming apparent is the complextimteing and overlapping of the
elements in Nussbaum’s list which, she tells ugjasally and ethically constructed from
intuitive conceptions of the good — the capacitydwuelty, for example, does not figure on
the list. Human beings, she argues, ‘are creaguels that, provided with the right
educational and material support, they can becapelie of all these human functions’
(2000:83). By her assertion that all human beargscapable of friendship, compassion,
justice and concern for others and that these dapegcan be developed through
education, we are directed to inquire how educatiorstitutions can nourish the capacity
for compassion. Here, | am reminded of Jamie{geation that we shoulteach them
from primary one — everyone to be friends with goee elsethat pre-empts Jonathan’s
concern thatwhen they reach high school they’ll no changéould it be the case, then,
that people can learn to care for and be consilefatthers in ways that, while not
necessarily expected to lead to friendship or camemt, promote forms of social
interaction that eschew intent to hurt and harmmd Af this is the case, how do we and
how can we promote the development of such saai@tactions through our educational
institutions. These hypothetical questions arkatilt to ponder. | develop my thoughts
below and return to discuss further in the finamier. Nussbaum, in her other writings
(Nussbaum, 1997; Nussbaum, 2001), has much torsthyeceducation of compassion and
the humanities and the influence of social ingttg in the development of compassion in
individuals. This leads me to consider the inflump€ schools and colleges in the
development of self-respect and dignity in a maninar draws on the second part, B, of
the specification of affiliation and reflects theperiences and perceptions of the young
people in this inquiry. Although Nussbaum makdsrence to equality, self-respect, non-
humiliation and dignity in the context of discrinaition at work, it seems reasonable to

assume that her thoughts might be re-contextualtséte world of education.

Education in the formal setting of schools shapmsyg lives; nurturing them to aspire to
being good citizens, responsible and caring admitsto flourish as individual human
beings. And we have seen how Nussbaum’s approaaldwexpand this to include the
capability of affiliation with its focus on carirapnd compassion. Politically, however,
successful schools are measured by levels of pttpinment, exam results, client
satisfaction and other performance indicators angets and schools publicise their
success through the dissemination of competitiague tables in a way that often conflicts
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with concerns for the wellbeing of individual leara and the educational philosophy of

the teacher.

The capability approach denounces the significaficeich proxy measures of wellbeing
and impels us to focus instead on people’s cap@asiland how an institution enables each
individual to flourish — seeking by contrast to engtand how equality and inequality,
justice and injustice are formed and perpetuatezlitih the everyday experiences of
education. Put another way, schools and collegesharged with more than the
development of academic ability and vocationallskahd play a major role in the

development of social and personal developmenbimg people.

Nussbaum endorses the Aristotelian /Marxian vieat thlly human functioning ‘requires
affiliation and reciprocity with others’ thus pasi affiliation among the most important
of the human capabilities (2000:224) and makingithgthe social bases for self respect
and non-humiliation and being treated as a digihifieman being whose worth is equal to
that of others’ central to our examination of tlagious types of social interaction
experienced at school. Social interaction withBupportive educational environment that
fosters mutually beneficial relations between idiinals is crucial in the development of
self-esteem, self-confidence and self-respect suackey element in affiliation and
reciprocity. Nussbaum'’s reference to work in heplieation of affiliation can equally
usefully be directed towards educational institagievhere treating people with equal

respect entails allowing their voice to be heard.

From Jonathan’s story it seems that mutual resgpatthon-humiliation were not always
evident in teacher-pupil relations:

‘Well I jist got to the stage that school wisnaerhe any mair. Couldny stick
teachers treatin ye like weans. Some o them wioeddl ye like idiots — ye
know whit | mean — it jist got tae the point wherher | left or | think the
school would’ve threw me out.

It jist depended whit teachers it wis ... someasrtiwere sourfdwi ye an other
wans would jist talk to ye as if ye were stupitlat. An when they dae that,
that’s when ye lose ... that's when ye dinnae bdisiening. Then when they
start shouting, you're like ‘you don’t treat medikan idiot I'll maybe dae
something’ an then ye get in trouble for being &iyee

1% trusted / respected / accepted
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| liked the social side of it. .know what | meanfjdyed seein yur mates and
that ... daein stuff an that but ye cannae keep fmwithat

Jamie gives a similar account of feeling unwelc@né humiliated:

| didnae like school. Naw, no much cos | thoughggt treated like wee kids still
even if ye were in fifth year. Some o the teactadkgo you as though you were
still in primary — jist though ye were wee weans ahouted at you even though
you were in fifth year — jist didnae really likehsol. | liked third and fourth

year when | done ma exams and then in fifth yeasd jist like “Well you've
done your exams. Whit ur yis still doin in theauh- get oot!” They were like
moanin’ at yis aw the time. “Why are ye staying ahy do you not leave?”

an’ that like cos | only had one higher

Neither of these short excerpts describes a legugmvironment embracing self-respect
and non-humiliation. To my reading, they show diethat both of these young people
perceived themselves as incompatible with theiosthnvironment; they no longer
belonged, fitted in or even felt welcome due topber relations they had with some of
their teachers. They were both keen to reporttthatwas not always the case. But this

implies, to some extent, unjust, unfair or unedredtment:

Some o my teachers were brand Hew liked some o my teachers. The other
ones that didnae like you — they were all moanyngy some of them. But the
ones that wernae moany grumpy | got alang wi qui#.

(Jamie)

There wis wan. Mrs | the Geography teacher. SBesaund man. Used to get
some laughs in her class because we would be ¢pflarstuff an then | would
say one 0 ma comments and she would - she wouldalebother man — she
would kinda get a wee laugh goin and then we’dilie-cos she was sound like
that an we could get a laugh — then when she sRiglit, heids doon” we done
it out of respect

(Jonathan)

The interview data illustrates the extent to wigcd pupil/teacher relationships affects
receptiveness to learning and reveals instancelyimgpa lack of mutual respect. The data

also suggests that learners enjoyed better resdtips with their lecturers when they

moved to a college environment.

See, the lecturers and that treat ye better- tyeatnore like an adult. Aye, they
can be strict sometimes but at the same time pifyay the game fair wi them
they’ll be fair back. But when you start to rigetpiss an that then that’'s when
they’ll say to you “You've stepped over it”. Knowivi mean? But maist o them
you can have a good laugh wi. It's good bantetlat

(Jonathan)

! very good
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Ye get taught — ye get treated like an adult ahthallecturers are dead
friendly — they’re all brand new. If ye canny dathey would gie ye a haun.
[In school] they only came over for about five sed®and say “I've already
tellt ye whit tae dae ‘n you've tae dae this ‘n yeuae dae that” — don’t
explain it enough. You get a lot of help in caled hey like explain to ye
exactly what you've to do ‘n if you're finding iatd - if | tell the teacher “Sur,
onnae chance o a wee haun?” he’ll come ower an giege haun

(Jamie)

| think it's different in college. It's like ..he. like they don’t come up every

time and tell ye not to talk an all that. In schdwy do — ye can'’t talk an have

a laugh or anything — ye can’t do that cos yegist moaned at in schaool

(Julie)
To a greater or lesser degree, every teacher psobab a perspective of education that
centres around leading their students into asptorigreater heights’, to ‘better
themselves’ or ‘reach their potential’, that istbigcally embedded in the teacher’s own
values and history; many seeing their role to lgeirtstudents to aspire to become part of
an educated upper or middle class (Radnor et@).7)2 Every education institution has a
multifaceted view of equality that struggles betw#ee demands of social justice and
those of competitive market forces. The structusgstems, strategies and forms of power
in an institution might be seen to afford prefei@rteatment to those members who
comply and reinforce unjust practices towards thvaise do not. Indications coming
through from the interview data are that this grofigoung people do not meet with the
behaviour, attitude and ability requirements ofrteehools allowing a situation of
disinterest, disengagement and disappointmentuelaig along with concomitant
inequalities of opportunity that this produces &gitimates. The different social norms
of the dominant ‘academic’ group tend to be treatede favourably than those of the
other thus spawning and perpetuating the *have bavke not’ divide. Following this line,
Gagnon and Cornelius’s (2000) work uses the catiabibpproach to examine workplace
equality in a way that finds resonance with Nussiiaueferences to affiliation and work
and that can be assumed to apply to educationahm@tions. They suggest that minority
groups have limited opportunities to shape the dger their organisation and ‘certain
minority groups will never gain a voice that islhgdistened to’. They conclude that ‘the
more marginalised and demonised a group has beeteds likely it is that the dominant

group will actively listen and acknowledge grievasioqGagnon and Cornelius, 2000:85).

Affiliation, according to Nussbaum'’s list of certcapabilities subsumes capability for

empathy, sympathy, compassion, friendship andgeistnd calls for the protection of
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institutions that constitute and nourish such foohaffiliation. Exploring affiliation
through the ethical lens of Nussbaum’s approachaliesed me to better understand the
barriers to educational equality as may be perddyedisadvantaged young people and
the role of institutional and interpersonal relasibips in felt unfair treatment is more
clearly articulated. The data from the interviesmeersations suggest three important
aspects of affiliation that invite further discussi First, is the idea that non-participation
implies non-conformity to expected norms of behaxioSecond, is the suggestion that
capacities for friendship, sympathy and compassiaiht be developed though education.
And third, the issue that minority groups do noténa voice that is listened to. These
points are particularly relevant to this inquirydaare carried forward to be discussed

further in the final chapter.

8. Other Species.Being able to live with concern for and in retatito animals, plants and
the world of nature.

Nussbaum considers the inclusion of this item inliseto be the most controversial.
Enjoying and appreciating the world of nature wasartheme that emerged during the
research conversations but, rather than immediateilenge its inclusion in Nussbaum’s
list, | prefer to examine its possible relevancd banefit in the context of the wellbeing of
the young people in this inquiry. While diet artd/pical activity are widely
acknowledged to be two of the primary determinafishysical and mental health, Pretty
et al. (2003) believe that wellbeing is further @nted through close connections to both
nature and communities. The line of their argunigatvs on research evidence to suggest
that closeness to nature has a positive effeceoplp and increases likelihood of
understanding of and care for nature whereas iagrgaisconnections between people
and nature will have an impact on individuals, legit communities and cultures, and
ultimately on how they treat and care for natuvkreover, they draw from a large body
of research to attest that ‘people both seek anideala variety of values when they visit
wildernesses, in particular a desire for tranqudihd natural beauty, escape from the
stresses of urban life, and the potential for dtampeak experiences’ or transcendent
moments’ (p.22).

Being convinced by these arguments draws us taademahether, given the strong

emphasis on ‘hanging about the streets’ and hauwitying to do but drink’, young people
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should be encouraged and supported to developaerofor and appreciation of animals,
plants and the world of nature and to enquire aghat role education might play in

fostering a connection between young people angreat

9. Play. Being able to laugh, to play, to enjoy recreatiactivities.

Play and childhood are traditionally synonymou$\astern culture. However,
opportunities for play for today’s children aretreted not only as a consequence of
increased traffic and the lack of green spacesharuareas, but also as the result of
changes in attitude to risk in our society. Freedo roam far from home, to play in
streets, fields, woods and rivers, activities firatvious generations of children enjoyed,
are now labelled too dangerous and parents’ coirepdf ‘stranger danger’, fuelled by
media coverage of rare but horrifying instanceshilid abduction, reinforce the view that
‘it is wrong for adults to initiate social contagith children they don’t know, which breeds
mistrust and can have damaging consequences’ 280I7:53).

It is regrettable that the Scottish Governmentlieen slow to develop a play strategy,
preferring instead to ‘look at play within the bdea context of early years policy first’
(The Scottish Government, 2007a). A commitmemrayide well designed, high quality
and well maintained play spaces would delight Jamiie bemoaned the fact that there
were nae grass bits or parks in oor bit tae play — ¢ fhake the best o it an wait till all
the car parks are empty and play therg&his was hardly ideal because he and his fgsend
frequently hurt themselves falling arlalirstin oor heids open on the concretEacilities
had been available at one time but had been targteandals:goal posts getting
knocked doon — get spray paintadd ‘everybody’s moaning they’ve nuthin tae dae an
that’'s how they drink — that’'s how they hang ahibetstreets Jamie’s solution to deter
vandals was tohave a supervisor watching thgthe play parks]and’l think that would
be good b’cos then people widnae have an excuseamyfor drinking and fighting and
that.

Jamie’s casual remark about the friends he plagetb&ll with — that they were all Celtic
supporters and he was a Rangers supporter, thapli€atand he Protestant — supports the
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theory that play, sport and recreation can breakndoarriers and allow friendship and
compassion to flourish. But not always. Religibigotry is the scourge of the West of
Scotland and football is the vehicle through whids manifested and perpetuatedt was
the football thing that was on — Rangers and Celtes Emma’s explanation for the
potentially fatal stabbing of her friend had shélam over his body to stop his bleeding.

10. Control over One’s Environment. A. Political. Being able to participate effectively
in political choices that govern one’s life; haviting right of political participation,
protection of free speech and association.

B. Material. Being able to hold property (both land and movaaeds), not just formally
but in terms of real opportunity; and having prapeights on an equal basis with others
having the right to seek employment on an equakbeah others; having the freedom
from unwarranted search and seizure.

My interpretation of this element of Nussbaum’s ¢jeavitates towards her core idea of an
individual as a ‘dignified free being who shapes dvi her own life’ (2000:72) making
each person the bearer of value and an end inlhenset a means to the ends of others.

A. Political. Considering, first, the political aspect of telement of Nussbaum'’s list and
the historical struggle over the right of UK citizeto vote, it is an inconvenient truth that,
in the 2001 UK general election, only 59% of thecebrate participated. Although there is
no exact data on the voting behaviour of young [geapailable in psephological studies, it
is believed that the number of young first-timearstwho participate in general elections
has declined (Kimberlee, 2002). Politics and pmltfranchise were not identified by the
young people in the study as areas of concerngpsrbecause most of the interviewees
had not reached voting age. However, in lightefpresent debate to lower the voting age
to 16, it is useful to examine this apparent apathyrder to better understand why young

people choose to denounce their right to politicablvement.

From his analysis of the literature, Kimberlee (2D@entifies and discusses four broad
explanations which he classifies as: youth focusgelitics focussed, ‘alternative value’
and generational approaches before offering his exptanation for the phenomenon of
youth non-participation. That is not to say thatrgjects reasons that suggest youth
apathy, lifestyle and ‘don’t care’ attitudes or tadure of political parties to attract young
people as valid explanations. The political inséseof young people, he tells us, have

shifted away from class-structured politics to einpolitics’ predicated on alternative
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values that engage and enrage them — issues suar,dsomelessness and the
environment. He suggests that non-participatiarhare to do with the generational
differences of contemporary youth’s changing joyrtee‘adult statuses’ compared to their
parents or grandparents. Basing his argumentendhfusion, uncertainty and
marginalisation caused by an unstable youth labwarket, declining welfare provision
and the increase in adolescent experimentationseith alcohol and drugs, he believes
that young people are struggling to construct aritadentity in the absence of strong

family and community bonds.

If, as Kimberlee (2002) suggests, the rapid satiahges to which young people are being
subjected ‘could be effecting or undermining tteility to engage and identify with
contemporary politics’ (p.96), we must question thiee, for any individual affected by
such changes but who does have the ‘right’ to \at®jally has this right in Nussbaum’s
sense of a combined capability. Clearly, to anyaged 18 or over (and there is
considerable support to reduce this to 16) a tlmlddlkvel of political participation is
constitutionally guaranteed and Nussbaum insists'tve shoot for capabilities’ not
functionings and thereafter ‘citizens must be fiefe to determine their own course’
(2000:87). So, is non-participation a genuinerimied choice not to convert a capability
into a functioning or can we use Kimberlee’s argatrie suggest that, for today’s
disaffected, disadvantaged and disengaged youtitrot@ver one’s environment in the
political sense, does not feature in the set ohbdjies to which they have real access?

Government concern over youth non-participationbdrasight the introduction of
‘Citizenship’ to the curriculum to promote awares@snd understanding of the political
process (see Crick report etc.) In addition Neivdtives Fund (NIF) funding to the
Electoral Commission has supported voluntary osgitns and local authorities to
undertake innovative projects to engage young ewjih politics evidencing the UK
Government’s intention to provide more than a thoés level of political control to its

citizens.

B. Material. From an initial reading of the material aspecCohtrol over One’s
Environment, Nussbaum’s specification may appeanasclectic and incoherent mix of
rights predicated on the unequal treatment of pradian women with regard to holding
property and taking on work outside the home tbatés them totally dependent on the

male members of their family. Re-imagining thigpakhility from the evidence collected
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during the research conversations directs our gaxzards two aspects: having the right to
seek employment on an equal basis with others anithdp the freedom from unwarranted
search and seizure. With regard to the formereariier argument around issues of
inequality and disadvantage that pertain to NEE{dngppeople posits the right to seek
employment on an equal basis with others centrddeégohenomenon of NEET and so,
having discussed this aspect at length, | move@ngage with the latter aspect: having
the freedom from unwarranted search and seizuw, fiBst, | want to tell Jonathan’s

story:

Jonathan clearly considered beipglit by the polisand being slammed up against the
wall just because yur out in the stretet be unwarranted seizure. He and his friendsewe
frequently stopped by police and asked to spliif tipere were more than three of them
together. But thenf'ye don’t do that they’ll pull ye again and thibyty to arrest ye —
arrest ye for anything He detested the gang culture and idets who perpetrated it
and felt angry at the injustice of being brandétaoligan because he wore a tracksuit
identical to one that the police claimed was wormiembers of a local gang. Jonathan’s
experience was not an isolated incident as otheny@eople made similar comments.
The relationship between the police and young ge@ucording to Jamie, needs to be
improved. Most of the time they’re bothering youngsters tikefor playing football in
the car parks rather than actually going oot anpgiimg the ones that deserve to get
stopped — like the boys that are drinking an th#tey never get caught

Nussbaum (2004) articulates this situation elodyenther discussion of contemporary
moral panic that led to the adoption of laws anlicps aimed at juvenile offenders such
as the passage of anti-loitering laws targetedeahbers of inner-city gangs. She offers a
legal argument that the definition of ‘loiter’ &s remain in any one place with no
apparent purpose’ is ‘inpermissably vague and bitrary restriction on personal liberties’
(p.272). The order to disperse, she tells uds\wague because it does not make clear
how far away one must go, or for how long. Moreoigang membership may not be
established solely because an individual is weasiathing available for sale to the
general public’. In light of social tendenciestioral panic based on flimsy stereotypes
and stigma, Nussbaum suggests that we ought tomdspy making very certain that
there is clarity about what harmful behavior isngeiargeted and clear standards that
distinguish the harmful behavior from innocent lngfaround’ (p.273).
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Borders between innocent loafing around, harmfalblveour and crime are hardly easy to
ascertain but Gerry’s story is a good example of-5o-innocent’ behaviour that he would
nevertheless defend. Gerry spoke freely of hislvement in gangfights and underage
drinking giving a vague description of what appédarebe a covert ‘arrangement’ that, so
long as he and his friends did not drink behindoshar on the street and did not cause any
trouble, they would be left in peace. He was niadignant that this agreement had been
broken and that the police had raided their hideodtrendered it unusable. Gerry was
adamant that young people should be free to chtmos@moke or drink if they wished and
was in favour of the legalisation of cannabis. tThech behaviour is prohibited by law
raises interesting issues of paternalism which bluss defends ‘because there are issues
of justice involved: people are being harmed; teedom of some to pursue their good is

interfering with the legitimate pursuits of othe(2000:53).

In a bid to curb low-level criminal activity, nevowers were given to police under the
Antisocial Behaviour (Scotland) Act 2004 to alldwein to disperse gatherings of young
people in public places. Jonathan, Jamie and Gezrg all disturbed by the way this act
affected their freedom but, if these contrastingeziences are valid interpretations of what
Nussbaum might consider as freedom from unwarrasgadch or seizure, contextualising
or re-specifying this capability ‘in accordancewfibcal beliefs and circumstances’
appears disturbingly problematic. The conflictpgyceptions, Jonathan and Jamie’s
innocent behaviour resulting in unjustified harasathwhile Gerry challenges the
restriction to his freedom that age-related actesécohol and tobacco cause, seem
irreconcilable. Perhaps it is the intertwiningloé capabilities of bodily integrity and
bodily health and their evident manifestation ia phstification of policing anti-social
behaviour in young people that is confusing my usi@dading of the idea of the ‘multiple
realisability’ of Nussbaum’s list. Or perhapsstthe positioning of ‘having freedom from
unwarranted search or seizure’ within the capahilitcontrol over one’s environment that
also embraces ‘the right to political participatitmat is more suggestive of freedom of
political expression than protection of the indivadl or society. Whether or not | am
correct about Nussbaum'’s intent, my interpretasipawns a debate over her capabilities
approach that promotes the capability of the irtlial over the collective good of society.
In response to such comments, Nussbaum might remsiidat, in her view, each person is
valuable and worthy of respect as an end, not astamd supporter of others but, she
would add, there is no incompatibility between indwal and collective good because

112



Chapter 5: Towards an Understanding of NEET Youngd

people are free to choose to make sacrifices farst What matters is that freedom to

choose how to live one’s life does not harm others.

Beyond Nussbaum’s List

In this section I reflect on the problems uncovettadng the mapping exercise of the
previous section. Throughout my discussion | ergaigh some of the criticisms of
Nussbaum'’s version of the capabilities approachi@nabplication in practice. Thereafter,
| argue in favour of a re-framed version of Nussbauist, contextualising the original
towards this inquiry in light of the rich data eadted during the research conversations.

Nussbaum’s list of capabilities provides a usefairfework to follow in thinking about the
diversity of young people’s lives; allowing us &es afresh, both the differing and
common facets of the process towards human flongshBy mapping the members of her
list of central capabilities to the data of thesi@sh interviews and engaging with the
relevant literature, | have acquired a deeper aodder understanding of NEET young
people’s lives. The mapping process has also igigield the stark differences between the
lives of poor women in India who were the focusNossbaum’s concern and those of the
young people who participated in this inquiry. $hdalifferences now require to be
reconciled in light of Nussbaum’s claims that hst ‘can always be contested and remade’
and that it represents ‘a type of overlapping consss on the part of people with otherwise
very different views of human life’ (2000:5,77).otwithstanding the very positive aspects
of engaging with Nussbaum’s list, there remain soor@usions, ambiguities and
unanswered questions around the application opalskty approach in practice that
cannot be assumed away by unquestioningly ‘remakiaglist. Nussbaum gives no
indication as to how, and to what extent, herrhaty be ‘contested and remade’. Nor does
she explain how a consensus was reached duringriipilation. So, | must examine
whether my reinterpretations, reorientations, awsionings represent the views and
values of the young people who patrticipated in shisly; whether they are biased by my
own positionality or whether they are fundamentaiigguided.

Questions that need to be asked in light of Nussbainsistence that the list is open-
ended include how we might add new items to theahsl how many items we might
reasonably add before the list can no longer beidered a ‘remake’ of the original. One
possible response could be to consider removimgesging some items but this, too, is

fraught as the list is ‘emphatically’ non-fungibtbat is it is a list of related but distinct
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components wherein we ‘cannot satisfy the neeadrierof them by giving a larger amount
of another one’ (p.81). To add to this confusiossbaum tells us that, in revising her
list, some items were promoted to individual statulsght of their heightened importance.
At the same time, although the items are descrsetixed’, some, like bodily integrity,
may seem more fixed than others and it would be nsites, ‘astonishing’ (p.77) if it were
to be removed from the list. Thus, while Nussbaloguently argues to convince us of
the flexibility of her list, deep methodologicasises arise from what appear to me to be
contradictions and lack of procedural guidanceodsotv this list of ‘irreducibly distinct
items’, each of which is held to be ‘essential’ghtibe effectively contextualised towards

my own particular project (p.212).

Contesting Nussbaum'’s List
A Single Universal List?

Dominating the criticisms of Nussbaum’s approate (Stewart (2001), Deveaux (2002),
Menon (2002), Okin (2003), Robeyns (2005)) is thegtion of the validity of using a
single list of capabilities - as my efforts to reagine and recontextualise the elements in
Nussbaum’s list away from issues of gender inegafid injustice in India and towards
NEET young people in Scotland have illustratedwduld appear that there are two
diametrically opposed views to the use of a singlieersal list in applications of the
capability approach. Sen, despite Nussbaum’stergis that he should be more specific in
his account of capabilities and freedoms, has gtersily refused to produce a fixed and
final list of capabilities arguing that each prdjesquires the democratic selection of

appropriate capabilities that take note of the uaigurpose of the exercise.

The problem is not with listing important capaleg, but with insisting on one

predetermined canonical list of capabilities, clmolsg theorists without any social

discussion or public reasoning. (Sen, 2004:77)
Criticisms made against Nussbaum'’s claims to theeusal applicability of her version of
the capabilities approach across culturally plsaaieties are primarily based on the lack
of evidence or justification for the conceptiontioé good life that is reflected in her list of
capabilities and challenge her right, as a Westdreral, educated and privileged female,
to determine central capabilities for other soegtiRobeyns (2005) adds to this debate by
arguing that ‘irrespective of the capabilities that be selected, it matters how the list is
drawn up’ (p.200) and that ‘the process or metlwdugh which her list is created lacks
legitimacy and encounters some serious epistentablmits’ (p.202). Alkire (2007:1)

concurs with Robeyns’ suggestion that writers sth@xplicitly describe how and why
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they chose certain particular dimensions adding thighout understanding the basis of
their choices, ‘the reader is unable to examingsttor question the selection’ (see Stewart
(2001), Deveaux (2002), Menon (2002), Okin (206R)beyns (2005)). Below, | address
some of the criticisms made against Nussbaum’soagpr As | move towards re-framing
the list, I respond to the above concerns by progidn explicit description of that process

and its engagement with the data collected duriteyview.

The Structure of the List

By presenting a list of universal norms, Nussbadeniifies a definitive set of human
capabilities as ‘the most important ones to protghtch, because the list aims to be
exhaustive, necessarily includes capabilities corezkprimarily with aspects of physical
survival such as health, food, shelter and pratadtiom assault. It seems reasonable to
assume that such capabilities are to be value@dly person in society and there is good
reason to insist that they should be developedranigcted as the basis of political
guarantees. In contrast, other items place an asipbn human self sufficiency and
appear to promote social, emotional and politiealelopment. Moreover, because the list
has been changed as a result of discussions wofhleoa India and Scandinavia, it is easy
to imagine arguments over the validity of someusmns and claims to cross-cultural

relevance that accommodates prevailing social geraents.

Threshold Levels

The idea of a threshold level of each capabilitynportant to Nussbaum’s (2000) political
goal of securing a social minimum which people havight to expect from their
governments and below which ‘truly human functignis not available’ (p.6). She
envisages this taking place ‘within each constituai tradition as it evolves through
interpretation and deliberation’ as citizens wawards a consensus for political purposes
(p.77). It would be good to be clear about hows threshold level might be determined in
practice but Nussbaum offers no instructive guigaiogvards this. Rather, she argues that
we may reasonably ‘defer questions about what \&# db when all citizens are above the
threshold, given that this already imposes a taamdjnowhere-realized standard’ (p.12).

One possible reaction to this confused situatidn isnagine, say, a minimum level of
healthcare provision that promotes the developroebbdily health capability for each
person. The first and most obvious problem atiisee claim that our national health

service provision goes beyond a threshold levelnndmmpared to the healthcare provision
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in developing countries. But, of course, when wedme aware of shortcomings in
provision and unequal access to treatment, thetignas not ‘is a social minimum being
met?’ but ‘how can we improve the present levehexdilth capability for every
individual?’. The problem becomes still deepewadry to imagine how threshold levels
of other elements of Nussbaum’s list like ‘beindeatio use senses, imagination and
thought’ or ‘to love’ or ‘to grieve’ might be se@md. These questions should not be
neglected but must be noted as problematic anthlgsome areas with respect to the

practical application of Nussbaum’s approach.

The Items in the List and the Method of Selection

Through frequent references to the work of JohnIRaMussbaum draws our attention to
the closeness of her own list of capabilities aa@/R’s notion of primary goods and basic
liberties that include freedom of speech, freedédmavement, freedom from arbitrary
arrest, income and wealth and the social basislbfespect; ‘things which a rational man
wants whatever else he wants’ (Rawls, 1999:79).th@rone hand, Nussbaum has
included several of Rawls’s ‘natural goods’ (asagya to ‘primary goods’) like health
and imagination in her list but, on the other, hasincluded materialist items like income
and wealth because she considers wealth, like édaocto be a resource for furthering

human capability development and not a goal ifffitse

More needs to be said about how Nussbaum arriviedrdist of central capabilities and,
equally importantly, how revisions were made betwearlier and later versions. Indeed,
considering her assertion that it is ‘intendedtf@ modern world, rather than timeless’ we
need to ask how ‘final’ and ‘fixed’ is the currardgrsion and how and by whom will the
demands of ‘continued reflection and testing’ beh{p.77). Her remarks about an
intuitive, moral conception of human functioningyite us to question exactly how
intuitive this conception might be and to what extié reflects the situatedness of the
author or the possibly biased views of those urtitied people involved in the years of

cross-cultural discussion.
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Nussbaum’s Defence

Nussbaum presents the latest version of her liseonfral human capabilities in ‘Women
and Human Development: The Capabilities Approadih’the section preceding the
introduction of her list, Nussbaum anticipates thet philosophical theorising about
universal norms will be challenged and contestetlaagues eloquently in its defence
against three attacks from: culture, the good wédity and paternalism. Against the
argument from culture, she denies that normatiitera must come from within the
society to which they are applied proposing instibad, while people should be free to
choose to follow their cultural traditions, we shibuse universal criteria to rule out unjust
or cruel cultural practices. Diversity itself, sigserts, should be valued and allowed to
flourish so long as its practices respect basim$oof human dignity and concepts of
value. The argument from paternalism that shesageés, would oppose the formulation
of a set of politically endorsed criteria that panted to describe universal conceptions of
the good on the grounds that it would not resgeeiany diverse notions of the good and
would deny citizens the right to choose to pursigekind of life they have reason to value.
Such criticism is unfounded, she claims, as hejeptavould seek to respect the dignity
and freedom of individuals as agents of choicéepursuit of their own values — so long

as this does no harm to others.

The substance of Nussbaum’s defence focuses oprtmary assertions of her approach
which she emphasises repeatedly. First, sincksths ‘open-ended and humble’ (p.77)
and is made for political purposes only, it is mdénded to define universal criteria of a
good life for everyone. Second, its members cambee concretely specified to meet
local contexts through interpretation and deliberat So, it seems that, by accepting
Nussbaum’s invitation to contest and re-make tte lliam able to move towards

accommodating the situation of NEET young people.

Situating the NEET Project within this Debate.

Nussbaum’s writing has inspired my thoughts inatioss not previously considered and
helped me to organise these in a concerted and eoaceptually coherent fashion. That
is not to deny that there remain unsolved problesgarding the implementation of her
approach and the need to remake or contextuaksietms on her list towards the purpose
of the present project; these problems having beearthed without recourse to the
features of Nussbaum’s list during the initial €s@f analysis. The question | face now is
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how best to proceed. Contextualising may not liicgnt as my earlier interpretations

and deliberations have demonstrated but remakmtjghappears equally troublesome.

Nussbaum argues that there should be a singlef Icgintral capabilities that can be
translated into more detailed and specific listsuib the context of the inquiry; Sen argues
that each application of the capabilities appraacjuires its own list, but neither writer
offers guidance as to how these proposals mightheved. What Alkire’s (2007)
analysis helpfully adds to this conversation isittsgghtful observation that, while the
selection of capabilities seems complex, in pradie methods used by researchers when
identifying capabilities are drawn, either alonerocombination, from five overlapping

processes which she lists and these are providewbia detail in Appendix D.

It would be useful to ponder over the usefulnessach of these methods in turn in

contemplation of their applicability to the prespntject.

1) Existing data or convention: the UNICEF (2007) mtom the lives and wellbeing
of children and adolescents in a group of the wenidhest countries could be
considered in this category drawing as it doesxistiag international data to measure
and compare wellbeing under six different headmgdimensions: material wellbeing,
health and safety, education, peer and familyigiahips, behaviour and risks, as well
as on a subjective measure of young people’s sdrtbeir own wellbeing. The choice
of indicators for assessment are primarily takeadapted from the universal
‘Convention on the Rights of the Child’ (which cdyut that study in category iii —
Public consensus) but it is interesting to note the report acknowledges that ‘child
economic, social and cultural rights must be im@atad progressively taking into
account the specific context of each nation’ (UNFCE007:42). Although this
extensive study provides extremely useful and sonestshocking comparisons of
wellbeing, the limitations of the adequacy and mlity of data that could permit
valid international comparisons are documentedujinout the analysis. There are two
further limiting factors to be considered when eading the usefulness of this method
with regard to the present project. First, thengfiaation of narrative data into
discrete categories and/or satisfaction scalesediline richness of the responses and,
second, the chosen capabilities, if selected freistiag data such as Panel Data or
School Leavers statistics as used in the NEETalitee, cannot and do not necessarily
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represent or respect the expressed values of tigymeople to which they are applied

in this project.

i) Assumptions: making reasoned and informed assung#bout what people
would value; health, safety, relationships etcthesmost common method of
selecting capabilities according to Alkire who rens us, referring to Nussbaum’s
negligence here, that ‘the strength of the norneabivtheoretical assumptions are
limited unlessthe assumptions are transparently informed tdemwiblic
scrutiny’(Alkire, 2007:9). Moreover, making normeg assumptions about what
people would or ought to value raises difficult si@ns and invites the kind of

criticism directed at Nussbaum’s universalist applothat was discussed earlier.

iii) Public ‘consensus’: A fixed list of capabilitiesatthas been refined and developed
through a process of ongoing debate in respongde/éose sources of expertise and
critiqgue can claim to be relatively stable and authative. Universal human rights,
the Millennium Development Goals (MDGs) and the &phProject’s standards for
humanitarian assistance in events of disaster@rd gxamples of this approach.
Using an existing consensus-based list has obaduantages but it is unclear who
would decide when a consensus had been reachedhatider the values of the

people who were to be the focus of the study wefteated in the list of capabilities.

iv) Ongoing deliberative participation: This approaekks to engage the people
concerned in dialogue in order to identify and agye priorities and to improve the
selection of capabilities through an ongoing preaggevision. Alkire believes that,
when this method works well, it seems to be thalifl@um for selecting capabilities
but, in practice may be subject to a number obdisins due to power imbalances
and lack of trust. Further, since this procestyisamic, ‘it is likely to lead to a
different set of dimensions at each participatancpss at different times and for
different groups. Consequently, the data genemtedot comparable across

communities or over time’ (p.12).

(v)Empirical analysis: this method of selecting alifities draws on the analysis of
empirical, possibly survey, data of people’s valaed behaviours and, according to
Alkire, is becoming increasingly popular. If myderstanding of her explication is

correct, she argues that a weakness of this agpisdlat it can sideline practical
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reason and people’s own aspirations, studying tfaeters as objects. ‘For this
reason the empirical approach should be used todarinformative support to
participatory methods and deliberations, but showoldconstitute the sole basis for

selecting dimensions’ (p.13).

Alkire’s critique of methodologies and techniquesthe selection of capabilities
advocates a ‘mixed methods’ approach that artiesldte views and values of the group
under study. An excellent and relevant exampliisfis the ‘The Good Childhood

Inquiry’ (Layard and Dunn, 2009) to which more tI&5000 people contributed as
parents and grandparents, carers and careworgachers, academics and professionals as
well as young people themselves through a cakwaence, surveys, focus groups, ‘my
life’ postcards and the BBC Newsround televisiongpamme. The inquiry was designed
to achieve consensus but ‘sought the healthy aoelssary tension and difference of view’
drawing on the panel’s expertise and experienevatuate and interpret the evidence. As
the biggest inquiry into childhood ever conductedhie UK, this contemporary study
explores the main influences to which every clsléxposed — family, friends, lifestyle,
values, mental health, inequalities and schoolisgeking ways to make childhood better.
And so it follows that the discussion and repoftedings from this landmark study have
informed my own thoughts around young people’s@eéor values in this competitive

age.

Besides advocating a ‘mixed methods’ approachHerselection of capabilities, Alkire
recommends that the selection meets the five @iset by Robeyns (2003a, 2003b, 2005
and 2006). In presenting her criteria as ‘very mup for debate’, Robeyns offers
practical and workable suggestions towards a puge¢approach for the selection of
quality of life measurement that aims to addressas of difference in epistemological
goals across disciplines and applications and plesselection biases in specifying which
capabilities matter. She argues strongly agalmestise of Nussbaum’s list for quality of
life measurements on the grounds of epistemologylegitimacy; promoting instead the
development of a set of methods to select capiasil#ppropriate for the particular
approach and goes on to define criteria that #te $§hould meet. Central to Robeyn’s
critique is her emphasis on the diverse interdis@py application of the capability
approach and correspondingly different types ofyamaand different epistemological
goals which necessarily require individual consadien of capabilities and functionings.
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To this end she offers a ‘typology of capabilityabsis’ as an open-ended table of goals,

roles and methodologies.

It is interesting, and relevant, that Robeyns’ act@sserts that, in the selection of criteria
for a particular project, even if we end up witlke dame list as Nussbaum, the underlying
assumptions of what the list is and what it is @ig@0l to do remain different. The
theoretical status of the lists will remain distireven if both lists contain the same
elements because the purpose and process of selao#i different. Moreover, she adds, it
is important to go through a democratic processwdrawing up a list of priorities as
“This will give a legitimacy to the outcome thatrgily copying Nussbaum'’s list will lack’
(Robeyns, 2003b:69). Robeyns’ methodology forcdile involves testing a draft list by
engaging with existing literature and debates aitld @ther lists of capabilities before
finally ensuring that the selection meets her gateThese criteria for the selection of
capabilities are sketched below: (Robeyns, 2005:205

1. Explicit formulation (the list should be madepbeit, discussed and defended);

2. Methodological justification (the method that geated the list should be clarified,
scrutinized and defended);

3. Sensitivity to context (the level of abstractiomdtich the list is pitched should be
appropriate for fulfilling the objectives for whiake are seeking to use the
capabilities approach);

4. Different levels of generality (if a selection aimisan empirical application or is
intended to lead to implementable policy propogaiksn the list should be drawn
up in two stages, whereby each stage will generéitt at a different level of ideal
theory to more pragmatic lists);

5. Exhaustion and non-reduction (no important capdslishould be left out).

Re-framing Nussbaum’s List

Having taken all the above into account, | now mtmweards offering a re-visioning of
Nussbaum’s list. My purpose is neither to champiaissbaum’s insistence on a single
universal collection of capabilities nor to eschean’s argument for the democratic
selection of appropriate capabilities for each @agibn of the capabilities approach. |
steer clear of these opposing views to focus omtiads of this inquiry which are to
develop a deeper understanding of NEET young bwekto give a valid account of the
perceptions and aspirations of the young people panticipated in this study. It seems to

me that Sen offers a broader, more general appassibly better suited to large scale
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quantitative measurement and democratic discussidrselection of appropriate freedoms
that are valued by a community while Nussbaum’sigaen theories of justice and her
natural inclination to engage with narrative ancd&an offer a more supportive scaffold

in the context of this small-scale qualitative stud’he mapping exercise of the previous
section goes some way towards justifying my denisiod, by infusing references to
appropriate literature with the voices of the mipnts, challenges around issues of bias
can be at least partially absolved. Moreover, elibdrations and cogitations of other lists
(Alkire and Black, 1997; Finnis, 1980; Robeyns, 200ayard and Dunn, 2009) suggest
that, broadly speaking, the issue is more one wifing, grouping and interpretation than of
any radical differences in perceptions of the goodf what constitutes wellbeing and
human flourishing. That said, | offer my re-visgzhlist not as a remake of Nussbaum’s
but as a re-framing of her list in order to re-ditén landscape in which she positions her
list and to shift the original focus from gendegqguality and the plight of women in India
towards NEET young people in Glasgow.

A NEETer List

My re-framed version of Nussbaum'’s list may usegfbk divided into four sections: Core

Values, Social Interaction and Participation, Ecoiwand Financial Wellbeing and,
finally, Personal Wellbeing. The specificationglod items on this list reflect the views
expressed by the group of NEET young people whtiggaated in this inquiry. In
addition, the deeper understanding of issues argandg people’s lives that developed
through my exploration of literature and researak had a bearing on the inclusion of
items that were not specifically raised during imigw. Of particular import is the re-
visioning of ‘Bodily Integrity and Safety’ and thieclusion of ‘Work’ and ‘Knowledge,
Skills and Education’ as capabilities in their omght. While Nussbaum might argue that
‘Work’ and ‘Education’ are to be viewed as resosrfm flourishing and not as ends in
themselves, the evidence of this inquiry suggésts'Work’ be viewed as a right as well
as a resource. Moreover, it reflects the politigalv that it is government’s responsibility
to provide opportunities to achieve the knowledge skills necessary to compete as an
equal in the labour market.

NEET Core Values

Life: to have one’s life valued, nurtured and suppofteaintained) from time of

conception. To be able to have one’s birth andd#fiebrated, not despised and destroyed.
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To enjoy a life of normal length not ended premetyuor limited due to affliction caused

by parental lifestyles.

Physical Health to live a life in good health, free from unnea@aysor avoidable pain and
disease. To have a level of healthcare opportamtsin equal basis with others; not limited
by income, social status or geographic location.

Mental and Emotional Health: to experience childhood and adolescence free from
overwhelming negative mental and emotional statesfar as these negative states are due
to unjust or excessive exposure to stress andndéenges of modern competitive life.
Bodily Integrity and Safety: being able to be secure and protected agains¢iped,
threatened or actual violence, harassment or ahakeling sexual abuse, domestic
violence, street crime and bullying; being ablenmve freely from place to place and live

in a friendly, neighbourly environment; having aneodily boundaries treated as
sovereign by self and others.

Food: being able to be adequately nourished, suffergither malnutrition nor obesity.
Shelter. to have living accommodation that provides sheienitation and privacy
conducive to living a life without shame or stignh@ing able to have care and shelter after
family breakdown or when step-families appear; deihle to have care and shelter

beyond the age of parental responsibility.

NEET Social Interaction and Participation

Affiliation : having the social basis of self-respect, selk@st, self-confidence and non-
humiliation; especially: not having one’s developinand progress hampered by
discrimination on the basis of socio-economic bagkgd or academic ability, attainment

or achievement. Having the social basis of mutestbect and trust with others: peers,
family, teachers, police, and society; not suffgritiscrimination on the basis of age,
appearance or moral panic.

Control Over One’s Environment: being able to participate effectively in politica

choices that govern one’s life; having one’s vdieard, valued and respected; not silenced

or marginalised.

NEET Economic and Financial Wellbeing

Work : having the skills, capacities, aptitude, propgraind real opportunities for
rewarding employment; being free to seek employrardan equal basis with others; not
suffering discrimination in the job market throuagtpe, socio-economic background, area

of residence or appearance.
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Practical Reason, Self-determination, Autonomy andCritical Thinking : being able to
form a conception of the good and to engage ircatiteflection about the planning of
one’s life; being able to make independent, reedgndgements and have confidence in
one’s opinions; not being persuaded passivelythgrs.

Knowledge, Skills and Education being able to create and use knowledge; beirgtabl
develop skills for one’s own flourishing and welibg and for the good of others. Being
able to participate in and enjoy educational opputies and gain real benefits from them;
not being discouraged from learning by inappropriatethods or subjects, by ineffective

or uninspiring teaching or by excessive assessment.

NEET Personal Wellbeing
Emotions: to experience love; to be loved and to give loVe.experience happiness and

joy and find pleasure in the happiness of others.

Play, Recreation and Leisure having opportunities and affordable facilities $afe play
and recreation; not being harassed when playingciemtly or being discriminated against
on grounds of age or image. Being able to usee¢hses, imagination and thought to
experience and produce self expressive works;\te bpportunities to develop interests in
sport, music, dance, drama, books and other réenehfctivities.

Religion, Transcendence and Spirituality being free to search for inner peace, a
meaning or purpose in life or ‘harmony with somereathan-human source of meaning
and value’ (Finnis, 1980); having a predispositiorcuriosity and instinct to explore; to
experience awe and wonder, able to appreciate Yaadtlive in harmony with nature and

other species; a feeling of belonging to somethigger than oneself (Layard and Dunn).
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Chapter Six

Towards a Conclusion

As this dissertation moves towards a conclusioefléct on the issue that spawned its
inception. That is, my confusion around why, andvhyoung people who leave
compulsory education at the earliest opportunityh wo immediate prospects of
employment or training, re-appear, in growing nurepen government training schemes
in the post-compulsory sector. Since those eays dhe crisis of NEET has not gone
away. The surge in numbers, estimated to breakmifien by the end of the year,
indicates that young people may be bearing thetlmiutme current recession amid claims
by David Willets, the Conservative Shadow UnivéesitSecretary, that ‘Ministers have
comprehensively failed to get a grip on this cri@&arner, 2009The Independejt In the
political row that Garner covers in his recentcti the Liberal Democrats’ schools
spokesman, David Laws, warns that this failurek§isreating a lost generation’ while the
present Chancellor of the Exchequer, Alistair Dayliresponds by defending government
spending over five billion pounds to get peoplekdiacwork because ‘we don’t want to
repeat the mistakes that were made 20 years ago aWvhole generation was lost’ — a
reference to a similarly challenging situation windargaret Thatcher was Prime Minister.
As the political debate continues with attack aodnter-attack of the effectiveness of
waves of policies and interventions, it is cleattive are still far from a solution and my
need to understand those young people who aredodmnmodated in the further

education sector is as salient as ever.
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Initial questions asked whether these young pefakd to learn or learned to fail or
whether we, as educators, failed to teach. Whagrgences coloured their perceptions of
schooling, training and work and what were thepiadions for the future? In light of my
improved understanding of the NEET situation andaftgred view of teaching as
embracing far more than the imparting of knowledgguestion now might also ask
whether we, as teachers, failed to educate. Irc@uent social, political and economic
climate, education is seen to be the main instrammecultivating autonomy and
employability and so dropping out, or leaving eavith few qualifications and no positive
destination, is viewed negatively by some as deyaarti-social behaviour. Fine and
Rosenberg (1983) suggest that ascribing this in@ageopouts delegitimises their
criticisms of educational institutions and the labmarket and bolsters the image of
education as the great equaliser. Further, thggesi that many young people who are
described as dropouts have in fact been ‘throwppughed out or never been allowed into
mainstream education’ (p.258). Fine and Rosenbanifique sits comfortably with the
evidence gathered in this study. That is, thappirmy out needs to be recognised not as
aberrant and not as giving up. Often it voicesitegae of educational and economic

systems promising opportunity and mobility but deting neither (p.270).

Adding to my early confusion was the moral panicaunding received knowledge of
contemporary youth culture choosing to engageskbiehaviours involving violence and
substance abuse. Such stereotyping appearedtmcoaflict with reports describing
young people as vulnerable victims of an aggressiver individualistic consumer society
that failed to care for them. Moreover, the dramelhanges in society as it responded to
global challenges appeared to have brought unpeeted uncertainty to young people as
they navigate a transition to adulthood. Underpigrthis confusion was a realisation that
| could not claim to understand what life was like young people today and a concern
that any preconceptions might adversely affect noygssional relationship with them in a
teaching context that might perpetuate any previmgative experiences of learning. So,
this study engaged in conversation with a grouNBET young people attending college
on a government training scheme in order to eiities about their perceptions and
aspirations and give voice to their views. Thdsees are embedded here and their
analysis interwoven with theoretical and conceptlistourse around welfare-to-work
policies and notions of wellbeing and quality & lihat both sought to inform, and be

informed by, the interview process. Together thetsmnds were pursued to affect a move
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away from a state of confusion towards a deepeenstahnding of young people’s lives,

changed personal attitudes, and possibilitiesniproved professional practice.

In this final chapter of my dissertation, | draw revious chapters to bring the inquiry to a
close on paper. In a study that set out to devatopnderstanding of NEET young people
and give voice to their views there can be no alwiconclusion and this is reflected here,
not least in the chapter title. Understandingasply internalised, difficult to articulate,

and always incomplete. As | have indicated, regargsg voice as speaking about others is
equally problematic. Moreover, producing an acaddext requires a linearity of
presentation that cannot properly reflect the netestory in practice nor do justice to the
stories of the participants. What is offered hsr@ three parts. First, the research story is
re-told by summarising the phases and stages ¢btineey as they appeared in previous
chapters of this dissertation. From this | pickamppostponed discussions to develop
salient points and address issues around the obsegrcise. The second part of this
chapter asks questions of the data collected dumiegview and from the interview

process itself - what has been learned from listgto these stories and what can be
gained from re-telling them? Here I re-visit tles@arch questions established in Chapter
One before proceeding to discuss issues aroundggigice to NEET young people who
appear hitherto unheard. In the third and finat pathis chapter, | move to consider how
the knowledge and understanding gained througk:tperience of this study has changed
my perspectives of NEET young people. In doing smknowledge the potential for
change beyond my personal endeavours but focuswmty new understandings and

knowledge might drive such changes.

1. The Research Story

Re-telling a ‘chaptered’ version of the researdmystnay imply a procedural linearity that
fails to reflect the cyclical, iterative naturetbg inquiry; this linearity imposed by the
constraints of writing a research dissertation.itM{ such a dissertation may also expect
chapters of equal length that cannot reflect thpheasis of the inquiry. Further, it should
be noted that the chapters do not follow a stanftardat such as could be expected in a
traditional doctoral dissertation. For exampleréhis no chapter titled ‘Findings’ nor is
there a section devoted exclusively to ‘Limitatiaighe Study’. Such standard content
has not been omitted but is written into the doauine appropriate places. It is also
important, at this stage, to acknowledge and sumsmérne limitations of this study. | have

said that, with 14 participants, and no opportufotyfollow-up interviews, the findings of
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this inquiry are limited and certainly no claimneade that they are generalisable beyond
the group of young people who participated. Moezpit should be clear, in light of the
non-homogeneous nature of the NEET population,tthsistudy only engaged with young
people who were attending GRfW courses at onedugbucation college. In addition,
only those young people present in a particulasscid a time when interviews were being
conducted were invited to participate. Whilst prasg challenges, writing this study into
the form of a doctoral dissertation has providedasfunities for scholarly engagement not
only with the empirical interview data but also lwiiterature and theory. On the one hand,
my reading informed the direction of the reseanmuth @sefully fleshed out theories,
policies and statistics while, on the other hahdntes emerging from the interview data
allowed me to re-enter the literature to expantdate and, often, to challenge my
understanding. | have noted that with only 14ipgrants and no opportunity for follow-
up interviews to confirm my understandings of ttsaries, the findings of this study are
limited and not intended for generalisation. Hoemwand with respect to the non-
homogeneous nature of the NEET group and the idd@linature of their experiences and
aspirations, what might be generalised is a calfddher contextually specific similar
studies that seek to understand the lives of saahgy people. Finding out about the lives
of theseNEET young people has been a valuable exercisé#isademystified the
phenomenon of NEET, shifted my previously unexahiperspective on today’s youth
and challenged me to find ways and means of me#tgigneeds within my professional
practice. | return to discuss these issues fuirthparts two and three of this chapter.

I introduced this project in Chapter One as an gageent in conversation with a group of
NEET young people and with relevant theoreticaeeagch and policy literature to move
towards a better understanding of these young p&olples.

In Chapter Two, | laid the basis for an argumeat thrces of globalisation have played a
significant role in changing the structure of enyph@nt and that, with the collapse of
traditional youth labour markets, the emphasisemise and knowledge-based
professions in this new structure placed young [gefvpm poorer backgrounds at a

particular disadvantage when seeking employment.

Chapter Three provided a review of the literaturé gesearch surrounding the issue of
NEET in order to situate the problem within thewgay crisis of youth unemployment

over the second half of the®@entury and the accompanying introduction of frajn
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initiatives targeting school leavers without a jobhis review of the literature, research
evidence and policy context uncovered various wiffeschools of thought around the
NEET label that required further unpicking and daeded a deeper understanding of the
individual circumstances that pre-empted NEET stafbeveloping such an understanding
was the central aim of this project and thus dttxeeapproaches, empirical and

conceptual, used in this inquiry.

Chapter Four provided explicit detail of the resbaapproaches used in this inquiry and
gave a reflective account of their effectivenegs lanitations in practice. In this chapter, |
argued that any research study that strives tenligi, and understand, accounts of human
experiences and perceptions was an uncharted grandsso what emerged in practice
was a messy approach using tools and methods bedrand adapted from various
schools of thought and occasionally improvisedesponse to unexpected events. There
are several points | wish to re-iterate here andtizh | return later in this chapter.
Encouraging young people to talk about their ligéers a space for them to find ‘voice’
and to realise that someone wants to listen to tegthave to say. Many of the young
people had strong views on issues affecting thesslthat they wanted to share and it was
important to me, both ethically and professionaligt they were able to do so. The
unstructured yet purposeful conversations accomteddaoth their agenda and the
requirements of this inquiry. What caused concerethodologically, was the
uncomfortable realisation that the use of voice prablematic and required careful
consideration if young people’s stories were todpresented in a research dissertation
allied with questions around how my increased keolge about their lives might be
examined and communicated. Chapter Four gave em ¢qansparent account of this
research journey that bifurcated towards both aterstanding of the young people who

took part and the researcher herself.

Chapter Five advanced the inquiry beyond the ind@nstage and towards examination
and communication of what was heard. The chaptertwo parts: the first part drew

from the work of Amartya Sen and Martha Nussbauthéndevelopment of their different
capabilities approaches before engaging more degfilyNussbaum’s more specified
approach and attendant issues surrounding its imggiation in practice. The second part
of this chapter took up Nussbaum'’s invitation taldnge and re-specify her list, drawing
from the mapping exercise in the first part and tdmerged was a re-framing of her list

so that it was set within the context and circumsts of NEET young people. The re-
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framed version offered a list of capabilities whepecification was informed by the young
people to whom it is relevant in an endeavour toenaalequately point to what they might

require in order to live the kind of life they wouthoose to value.

2. Stories as Research

Having explained the methods used to gather, irggrand re-tell NEET young people’s
stories, | now turn to focus on the data collectadng the research interviews in a move
towards addressing the research questions anddjexipaims. Here, | draw on these
previous chapters and move first, to the reseanelstepns and what has been learned from
listening to young people’s stories and secondptwsider what benefits re-telling these

stories can bring to their lives.

Hearing Stories— what has been learned?

In the introductory chapter of this dissertatioreferred to the issue of NEET as a
perplexing phenomenon that was subjected to varaften contradictory, views. In
particular, the view frequently expressed by thelimef NEET young people as
disengaged, disaffected dropouts links disturbirgigt confusingly with suggestions that
the UK has the unhappiest children in the world #vad our society fears, demonises and
silences them unfairly (Moore, 2008). Embroiledhirs debate is the notion that education
has a Janus-faced character — accused of proddisiiggaged, disaffected dropouts yet
charged with the task of re-engaging young peojaie varning and providing routes into
future employment and training. My project aimstmtribute to this debate by
attempting to understand its landscape and to dpwebetter understanding of the young
person behind the label of NEET. Drawing on theeesive discussion of attendant issues
in previous chapters, | start now by providingtially, a brief response to the research
questions that were derived from my interest in emracern for NEET young people and

then proceed to expand this discussion in lighhefstories heard.

What is the perception of schooling and its relewanto their lives and aspirations for
the future?

The general perception of schooling was negattweas not considered relevant to life
either at the present time or in the future althoogny thought that qualifications were
important when trying to find work. The majority young people disliked or even hated
school although they enjoyed the social aspectwfgothere with friends. The main

reason this group gave for disliking school wastdaehers who shouted at them and
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treated them like children. There were, howevwequent references to positive
experiences, usually when the young person enjaytticular subject or/and was able to

establish a positive relationship with a particu&acher.

What is the perception of training for work and itelevance to their lives and
aspirations for the future?

The Get Ready for Work course was viewed as aipestep towards finding work and
the college environment perceived of as betterrmocodating the young people’s needs.
The practical subjects being studied were consitiErée more relevant and provided
more valuable experience for future employment thasjects studied at school. Of
particular importance and linked to the sectionvabwas the perception of being treated

more as an adult and being able to build rappdtt wollege staff.

What do young people value in life and what anxestj concerns and fears do these
young people experience?

Most young people spoke of having a small groufsiends that they trusted and whose
company they enjoyed. Families were importantasavere health, safety and being able
to walk the streets without harassment. The singist significant cause of anxiety,
concern and fear in young people’s lives was theathof street violence. Moreover, this
perceived threat of violence was related to yoltbheol and drug abuse and particular
forms of discrimination associated with religioaptball, gang membership and territorial

or ‘post-code’ wars.

What are their aspirations for the future?

When asked about plans and hopes for the futuezy geoung person referred to ‘getting a
job’ as a top priority. In addition, from both digit and implicit comments against anti-
social youth behaviour, it was clear that thesengopeople hope for a solution to the

threat of violence and drug and alcohol abuse.

Discussing Perceptions

At the risk of over-simplification, these brief pgmses to the research questions typify, but
try to avoid stereotyping, the young people whdipi@ated in this study sufficiently to
dismiss suggestions that they are disaffectedndaged dropouts. | did not find evidence
from the interview data to suggest that they fomoppositional culture or youth

underclass, unable or unwilling to participate iainstream education, employment or
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training. Here, my deliberations reflect the résof McKendrick et al.’s study of the
aspirations, attitudes and skills of young peoplerne of the most deprived areas in
Glasgow. That study demonstrated that, while tivene indications of skills and
aspiration gaps between different types of yourapfee these young people were not
disaffected or disengaged. Nor was there evideheay rejection of mainstream values
or of an oppositional youth culture (McKendrickagt 2007). While participation in
education is claimed to empower young people amhtourage and enable them to make
their views known on matters that affect them, Mastin and Quaghebeur (2005) point
out how participation represents or is part of aergeneral problematisation of education.
Attention to their view of participation, in turmalving from Foucault’s perception of
governmentality and Butler’s restatement of thecpss of subjectivation, suggests that we
may be interpellated to assume or to (re)produmertain identity or to behave in a certain
way. Further, and more pertinent to this studyss¢aelein and Quaghebeur (2005) attest
that

[...] without there being any overt obligation aredt imposition of changes of any
kind, schools, students and teachers are intetpéltarough instruments and
discourses to participate, to behave as particspamipresent and shape themselves
as participants and also to consider and approtetsoas such. (p.56)
Taking a broad view of this critique suggests timagrder to participate in education, one
must behave in a certain way. It may then be #se that some young people who do not
participate in education are either unwilling oaebte to behave in such a prescribed
manner — a manner that prescribes conformity ahth&sion to school norms. It follows,
then, that non-participation is viewed as deviattdviour and dropouts portrayed as
‘trouble making’, ‘incipient welfare recipient’ ddelinquent’. As Fine and Rosenberg
(1983) attest, many young people who are disappoiand disillusioned by schooling and
who cannot or do not conform to expected normsebfliour and performance, are, in
effect, not allowed to participate. So, havingidéld to the changing characteristics of
further education students in light of the inflllNEET young people on training
schemes, we are challenged to re-think what isvyadirin a way that balances what is
‘acceptable’ while still aspiring to provide posgiand engaging learning experiences.
This challenge also reaches out to the compulsetpsin a call to re-examine the effects
of their established norms of behaviour and peréoroe on those young people who

cannot or do not conform.
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Moving on to discuss the perception of trainingvark and the Get Ready for Work
(GRfW) courses that the young people were followingpte again the comment above
that dropping out needs to be recognised not asaatiend not as giving up. This
comment reflects the positive attitudes towards\@Rhd continuing in education and
training that emerged from the interviews and asts somewhat paradoxically with the
dominant view of NEET as dropouts. It has beentemsized, of course, that the NEET
group is not a homogeneous group and it may berhay of the young people in this
study could be described as ‘open to learning NEE&iFer than ‘sustained NEET’
(Spielhofer et al., 2009) since they have cleadiygiven up on learning. Following this
line of argument and linking it with the group’sew on schooling might suggest that
school is not the kind of place where these yowsmpfe want to be. Nor is it the kind of
place where they feel able to learn and there neaglternative contexts that lend
themselves to better accommodate their needemhiiins to be seen whether the planned
curriculum review designed to offer ‘More Choicesld/ore Chances’ to young people at
risk of becoming NEET will indeed accommodate timeieds and whether the shift away
from the negative connotations of the NEET labelaws the more positive MCMC label
will effect more positive outcomes. What appedoeémeeded are improved opportunities
for work-based learning that in turn require belitéts with employers, colleges and
training providers. It may even be the case thatavisit Rifkin’s (2005) argument to
explore bold new approaches to addressing the gmmbtreated by the disappearance of
mass labour by, for example, moving towards a shevorking week or looking towards
the third sector to create jobs with governmenpsup In the meantime, what seems to be
emerging is a positive perception of GRfW as agawed and accepted alternative to
staying on at school beyond the minimum leavingag#s vocationally oriented training
appears more relevant to promoting employabilithe fact that only a few of the
participants had actually been employed, and uneyed| suggests a shift in the aims and
objectives of the GRfW programme, in line with aeet programme evaluation, to
position itself within the NEET agenda so thagWoids NEET status through early
engagement of participants leaving school’ (Sdotfisterprise National [SEN], 2006:np).
Further, ‘it is probably reasonable to assumehttout participation, many of the GRFW
group would have swelled the NEET figures furtloert, equally, GRFW is clearly a long
way from being able to accommodate the entire NR&ulation’ and ‘GRFW should in
future be targeted at young people assessed astlikerogress to positive outcomes’
(SEN, 2006:np). This might be one explanatioroashy the young people in this study
perceived the GRfW courses positively but YatesRaghe (2006) attest that setting
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targets for reducing the numbers of NEET young feeppblematises the situation. They
present evidence that inappropriate emphasis asirgdhtargets can result in situations in
which those who are, for whatever reason, unableottx or become engaged in training
receive less attention because they will requireemesources. Otherwise, young people
may be pushed into education and training for whingly are not ready. There was some
suggestion that this might have been the casadrsthdy with one young person being
advised to leave school on Friday to start a GR8iMse on Monday and another being
placed on a course doing joinery, brickwork andddare although he was waiting to start
a computing course becau§eeg, they called me n said it’s different stutfydout if you
don’t want that you can still do computing n beaaysu still like computing but this other
stuff ye can taste. So | did ifThat said, for those young people with no imnageli
prospect of employment, GRfW courses at collegeewgenerally perceived as a preferred
option to staying on at school. Here, we couldehacase of what Nussbaum (2000:111)
might consider an ‘adaptive preference’ where ttedgoence of individuals is ‘deformed’
by adverse social, economic or political circumese&m Even if these young people prefer
the GRfW course to being at school, most wouldegrah alternative that is not available
to them. That is, to have a ‘decent’ job.

The interview discussion around values, anxietiescerns and fears uncovered many
facets of young people’s lives. From the outdetdw | was out of touch with
contemporary youth culture and was prepared tddyenad, embarrassed and possibly
offended but | had not been prepared for the ematiexperience of listening to their
stories. On reflection, while several of the répdrevents were shocking in themselves, it
was the extent to which so many young people had Heectly exposed to such
experiences that caused me most concern. Thesessi@re not hearsay but were
personal anecdotal accounts involving gang culalemhol and drug abuse, teenage
pregnancy, murder, street stabbing, fatal crashes, drugs and suicide. Although almost
all had been exposed to such experiences, onlpiotvéo young people confided that they
had previously been perpetrators or participantsreow eschewed such behaviour and did
not want to be associated with it. These youngleeealued their friends and their
families and wanted to feel safe — not living witle threat of violence or being harassed
by police when they were doing nothing wrong. Ahney didwant the ‘wrong-doing’
stopped. In taking a stance against the perpesratosziolence and wrongdoing, these
young people appeared to be marking their own itiesiby the difference between ‘them’

and ‘us’ in a way that challenges society to reneixa its perception of ‘people like me'.
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While learning about the world that many of todaydsing people inhabit has helped me
to understand their lives and the values they hblete are two points | wish to make here.
First, the interviews did not set out to elicitrsés of violent youth experiences but to raise
questions around issues of wellbeing such as haatttsafety and to ask what young
people would change about their lives. Secondnoterstanding these lives it is useful to
note the dearth of discussion around hobbies, ngiste interests, participation in
organisations or structured activities or followiegsure pursuits other than ‘hanging out’
with friends. While it is easy to imagine an argnnthat structured activities are costly
and therefore beyond the reach of many young peipéehelpful to remember that the
young people in this study are teenagers who tosdilly claim to be ‘bored’ with

‘nothing to do’. This was evident when | asked iKyWhat she would like to be able to do
to stop being bored and she replieBon’t know. We sit ‘n say “what can we do... what
can we do ... “. We're complaining there’s nothiiog us to do but then we cannae think

what we'd like to do ...

Discussing Aspirations

The final research question focussed on aspirafare future and it became clear from
the responses that young people’s perceptionsufefuvellbeing and flourishing were
dependent on both finding a ‘decent’ job and fepBafe from the threat of violence. |
turn, first, to examine contemporary work opporti@si and then move to discuss issues
around safety. From the time the interviews tolakc@ to the present, work opportunities
for young people, although always uncertain, haastetally declined and youth
unemployment rates are now higher than they haee fog two decades. Young people
have been hit particularly hard by the current ssm and those young people without
qualifications are more disadvantaged as even tist basic entry-level jobs become
harder to get in a competitive labour market (Skah2009). It remains to be seen how
long the recession will last and how effective goweent plans to tackle the crisis will be
and whether they are able to prevent a ‘lost geioerdeing created who are ‘left on the
scrapheap’ (Grice, 2009he Independent Earlier discussion (Chapter Two) around
theories of globalisation, capitalisation and frearkets implicated governments and
multinational corporations in the changing struetaf youth labour markets in a way that
suggested a political/economic impetus is requmentder to effect any future
restructuring. Young people aspiring to find ‘aeet job’ appear to be dependent on

external factors shaped by the political and ecao@iimate of their time. But, as | have
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noted above, the present climate, despite wavpslitical intervention and extensive
funding, is not effecting improvement. Moving anthe second point made above in
relation to young people’s aspirations, that isragpto a life without the threat of
violence and other effects of deviant youth behawviws clearly a difficult area to ponder.

| have tried, in Chapter Five, to describe what iff like for these young people and to
grasp what it means to them to live with this thidaviolence. Finding a solution is one
of the biggest challenges of our day and seemaltdor something stronger than policies
and policing. It demands a shift in attitude andappeal to the hearts and minds of
society. | do not pretend to have a solution liggest that Nussbaum'’s idea of teaching
compassion for others might offer a tentative fatsfp in the right direction. This proposal

invites a lengthier discussion that | postponeluhé final part of this chapter.

Re-telling Stories — what does this do?

In the second part of Chapter Four, | discussemuwarethical and methodological issues
around the concept of voice and the impact of tiesees on my approach to eliciting and
presenting (re-presenting) young people’s voidesw return to the concept of voice to
focus on issues around ‘giving voice’ and ‘findwgjce’; picking up on the point | made

in Chapter Four that young people only have a vibisemeone is prepared to listen to
and, perhaps, to act on or at least give considertd what they have to say. My concern
that NEET young people are not listened to is eskated by the suggestion that ascribing
deviant images to young people who do not confasmpaaticipants in education serves to
delegitimise their criticisms and silence theirogs. These concerns are echoed in
Hargreaves’ message that ‘research indicates hbthydaut systematically, the curricula
and pedagogies of public education disregard, demy thereby silence the voices of
students who eventually drop out’ (Hargreaves, 196 Moreover, in Chapter Four, |
described ‘interview as voice’ as a disturbinglffetent genre of interview because of the
contrast between these research conversationharsfaindard work-based interviews |
regularly carry out with students. Standard intmg conducted as part of my everyday
professional life, | think, often have a narrowpose and a focussed outcome; whether
that purpose is to evaluate student progress,ammse suitability for entry to a course or
to progress some form of disciplinary procedurehaiisturbs me is that, here, | only ask
the questions | want to ask and students only thigeanswers they want me to hear. Itis
helpful to observe the distinction between standaetviews and research interviews that
are designed to encourage students to talk frbatywith purpose, on topics of their

choice. This project was dependent on establisiaimgnvironment conducive to
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comfortable dialogical exchanges in order to eBtitries of young people’s experiences
and so | move now to examine how purposeful comtienss can offer an opportunity for

finding and giving voice to hitherto disregardedigg people.

It seems that being able to present myself asnaerésted strangéf, asking for help in
understanding young people’s lives and not questipor judging their stories encouraged
confidence in the young people to reflect on te&periences and talk freely about their
anxieties in a way that | am inclined to think ef‘Bnding voice’. Moreover, by making
reference to published international reports tkabended young people’s views helped to
demonstrate that someone was interested in whahtiebto say and that other young
people perhaps shared their opinions. Takingipanterviews was neither a new nor
strange experience for these young people but skendard interviews would likely
enquire into performance, behaviour and progredd@m the basis of an evaluative
report; they would also involve some form of powaation with the interviewer. In
contrast, the research interviews were designeti¢courage a conversation ‘with’ rather
than ‘about’ the young person. Indeed, it seenoeichportant to appear friendly and non-
judgemental that I declined to interview anyone Walad come to know me in any other
light. Finding voice is not a simple idea — it iil@g a level of trust, self confidence and
self esteem that might not come naturally to somenyg people. It may view them
ambiguously as both competent to speak on theirlminalf yet requiring an advocate to
speak for them. | have presented these ideasmdiisg in some kind of contradiction.

But rules of engagement with education and welpao®iders require such interviews to
take place and constraints such as time and pudmset allow the interviewer the
flexibility afforded to the researcher. That issty, it is often not possible to choose not to
interview a particular person or to spend time enaging discussion beyond the purpose
of the interview. Nevertheless, it is crucial talityoung people are encouraged to make
their views known on matters that affect them drad toom is found in the curriculum to
allow staff to engage in such discussions withetiisl Cotton and Griffiths (2007)
observe ‘it may be necessary to learn to enteaaeffeforea voice can be found or a
move made towards finding a voice’ (p.557). Furtitas suggested that voice and agency
may need to be developed in a safer, more attegatovmpelling space, before they can be
exercised in other spaces because, without theaiexrpe of exercising voice and agency,

it may be difficult for a person to believe thewbahe capacity to do it at all.

2 hut not unfamiliar with GRfW course or college #omment
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The idea of constructing a space where young pexgpidind a voice and have that voice
heard requires a paradigm shift in how we viewrtationship between teacher and
student in the construction of opportunities fowrgpes of dialogic encounter. It
requires the creation of new fora within whichdgtats can, following Cook-Sather
(2002:3) embrace ‘the political potential of speakout on their own behalf’ and
challenges us to seriously question the assumgtetrwe know more than the young
people of today about how they learn or what thegdnto learn in preparation for the
decades ahead. Decades of calls for educaticiaahreshe tells us, have not succeeded in
making school places where all young people waantbare able to learn and so we
should seek ways to involve students in our enda@awoaccomplish that. While it could
be argued that students dave a voice and opportunities to be heard we teeqdestion
the reality of such a line. How many students eicample, who eventually drop out, had
previously contributed as group representativdsaorbeen invited to participate in focus
groups? Do questionnaires accommodate the viewsreparticipants and, if they do, are
they listened to and acted on? Are we willing éatdd that weare part of the problem?
Do we communicate with students in ways that aterahto them like social networks
and blogspots? Finally, how many of our conveosatiwith students are non-
judgemental? Perhaps it is time to examine the@mations that we have with students
and inquire whether they do, or could contributenking schools and colleges places

where all young people want to and are able talear

The concept of voice is central to the goal of thegiiry that is, to develop a deeper
understanding of NEET young people’s lives and gimee to their views. | have
suggested that the interview process was itsetipgortunity for young people to find
voice and argue above that we should create ma@spvhere young people’s voices
might be heard and acted on. | have also saidiit@ning to their stories, reflecting and
re-listening to the recorded interviews providegaunities for deepening my
understanding of their lives. Giving voice to whats heard, however, was not a
straightforward matter and | discussed challenggsges around voice in the second part
of Chapter Four. Now, | move to discuss how aguguch as this might give voice to
young people’s perspectives. Voice and understgnchhme together in Chapter Five
where | use excerpts from the interview transcriptiuminate my understanding and
revisioning of Nussbaum’s central capabilitiesfiaman development. But using
excerpts, although effective in that situationgfreents the conversations and does not

provide a holistic portrayal of the young persoaafng. Writing a doctoral dissertation
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requires a scholarly engagement beyond providimgpdete interview transcripts that
invite readers to come to their own conclusionsualite content. Permitting access to
transcripts, or even excerpts, regardless of whetiierts have been made to efface
references to real people and real places, rasass and challenges around whether
absolute anonymity can ever be assured. Provalipgraphrased version de-authorises
and de-legitimates the young person’s voice. GoavMcPherson’s (1980) thought-
provoking book ‘Tell them from me’ collates (vety)ief stories from young people who
have left school and presents them in a way thaipets the reader to imagine the life and
the person beyond the few lines of text. This@msfortably with Cotton and Griffiths’
(2007) advocacy for the use of ‘little stories’aifering a way of finding ‘voice’ and
discovering that others want to hear our storghare it and to act with us in writing our
futures (p.548). Further, they add that ‘althoagly search for ‘truths’ is problematic, the
act of articulation of ‘little stories’ can workif@ocial justice’ (p.546). Having recognised
that much is to be gained by providing brief ‘srtagis’ of each of the young participants,
deciding on where best to position these in a dissen that is necessarily a linear text is
difficult. So, | submit, as an appendix to thiss#rtation (Appendix A), NEET ‘little
stories’ taken from each of the interview convewset as a way of ‘creating the conditions
in which partial perspectives can be enlarged’39)5 By so doing, anyone reading this
dissertation will have the opportunity to move toslsaa better understanding of the lives
of the young people who contributed to its go&e, while it is important that these
snapshots are viewed within the context of thisiingthat is, in light of its goals and
appreciative of the interplay between theory and daits conceptualisation of young
people’s lives, it is not essential. These littieries articulate the experiences of young
people at risk of becoming excluded from educaind from society and should bother
everyone proclaiming an interest in their futurdllaging.

3. So What?

| endeavour, here, to respond to the ‘so what’ goeshat | returned to time and again
during this inquiry. | consider the impact thedstinas had on my perspectives of NEET
young people and outline ways in which my profesai@ractice has changed and may
well continue to change as a result of this inquiryeflect, too, on the process of the
research and the impact this inquiry has had oasreeresearcher. In doing so, |
acknowledge the potential for change beyond mygpelsendeavours and suggest ways in
which my new understandings might drive such chamgkemotivate further research.

Initially | provide a brief section on interview asflexivity. | then return to my point of
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departure in NEET young people’s aspirations téeanithout the threat of violence and

other effects of what they consider to be unacdégtgouth behaviour.

Interview as Reflexivity

The words reflection and reflexivity share the saow: to bend back on the self. The
former, reflection, having been the focus of thediest unit of study in the EdD course sits
comfortably in both my teaching practice and myeesh. The latter, reflexivity, less so;
the significance of its appearances reaching aene® when | read Ryan (2004), drawing

from Heartz, that reflexiveness is ‘both intriguiagd ubiquitous’ (np) and that

This folding back on oneself is problematic andw#hout it we, as

researchers, have not accounted for the eleméselfifwithin the research.

Each researcher has a moral duty to look within@rmdmunicate publicly what

is there. (Ryan, 2004:np)
Komulainen (2007) suggests reflexivity as a stnafeg ensuring ethical research conduct
while Lahman (2008) believes that ‘Reflexivity igyaably one of the most vital constructs
in research’. Shacklock and Smyth (1998) takeanger line and argue that ‘being
reflexive in doing research is part of being horaast ethically mature in research practice
that requires researchers to ‘stop being “shamahgbjectivity’ (Ruby, 1980:154). To
not acknowledge the interests implicit in a criti@genda for the research, or to assume
value-free positions of neutrality, is to assumeddscene and dishonest position’
(Shacklock and Smyth, 1998:6-7).

It is difficult to ignore a body of opinion that @orses ethical moral research conduct with
counter claims of lack of public accountability asidhonesty. Scheurich (1997),
however, offers a very different view of accounli#pin qualitative research from a post-
modern perspective in his claim that such scrutmystricts the creativity of the writer.
That said, and mindful of King’'s (1998) advice thatising template analysis from a
contextual constructivist position, the researeheuld want to find ways of examining
issues of reflexivity, the usefulness of such asbeawour seems clear. The ubiquity of
reflexiveness portends a confusion and an ambigditgeaning and inter-disciplinary
attachments within qualitative research methodsedl&y and Gough (2003:ix) have said
that reflexivity ‘requires critical self-reflectioof the ways in which researchers’ social

background, assumptions, positioning behaviour ohpa the social process’.
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Several issues are surfacing from this review eflitierature on reflexivity that appear to
arise from a persistent and historical concern aibalidity of research that does not follow
some prescribed scientific, objective, experimetgehnique whereby the effect of
unwanted variables can be removed or at leastyatad. Implicit in these concerns is the
capacity of the researcher to colour the data cidle, the analysis and the write up and
thus blur the boundaries between fictional writamgl fact. This capacity is not to be
denied. But exploratory, illuminative, interpregivesearch such as concerns this project,
where the aims are to reach an understanding afgypaople’s experiences, to make
sense of their behaviour and find ways of convetimgy messages is not looking to
predict, or generalise or uncover cause-effectioglahips or to obliterate the researcher
presence from the study. This causes me to raflethe first presentation | gave on my
choice of dissertation topic when | stood back s&id ‘There’s a lot of me in there ... it's
what | care about’. | would not have done thiglgtif | had not been driven by a need to
understand NEET young people and why they are aw#yered; in school, in work and
in society. Now, at the stage of writing a dockaliasertation of this inquiry as a
contribution to educational research, it seems mapb that | convince my audience that |
have taken a reflexive, self-examining stance leefduring and after each stage of the
study. | argue that subjectivity need not necéydae associated with unethical research
as long as we maintain a position of self-examamaéind persist in reflexively questioning
the research process. Thus, reflexivity suppaittser than undermines a study’s findings
by refusing to occlude the problematics of researeind situational influences. Surely
this is the point Lahman (2008) was making whegrreig to reflexivity as a manner in
which to scrutinise the entire research process mhaximising the validity of findings and
then drawing from Hertz (1997) the observation thegflexive researcher understands that
they are not writing truths but instead are cortsiing interpretations to be probed and

reconstructed.

Scheurich (1997) stretches the concept of researaia writing truths’ when, somewhat
provocatively, he describes his research writimgl, iés reading, as a simulcra — an
imitation that never existed - and eschews theondtiat research happens in a way that
fits a particular narrative structure; questionipgst factumthe set of assumptions he used
throughout his study and presenting an argumenmhstjaadequate research. The
message | take from Scheurich is that of reflexildbming clean’ about the messy
moments of the research process or what Ruby (188&s to as ‘exposing’ the self and

the methodology as the instrument of data generabieing publicly, explicitly, and
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openly self-aware or reflexive. | believe | hagerme clean’ about my messy, confusing
and emotional research experiences and have wnityself into this dissertation in a way

| had not previously imagined. Have | asked mys#iéther another researcher might
make different interpretations of the data — omes@llect different data by asking

different questions in a different interview segtth Am | to ask myself whether my values,
interests and experiences impacted on this stitg® my critical agenda of understanding
NEETSs as ‘other’ impacted on the analysis and temy? The answers, | hope, are
obvious from the detail | have provided in repaytthis study and in the extensive use of
actual data in my writing which should allow thader to understand, without necessarily

agreeing with, the reasoning behind my interpretesti

Still, one question remains to be addressed; tlestgpn that inverts the impact of the
researcher on the research; the question thawndsiber the research has had an impact
on the researcher and whether she has been chasiggaerson and as a researcher. To
answer this | would like to revisit the experierdéany very first interview and my
reaction to what | heard; indeed, not just my rieacbut the agonising self-questioning
that followed. | was moved, but not shocked, ey/dtories | was being told: unhappy at
school, unhappy at home, nothing to do and nowteege with friends other thamang
about the streét | remember being surprised by the maturitylef tomment thasociety
doesn’t respect young people enougyd the frankness of admitting ti@éling scaredin
third year when having to choose subjects at suauag age;feeling helplessvhen
father left home and mother wasying all the timé ‘Hanging about the streewvas an
activity that attracted the attention of the paliceas told — especially anyone wearing a
particular track suit that identified them with toeal youth gang. As | mentally ‘ticked
the boxes’ mapping ‘low academic attainment’, ‘leokhome’, ‘disruptive in class’ to the
NEET characteristics | remembered from the litelgtubecame aware of him sitting
forward in his seat and repeating, for my bendiityou know what | mean? My Nana
gave me it! The track suit that the police had assumed iledthim with the local gang
culture — he was wearing it because it was a gftifhis Nana and he wanted to be sure
that | knew his wearing it did not make him a gamgmber. Perhaps he thought that | had
made the same assumption as the police and pdnkapas right. But what caused the
shockwaves was the fact that he spoke about hia!Nsly arrogance and ignorance had
somehow occluded the possibility of this young perisaving a loving, caring family and
| was actually shocked to hear him talking affecétely about his grandparent.
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Ryan (2004) warned that grappling with reflexivtiyuld cause upset even in the most
prepared researcher and could colour the reseatttha researcher. Interestingly, too, he
describes the researcher and the degree of refleaw a ‘personal journey’ and an
‘awakening’ for many (Ryan, 2004:4). Carolan (2D@8hoes the idea of reflexivity as a
‘personal journey’ paved with tensions perceivadulgh her conflicting roles of
researcher and professional practitioner in theritiew situation. From her deliberations
on the impact of her background, philosophical &tanalues and feelings on her research
she concludes that reflexivity has become an inspond expected part of most
qualitative research lending valuable insight, Hegtd credibility. By writing myself into
this dissertation and acknowledging my role antligrice on the research project, |
believe | have shifted my understanding of mysetf the phenomena of NEET, to a
different level. In this respect | have starte@mbswer the ‘so what’ question as it pertains
to my own experiences of and learning from thisiing | shall now turn to the ‘so what’
question as it relates to young people’s aspiratiora life without the threat of violence

and other effects of what they consider to be uegtable youth behaviour.

So, what next?

My discussion draws on Nussbaum'’s perspective mraehuman capabilities and relates
to particular aspects of two items in her listnfr@odily Integrity, being able to move
freely from place to place and to be secure agassdult and from Affiliation, being able
to live with and toward others, to recognise anohshoncern for other human beings, to
be able to imagine the situation of another anfubite compassion for that situation.
Protecting this capability, Nussbaum adds, meaoieg@ting those institutions that
constitute and nourish such forms of affiliatidn.the context of this study this means, |
think, promoting the capacity to show concern fibreos and to live together with other

people in harmony.

Nussbaum (1996) refers to compassion, as ‘the kasial emotion’ and while she
presents an in-depth philosophical account of emnstin her writings (2001, 2004), the
exact terminology is not so crucial here. Usingtitrm loosely so as to embrace feelings
of empathy, sympathy, caring and love that expaessncern for the wellbeing of another,
it might be reasonably speculated that promotingebeence might work to extirpate
deleterious behaviour. However, it should notrbagined that the claim is being made
that this is an easy or even realisable task. dddrmove to consider a philosophical

argument around whether violence is ever justifiBather, it is a suggestion that we who
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are involved in education should seek ways to ptertite capacity to care for others and
work towards establishing and maintaining educatliamstitutions that seek to develop
this capacity as a first step towards eradicatengsless violence predicated on
perceptions of difference. The architects of aurpdans to reform Scottish education
(Curriculum for Excellence [CfE]) appear to haveagnised the salience of this idea by
insisting that it is the responsibility of ataff to develop, reinforce and extend learning in
health and wellbeing. This is a promising move yafvam a situation in which only
designated members of staff have had responsiblitgach social, personal and moral
development. Moreover, establishing a patterneadth and wellbeing which will be
sustained into adult life, may help to promotelhibalth and wellbeing of the next
generation of Scottish children who ‘know that ffidship, caring, sharing, fairness,
equality and love are important in building postrelationships’ and who develop the
capacity to value relationships and ‘care and stespect for themselves and others’
(Scottish Government, CfE, 2008c). It seems tahmemy research, with its discussion
around the notion of wellbeing and the teachingarhpassion, has something to offer
staff who might feel uncomfortable or unfamiliartivivhat might be expected of them in
the future. For, as Shacklock et al. (1998:9) ssgdf we are successful in firstly,
eliciting student stories, and secondly, preserttiegn in such a way that the teacher and
educational administrator can hear, honour andmathem, then we have achieved our

purpose as action researchers’.

There was a time, early in my teaching career, whwatd and would have defended the
view that teaching was about me, about my expertisey subject area, and that
education’s priority was the transfer of knowledigem teacher to learner. Moreover, |
saw no reason why education should be tasked witfalsssues; these belonged at home
or with society at large. My view has shiftedicadly with experience and even more as a
result of undertaking this inquiry so that | nove ®zlucation as a social and emotional
activity with the relationship between teacher lratner essential for its success. That is
not to demote the role of the family and societthi@ teaching of values. As Layard and
Dunn (2009) remind us, a loving family is the keyatgood start in life by providing, in
addition to good physical care, unconditional lavel clear boundaries for behaviour. But
I now acknowledge the opportunities for social antbtional learning within formal
educational settings that can be directed towaunllvating the ability to imagine the
predicament of others and to seek to alleviate thefering. If this could be achieved,

even to a threshold level whereby children and gaueople learned not to cause

144



Chapter 6: Towards a Conclusion

suffering, we might take a tentative first step aogs living more safely in harmony with

others.

Nussbaum writes extensively about emotion and cesipa, advocating engagement with
the humanities in a liberal curriculum — art, musterature, political, social and economic
history — to support an education in compassiors@idaum, 1997; Nussbaum, 2001). Of
particular note to schools and colleges is her centrthat the relationships between
compassion and social institutions is and should tveo-way ‘street’ because
‘compassionate individuals construct institutiomattembody what they imagine; and
institutions, in turn, influence the developmentompassion in individuals’ (Nussbaum,
2001:405). So we, as educators are asked to lecome, compassionate individuals if
we are to develop this capacity in our learnerssimilar point is made by Layard and
Dunn (2009) in their call for a significant chargfeheart in our society, where adults (be
they parents or teachers) are less embarrassthtbfer the values without which a
society cannot flourish. ‘They should exemplifydaeach children the importance of key
values (like respect, honesty, kindness), usingptiveer of words as well as example’ and
‘The school ethos should be built on principlesesipect, participation and non-violence,
physical and psychological’ (p.85-86). Imagining/arld, a country, a city or even a
‘scheme’ without violence invites rejection for waiy. Shrinking the realm of possibility
to a street, a classroom, a home, makes the réatisaore achievable. But Nussbaum
(2006) would advise that ‘[...] we should not set sights too low, deferring to present
bad arrangements [...] on the grounds that right néswnot feasible’ (p.402) and then
suggests that 'we should [...] open the windowsunfimaginations [...] with some new
pictures of what may be possible [...] (p.415p iSseems to me that, within my
classroom, | should strive to develop in my studené capacity to consider the plight of
others and respond with compassion in a ‘groundapptroach to changing attitudes
towards others. If, as Nussbaum suggests, thisvi® way ‘street’, then it is possible to
imagine the construction of compassionate instihgiconstructed by compassionate
individuals. While such imagining might be disned$y some as impossibly idealistic, |
find encouragement in Nussbaum’s line that we ratrste towards making our
imaginings possible and not dismiss alternativéieb@ossibilities simply because they are
challenging. Inspired and encouraged by the plasiof the ‘Curriculum for Excellence’
these would be institutions where respect and tigrarvade power hierarchies and
respect, honesty and kindness are taught by exarhpln imagine this dissertation

stimulating interest for staff development evemtd galvanising action towards a more
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caring, sympathetic environment for those youngpfeehitherto unable to participate in
formal education. If teachers were able to make tio understand the young people they
work with this might effect a shift in their pedago Having time and confidence to build
a mutually respectful relationship with studentsnaléviduals could be a useful first step
towards changing how ‘non-participating’ young pleogre taught. Then it becomes
possible to imagine values of respect, honestykamthess nurturing an ethos of

compassion and non-violence.

In drawing this dissertation to a close, | takehwite a deeper understanding of NEET
young people that is difficult to articulate. Soff to say that my perception of young
people has changed now that | have a better gfabe circumstances they endure and the
experiences to which they have been exposed. léssrapprehensive about meeting them
both socially and professionally and more confidéat | can communicate with them and
establish a mutually respectful and fruitful redaship. This shift has come about, | think,
because | have been able to get to know them asdndls — away from peer influence

and away from situations involving evaluation aigement. It is important to me that |

am able to continue to build good relations withyaling people | meet and provide them

with a learning environment where they want to eanl learn.

As | listen, possibly for the last time, to theentiew conversations, there are occasions
when | would have liked to have been able to deteee deeply, or wish | had asked
different questions or even been able to speakagéh a young person to clarify my
understanding but within the constraints of thipuiny this was not possible. It also
continues to bother me that | was not able to spetikyoung people who had dropped
out of the GRfW course or who were absent at the of the interviews as | feel they
might have had very different stories to tell. Havacknowledged these limitations
above, and throughout this dissertation, what meaisethat | have been able to
communicate with the kind of young people who aedming the norm in our further
education colleges. Practitioner research intinghér education sector is still in its
infancy but that does not mean that future projeatsot be imagined and resources
sought for their implementation. The gaps in #mwll-scale single-researcher study could
be addressed by a future study with more time asdurces allocated in order to allow
more in-depth interviews with a larger number atftipgppants on an on-going basis. Here |
would advocate engaging with a group of young peapkisk of becoming NEET and

observing their journey from school to work, edimabr training. This would give
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opportunities to understand the processes thdbldtkir decision to leave school and to
identify the stages and destinations that theimjey followed. Working collaboratively
with other stakeholders (schools, colleges, Cargersice) could provide access to young
people who had been enlisted but had dropped aut\ar attended GRfW to learn and
understand what circumstances led to their decis@ollaborative working could also
provide an opportunity to hear different perspegito those expressed by the young
people in this study. Sikes (2006:110) might wiiat such insider research, in terms of
its potential affect, effect and impact on the wadake is ‘inherently sensitive’ and
therefore ‘potentially dodgy’ but | remain convigas she does, that shared interest in
and concern for the wellbeing of the young peopleur care could work towards finding

ways to move forward together for their benefit.

Earlier in this section, | made reference to thdisious plan within CfE that aBtaff will
have responsibility to develop, reinforce and egterarning in health and wellbeitig

Prior to undertaking this research, | would hawsrdssed such a suggestion as ‘not
including me’, but my new understanding of ideasuad the notion of wellbeing drawing
on Nussbaum’s capability approach to flourishiegds me to think otherwise. As | said
earlier, | no longer hold a narrow view of teachaggtransferring knowledge with the
responsibility for wellbeing resting almost exchtedy on guidance/other staff with
specifically designated responsibility in areap@fsonal, social and emotional
development. My concern is that others may cosetiiounold my previous views and |
now see a need for schools and colleges to actareggge in developing strategies to
support staff in coping with their new responstl@s. But | would insist that developing
strategies must include practitioners as equahpestin the dialogue and not have policies
imposed solely from above. There is, | think, adhéor a space for professional dialogue
that fosters ownership and exchange of ideas arthenanpact of CfE within the further
education sector in general and within individualleges in particular. Facilitating such
dialogue requires finding new ways to release gracers from other duties in order to
participate.

I have shown throughout this dissertation thataesearound the phenomenon of NEET is
widespread, that government investment towardsuaico is a priority and that the

problem continues to grow. A recent article (Vaaigh2009;The TE$expounds the

13 also requires all staff to develop skills in nuamr and literacy
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social cost of NEET in the findings of researclthia North of England that examined
what had happened to the long-term NEETs of 10syago. One particularly shocking
finding of that study was that 15 per cent of thpseng people were dead by the time that
research was completed. Vaughan quotes Jon Qutestor General for Schools saying
‘For those of us who console ourselves with theigfnd that education is not a matter of
life or death, actually for those young peoplé it really is’. Here the work of schools,
teachers and colleges is called to question aefielat on the stories that referred to ‘an
absolutely brilliant teacher’ and ‘an amazing gwyio inspired young people to greater
things and | ask what stops each one of us fromghespirational, amazing and brilliant.
| do not pretend to have an answer; either prdaticphilosophical but | turn again to
Nussbaum (2006:415) who believes that:

[...] without imaginative courage we are likely to lleé with public cynicism and
despair before the very large challenges that thepareas pose. But with some
new pictures of what may be possible we can at lggsoach these frontiers and
think creatively about what justice can be in aldidinat is so much more
complicated, and interdependent, than philosophinedry has often
acknowledged.

The stories | heard conjure up pictures in my imaggon. Many of the stories will remain
with me forever. My own story is here too; threagihrough the dissertation from my
early confusion and addled thoughts around NEEThgqeople, my reading around
policies, politics and notions of wellbeing and abitities, my dilemma when striving to
represent their voice, my emotional experiencesduhe research interviews, all leading
to my altered perception of today’s youth that drajes me to reflect on how | can and
should change my teaching practice. My projecbséto develop an understanding of
NEET young people’s lives and, having found out tndree group of young people think
and what they value in life, | now assume a resibditg to use this to improve the lot of
other young people. This is not an easy task.cBMlfor teaching compassion in
education is tempered by the memory of Gina’s smirkhe announced that sE®at
expelled frae the schdand kindles thoughts of the teachers who endbhezdvild
behaviour. My transformed commitment towards teagkalues like respect, honesty and
kindness draws from Jamie’s advocacy that we shieedath them, from primary one up,
everybody to be friends with everybody ‘elgend finally, as | commit to making my
classroom, and my college, a place where youngleeegnt to, and are able to learn, |

remember how Jonathan plans for a good life cerdrednd getting an apprenticeship as a

1 Research carried out by Department for Schooldd@m and Families who have apparently not reléase
the report and warn against extrapolating or geisarg its findings.
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plumber and then possibly emigrating to start &fismewhere to make a good life for
any children he might have in the future. In hizrds:

[...] cos I'm no wantin them tae go through what invhrough wi ma school an
that. I'm no wantin that fur them - cos it’s shitewant them to have a better
chance at it all
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Appendix A — NEET little stories

Jonathan : file 22

See, the lecturers an that treat you better — ty@at more like an adult — it's good banter
an that. Teachers arenae like that in the sch@dme o them were jist nutters man like
ma English teacher before | left. She wis affringr... know whit a mean? Well fur the
exams ... for the prelims ... we'd tae pick a baokvrite — fur yer writin thing ye’'d tae

pick a book ... back ... whenever ... months agm.do a writin on it - an that teacher told
the head of English we’'d picked our books. Twakabefore the exams she came in an
sais ‘where’s your book for your exam’ an we wéke that man — ‘we never picked our
book’. It was two weeks before the prelims erdily two weeks before the prelims an we
had to pick a book, read it then write an essayt.oiKnow whit | mean? It's stuff like that
— crazy — | couldnae get over it. Jist madness.man

The lecturers treat you better. Treat you more &k adult; it's good banter. Teachers
aren't like that in school. Some of them were jusane - like my English teacher. She
was crazy ... Well, for the exams, the prelim ex&ask months ago, we had to choose a
book and write about it and that teacher told ts&dhof English that we had chosen our
books. Two weeks before the exams she came isaddwhere’s your book for your
exam’ and we said ‘we never picked our book’. dsviwo week before the prelims ...
literally two weeks before the prelims and we hagitk a book, read it, then write an
essay on it. Do you know what | mean? It's slikif that — crazy — | couldn’t get over it.
Just madness.

Janey : file 23

| feel sorry for people that can’t get a job — $i&e if they’ve been tryin n tryin n jist can’t
get one bcos at the end of the day they’re stdppethat need money — they need money
to live. So ye jist wonder why people can turnpbee- certain people - away like jist say
... dunno... Maybe they’re not smart enough toagetrtain job they want and they turn
them away but at the end of the day if that's vihay want they should be able to try n get
it. Cos it’'s hopeless —I've ... I've handed oMsC.. I've went down to employers n there’s
jist nobody looking for anyone cos o the creditnatu so | jist hope there’s goin to be more
things for young people to do like at ma age cosmwjou’re sixteen you're like — well say
if you're older — say somebody wis twentyfive nti@nthe same job as a sixteen year old
— cos they’re older and more experienced so thaydwget it — there’s nothing really for

us young people so ... it's not fair because tleengt a lot for us to do the now. An that's
what I'm sayin — there’s not a lot for us to doasoso if we are jist out like about the
streets then ye do really need to watch what yodiéieg an then maybe say we were just
standing in the park — n then the police will coamel move us. That's what annoys me —
they move us an then if we walk — like if we garukthe civic then they’ll come n they'll
move us again. Aye like ‘stay away frae here’ amntve’re like that — ‘we’ve naewhere
else tae go'.

| feel sorry for people who can't get a job. Iétfve been trying and trying but just can’t
get one because at the end of the day they drpestible who need money — they need
money to live. So you just wonder why people aan people — certain people away.
Maybe they're not smart enough to get a certairthely want and they turn them away but
at the end of the day if that's what they want tebguld be able to try and get it. . because
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it's hopeless. I've handed out CVs ... I've gommevd to employers and there’s just no-one
looking for anyone because of the credit cruncb.l Bope there’s going to be more things
for young people to do at my age because when gaixteen ... Well, say somebody was
twentyfive and went for the same job as a sixtesar pld, because they're older and more
experienced they would get it. There’s nothindlyefar us young people. It's not fair
because there’s not a lot for us to do just nowd #at's what I'm saying, there’s not a lot
for us to do and so if we are just out about theets then you do really need to watch
what you are doing. Say we were just standingénpiark then the police will come along
and move us. That's what annoys me. They mowndghen, if we walk ... like if we go
behind the Civic Centre then they’ll come and mosegain. Yes, like ‘stay away from
here’ and then we all say ‘we’ve nowhere else to go

Karen : file 24

I left ... eh ... before the exams came up. IWigh November — | could have left at
Christmas ... well | wis goin to — | didn’t haveydining to go to — I didn’t have college or
anything to go to so | stayed on till | found samrgg. | wis ... | wis trying to think about
leaving school anyway so | jist ... | jist wenthe Careers and they told me about this an a
just took it an left. Think it's a 13 week or 18ek course. I'm doin hairdressing ... well
eh to work in a hairdresser’s jist. | think I'll. . ehm ... it'll feel good cos I'll get paid for
doin it an | don't get paid for goin to school.

| left ... before the exams. | was 16 in Novemdnad | could have left at Christmas. Well,
| was going to but | didn’t have anything to go tadidn’t have college or anything to go
to so | stayed on until | found something. | wasnty to think about leaving school
anyway so | just went to the Careers and theyrn@dabout this and | just took it and left.
| think it's a 13 week or 10 week course. I'm dpimairdressing ... to work in a
hairdresser’s. | think I'll ... it'll feel good lmause I'll get paid for doing it and | don’t get
paid for going to school.

Robyn : file 25

| did like school. It's just some o the classdglhae like — some o the teachers put ye aff
tae. Aye, jist some, maist o the teachers is-nit&t depends, some o them jist no. Don't
know — it's jist whenever ye dae something in @tosl ... if ye didnae dae somethin right
they made a big deal o it in front 0 everybody amgt made tae dae the whole thing
again — no jist the wan bit — ye’d tae dae the whbing. They’re nice at the college. They
always staun wi ye if ye've got something ye camlagean then they’ll dae it an then haud
yer hauns tae dae it tae. Cos they jist be nieeyg@an then ye don’t get a row for asking
yer pal a question or something like that ... Ye'd@ally talk in college but cos you're
always ... ye're daein something ye like tae dde ks different. I left school in May it
was — just after my exams n didnae dae nothinis knwing at hairdressers but | didnae

get — they didnae get back to me an so ... theant tae the school careers advisor [in
January] — told me about this an she says she’drget place in the college. Mum and
Dad gave me money every day. Mum can’t get gootshiecause she needs to put my
wee sister in and out of school. They didnae wanto leave but ma Dad jist said it was
up to me so long as | got a job. Well | got tongl® Mum’s housework as long as | wanted
but | didnae want to do that all the time. It'sscge were fed up every day but ... wakin up
an ye didnae huv nuthin tae dae.

| did like school. It's just some of the classebdn’t like. Some of the teachers put you
off too. Just some. Most of the teachers are nieest depends — some of them just not.
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It's just whenever you do something in our schadf you didn’t do something right they
made a big deal of it in front of everybody and yeere made to do the whole thing again.
Not just the one bit. You had to do the whole ghiThey’re nice at the college. They
always stand with you if you have something youtodm and then they’ll do it and then
hold your hands to do it too. Because they're fuse to you and you don’t get a row for
asking your pal a question or something like thédu don’t really talk in college though
because you're always ... you're doing something hjee to do. It's different. | left

school in May — just after my exams and didn’t dgthing. | was trying at the
hairdressers but | didn’t — they didn’t get backrte. So, then | went to the school careers
advisor [in January)]. She told me about this said she would get me a place in the
college. Mum and Dad gave me money every day. Mamt get good hours because she
needs to put my young sister in and out of schbgbt to do my Mum’s housework as
long as | wanted but | didn’t want to do that ak time because you were fed up every
day. Waking up and you didn’t have anything to do.

Jamie : file 26

| think it would help everybody if ye get taughbabemotions an how no tae start fights
an that — like gang fighting an that — | don't likehat. Like walking through other
schemes boys’'ll chase ye wi picks or golf clulisps ye're frae another area. | don't like
people like that — | mean | think it's shockingn #ey’re racist an a — everybody’s racist
in this place. People are jist walking about tbevt an I've heard boys shouting racist
things and I've heard boys shouting racist thingslkand | think that's shocking. I've got
lots of friends that are a different religion frame an that an I'm brand new wi everybody
I am. Cos I'm a Rangers fan myself but | don’ihgghout about it. Maist o ma friends are
Celtic fans an | get a bit of stick when we gettlieed that's about it. We jist slag each
other like that. I'm Protestant, ma friends aretfalic but we don’t shout at each other
about that either. We're jist pals. 1 jist like ¢o out an play fitba wi ma mates an that.
I'd like obviously in the future tae see myselhwvatjob. Like in the far future — if I've got
a wean — | don’t want them having to walk aboutdtreet where people are bringing their
weans up different. It's jist if ye get some o/theople that huvnae a clue whit they’re
talking aboot — that jist want tae be racist foetfact they want tae be racist ... ye get some
people like that.

I think it would help everybody if you were taugtiiout emotions and how not to start
fighting — like gang fighting. | don't like all #t. Walking through other schemes boys
will chase you with picks or golf clubs just becaysu are from another area. | don't like
people like that. | think it's shocking. And thesracist too — everybody’s racist in this
place. People are just walking about the townldral/e heard boys shouting racist things
and | have heard boys shouting racist things badk ¢hink that is shocking. | have lots
of friends who are a different religion from me draim fine with that. Because | am a
Rangers fan myself but | don’t go and shout abouMost of my friends are Celtic fans
and | get a bit of stick when we get beaten butdtabout it. We just tease each other.
I’'m Protestant, my friends are Catholic but we d@hout at each other about that either.
We are just pals. |just like to go out and plagtball with my mates. I'd like, obviously,
in the future, to see myself with a job. In theftgture — if | have a child — | don’t want
them having to walk about the street where peo@doaning their children up differently.
It's just that if you get some of those people vdom’t have a clue what they are talking
about — that just want to be racist for the faetyttvant to be racist — you get some people
like that.

Gerry : file 28
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PE wis good. Physics wis good. | didnae reakg bhysics but see ma lect... see ma
teacher — wis an absolutely amazing teacher. ®esther I've had in ma life an he got it

a through to me an I understood it all. So hegdaed so | liked physics as well. English
wis alright if the teacher didnae — like — gie yhad time. Jist depended whit kinda mood
she wis in an that. Don't like writing. They ugedjive me them back all the time cos ...
see how I'm left handed — | write funny cos | cangee ... like ... see when you're right
handed ye see what you've got to write and whewésgaot to write it but cos I'm left
handed, | don't see the gap cos I'm covering uppneaious words so it was all quite
squashed — like awthegitHar

Bullying at our school was ye were always tryindnitathe boy or something like that or
trying tae carry on wi him or touching him in somay - if it was slapping him or

punching him or jist trying tae bully him basicallfhere was one boy — we had a learning
support unit so they’d come up tae our school netiweas one boy always walked aboot n
he had his bag right up an he was always — he ilsyavee boy — he wisnae right in the
heid — I think it was LCD he had cos ye always $esntouching things so folk tried tae
pick on him jist because o the way he wis an elerytn | wis like ... sad ... don’t dae that
... he couldnae help it. Boys tried it wanst wi-rteied tae bully me — stabbed me in the
eye wi a pen an |, like — seriously — jist hit hiBut after that y’know, as soon as ye hit
wan boy — ye batter him — ye get a reputation abddtat’s you safe cos folk say like I've
seen him fight afore — knocked him oot wi wan pundhdidnae go aboot sayin | wis hard
or that ... sayin that | wis gonnae have a figBut if somebody did hit me | could handle
masel. Maist folk jist fight for their reputatidhese days. That's another thing — ye never
get a fair fight these days — somebody’s alwayd@ptmp in for the other person. | don't
like tae worry ma Mum an Dad about things like thpst say to her | fell. They'd try n
get the polis intae it an that’s the worst thingyttould dae — if yer a Ma or Da and ye try
to defend your son by getting the police in itdl get ye anywhere it'll jist — the boy’s
gonnae end up getting hit again an again.

Physical education was good. Physics was goakdnit really like physics but my
teacher was an absolutely amazing teacher. Bastee I've had in my life and he got it
all through to me and | understood it all. Engheds alright if the teacher didn’t give you
a hard time. Just depended what kind of mood seinv Don't like writing. They used
to give me them back all the time ... because &fhHanded | write funny because | can’t
see. See, when you're right handed you see whevggot to write and where you’ve got
to write it but because I'm left handed | don’t ke gap because I'm covering up my
previous words so it was all quite squashed —dikagether.

Bullying at our school was you were always tryinditt the boy or something like that or
trying to carry on with him or touching him in somay — if it was touching him or
punching him or just trying to bully him basicall{there was one boy ... we had a learning
support unit so they’d come up to our school ardehvas one boy always walked about
and he had his bag right up and he was always was a very small boy ... he wasn’t
right in the head ... | think it was LCD he had &ese you always saw him touching things
so people tried to pick on him just because ofwhg he was ... and | thought ... sad ...
don’t do that ... he couldn’t help it. Boys trigavith me once... tried to bully me ...
stabbed me in the eye with a pen and | — sericughgt hit him. But after that you know,
as soon as you hit one boy you get a reputationtabihat’s you safe because people say
‘ I've seen him fight before — knocked him out wiahe punch’. | didn’t go about saying |

13 altogether
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was hard or that — saying | was going to have lat figdut if somebody did hit me | could
handle myself. Most people fight for their repigas these days. That’'s another thing,
you never get a fair fight these days — somebaalyigys got to jump in for the other
person. | don't like to worry my Mum and Dad abthihgs like that. 1 just say | fell.
They'd try to get the police involved and that’s thorst thing they could do. If you're a
mother or father and you try to defend your sométying the police involved it won't get
you anywhere. The boy’s going to end up gettirigabain and again.

Scott : file 29

Well, see, how do you get a placement cos, like,dbt three warnings like. See, the first
one, | wis standin wi ma mates in the hallway aytere carryin on fightin so | got a
warning — right. Fair enough, wisnae ma fault Btitl. The second one ma mate was
sittin behind me in the class an they all sat ratdred the seat — right. So he said it's ma
seat — the teacher thought | sat n scratched ihall another warning. So | cannae go on
a placement bit it wisnae ma fault twice. Thei$y three in oor class now. The other
ten are away out on a placement.

Well, how do you get a placement?... becausedbtdhree warnings. See, the first one, |
was standing with my mates in the corridor and teeye carrying on fighting so | got a
warning, right? Fair enough, wasn’t my fault buit s. The second one, my mate was
sitting behind me in class and they all sat andtsbed the seat, right? So he said it's my
seat. The teacher thought | sat and scratchdicamé ... another warning. So | can’t go
on a placement but it wasn’t my fault twice. Themnly three in our class now. The
other ten are away out on a placement.

Emma : file 30

| don't like the violence — it’s bad. Well cos Mym’s boyfriend got stabbed and | was
there so ... he got stabbed here [abdomen]. Amabito lie across his belly to keep all the
blood in and while they were still stabbin him bwiangin across him. He nearly died n
that. But eh ... cos | lay across his stomachut.if | never he would have been dead so ...
It was the football thing that was on. Yeh ..manwent out and got stabbed in the street.

| don't like the violence —it's bad. My Mum'’s bimiend got stabbed and | was there. He
got stabbed there [abdomen] and | had to lie adnasbelly to keep all the blood in and
while they were still stabbing him | was hangingoss him. He nearly died. But because |
lay across his stomach ... but if | never he wandlde been dead so ... It was the football
thing that was on. Yes, and we went out and gditlstd in the street

Julie : file 31

Oh I hated school. | nevavent. Officially I left in December ... unoffitiaSeptember
sometime ... jist efter the holidays ... end o &aper bit | wisnae 16 till February. |
suppose | jist hated it an | used tae go an jishediome at lunchtime a the time. | wis
neverat school. 1jist hated it. But see now ... tlwi see thinkin aboot it now ... | wid go
tae school. See, everyone said that ... whengauelschool you'll want tae go back an |
wis like that ‘naw ... nae chance ... whit wid Inéae go back there fur?’” But | wis ... |
would love to go back. | kin dae this every day lso dae school every day ... bit | jist
didnae like it when | wis there. Aye. I've coneeeh | wis aff Monday an Tuesday there
an Monday an Tuesday last week an that’s it.
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Oh I hated school. | never went. Officially Iti@f December ... unofficially, September
some time — just after the holidays — end of Septerbut | wasn't 16 till February. |
suppose | just hated it and | used to go and ustechome at lunchtime all the time. | was
neverat school. | just hated it. But see now ... lldo... see thinking about it now ... |
would go to school. Everyone said that — whenIgane school you'll want to go back
and | thought ‘No, no chance, what would | wangtoback there for?’ But ... | would

love to go back. | can do this every day so Idarschool every day but | just didn'’t like it
when | was there. Yes, I've come here. | wasvidhday and Tuesday there and Monday
and Tuesday last week and that’s it.

Gina : file 32

Well, I've done shoes an I've worked in a bakdrgidnae want tae work in a shoe shop ...
it wis murder. I'm daein this till | can ... basilty really jist tae get a wee bit of money in
ma pocket an that. We get paid for coming here.gét 50 pounds a week for coming
here. If ye don’t come that day ye don’t get pdidoat expelled frae the school. | wisnhae
there. | went intae history and art because l'oog at art an a like history. If I'm bored

in the hoose I'll jist sit an draw ... History l.love history ... | jist like all that old stufike
the war an all that ... | like stuff like that.would have done history but | thought aboot
batterin ma head teacher an | goat expelled. Bitd never done getting suspended.
Whenever | did go in all | done wis batter ma teashan jist ended up getting parked
outside so there wisnae any point goin in. Weng@rour booze ... smokin hash an that ...
don’t do it anymore though. 1 jist liked playinadi wi ma pals. | jist liked goin oot an
getting drunk an stuff. It's ... ye copied evetlyeo person didn’t ye. Didnae wannae feel
like the pure black sheep o the school. Well,dkerybody else dunnit so ye didnae want
tae sortae clash as well did ye? Well | went tael@ool o neds - | jist thought | wis a ned.

I've got two brothers. Me an M are the same buth&’s dead gentle n that — he jist wants
tae be a lawyer an that — he jist wants tae daeetbimg wi his life. He was bullied at
school. Obviously he wanted to sit doon an getdurcation — jist wanted tae go tae uni —
jist wanted tae dae good fur himsel. Jist a couppeople jist didnae have that attitude
jist thought ... aw there’s a wee ... a wee swadie’s got dyspraxia an that so — he cannae
really write or anything so they slagged him faatth| see whit he’s getting now an I'm
like ‘I want that'.

We’'re staunin in this taxi rank an ma taxi camstfein she says ‘you jist jump in that* an |
wis like ‘what about yersel?’ and she says ‘naw ystjump in that — here’s wan comin
doon the noo’. An | jumped in the taxi an went 8arAn a guy jist come up behind her an
went ‘dae ye want tae come tae ma hoose?’ an ke’that ‘Naw | don’'t want tae come
tae yer hoose’. But tae cut a long story shodhe got battered to death... ... ... Sixteen
she was.

Well, I've done shoes and I've worked in a bakelrgidn’t want to work in a shoe shop ...
it was murder. I'm doing this until | can ... beally really just to get a little bit of money
in my pocket. We get paid for coming here. Wefiil a week for coming here. If you
don’t come that day you don't get paid. | was dbgoefrom school. | wasn't there. |
went in to history and art because I'm good atad | like history. If I'm bored in the
house I'll just sit and draw. History ... | lovestory ... | just like all that old stuff about the
war and that ... | like stuff like that. | woul@Ve done history but | thought about
battering my head teacher and | got expelled. | Bigs never done being suspended.
Whenever | did go in all | did was batter my teashend just ended up being parked
outside so there wasn’t any point of going in. Waamd got our booze ... smoking hash
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and that ... don’t do it any more though. 1 julsed playing around with my pals. | just
liked going out and getting drunk and stuff. lt'syou copied every other person didn’t
you. Didn’'t want to be the black sheep of the sthd.ike, everybody else did it so you
didn’t want to clash as well did you? Well, | weata school of neds — I just thought |

was a ned.

| have two brothers. Me and M are the same buth&’s really gentle — he wants to be a
lawyer — just wants to do something with his litde was bullied at school. Obviously he
wanted to sit down and get an education — just @htd go to uni — just wanted to do well
for himself. Just a couple of people didn’t havattattitude just thought ‘there’s a wee ...
a wee swot. He’s got dyspraxia so he can't reatiye or anything so they insulted him
for that. | see what he’s getting now and I'm #ang ‘1 want that’.

We were standing in this taxi rank and my taxi cdims¢ and she said ‘just you jump in
that one’ and | said ‘what about yourself’ and shil ‘no, just you jump in that one —
here’s one coming down just now’. And | jumpedhe taxi and went home. And this

guy just came up behind her and asked ‘do you veacdme to my house?’ and she said
‘No, | don’t want to come to your house’. But tat@ long story short ... she was battered
to death ... ... ... Sixteen she was.

David : file 33

It's jist ehm ... they used to like help with youike sit with you and tell you ideas (?) but
this time the teacher gives you like paper thatgiseady has it on it. n for maths ... it'’s
kinda like the same here. Like eh ... if it wash.... someone didn’t understand something
— they just turn round and shout at them ‘you’velmeen listening’ and they probably

have been. They probably didn’t understand.

It's just ... they used to, like, help with yousit with you and tell you ideas (?) but this
time the teacher gives you paper that just alrdedyit on it. And for maths ... it's kind of
the same here. Like, if it was ... someone didnderstand something — they just turn
round and shout at them ‘you’ve not been listenargl they probably have been. They
probably didn’t understand.

Kylie : file 34

School — | jist didnae like it at all. Jist | coulde wait tae leave cos | wis only 16 in
October so Christmas was the first time | couldreeaDunno school jist didnae interest
me — jist wanted to go out an do something elses+'d been at school all these years ...
Well, what made me unhappy was the fact that I'didh@erstand my subjects well
enough. Maths, | jist didn’t understand maths lat ®unno jist couldnae take an interest
in it at all. Ehmm because in maths if a teachas \ike up at the board writing things
down n | wis like that | wis following it n thenes&hen it came to a test an me having to
look at the questions maself and me trying to ustded the questions maself — that's what
mixed me up with maths. So ... don’t know ...eaelters were obviously good teachers an
things like that bit | don’'t know — maths — noba@tyld help me understand it. | suppose —
maybe that was just me or maybe the teachers werndet | don’t think | liked any o the
teachers that were the boring subjects which iseguinny but ... but some o the lecturers
are jist like teachers. Still look doon at ye as ifvell jist a wee wean. | don't like the
GRIfW course ... see cos oor course isnae like sirme course — isnae like full time
students ... see cos it's a GRfW course so malsedécturers don’t bother with us
because we're not full-time qualified studentseikpow what | mean. Like cos this is only

156



Appendices

a 13 week course so they don’t bother as muchuwgitlis much as they should. That's why

I don’t think it's as organised as it should beed@use, we’ve been here about eight weeks
and we’re supposed to get ehm ... a placementgfiréhis course and ehm... none ae us
is got one yet except frae girl that wis here —shé’s on our course but she was doin the
exact same course last year — don’t know why dheck but she is and she’s been offered
two placements but nobody else has which is qaoitéusing but | don’t know why.

Drugs-I don’'t understand why people would do itmdan what if everybody could get
addicted to them and they cost money so what’pdité n a lot o people have died
through drugs. Did you hear about (Name)? D’yomeenber (Name)? ...

eh he was fifteen. He stays in (Town) — he husgglfiunder the bridge — (Town) — it was
like last year last February. Well like | knew hiiacause he stays directly over the back
from ma Gran an | use tae play wi him when | wigtke girl. Ehm ehm he wis out wi his
friends and | don’'t — he must've got in wi a badyp like when through his teenage years
n | hadnae spoke tae him in years n eh he took efaftlimm ... is that it? vallium or
something ... eh I don’t know — they did sometkaeghis head n he went n hung hissel.
That’s why | don’t understand why people ....

The police are tryin tae stop eh em shops sellimdguage alcohol because | do a test
purchasing — have you ever heard of that? Wedl thcht wi eh em the (Town) police.
Basically all | need to do is walk into the shop &n get served an walk back out. But I've
never been sold afore so ... | look too young {fe}gget paid for it so ... all | need to do

is ehm walk into the shop n say can | get whatawmef they ask me ma age I'm not
allowed to lie — like | need to say ah’'m sixteém then | walk back out n if they serve me
it I walk out n then the police go in n charge thimnot even basically serving me it. So |
do that so they are tryin to stop it - like drinktgin selt like served under age bit .

About the police - | think the police should be autl about more bcos there’s so many
people you hear about getting stabbed n getting -slwhatever — people carrying
weapons There was a boy — know how like (SchookNdawn in (Town) like n
supposedly ehmm -| think it was in the papers-laraboy went intae the school wi a
blade n stabbed im. That wis aboot... that wis abwo years ago ehmm there wis people
goin intae school n things wi weapons n thingstliled. Know how there’s things like
Beebo — there’s Beebo ehmm ye go on people’s Bedlaen't even know the Beebos |
wis on an they were standin wi a bottle o MD - kdmow Mad Dog 20 20 alcohol - ehmm
in school ehmm n you're thinkin like ... is anyb&lg ... is the teachers actually noticed
that’s goin on ... bit obviously the teachers wowddaken it off them n gied them intae
trouble bit ye see them in school n it wis actuadlthe classroom that somebody’d taken a
picture of it — standin wi a bottle n you're jistinkin — dae teachers no notice things like
that’re getting done.

School — I just didn't like it at all. | couldnwvait to leave because | was only 16 in
October so Christmas was the first time | could/deaDon’t know, school just didn’t
interest me — just wanted to go out and do somgtilise — because I'd been at school all
these years. Well, what made me unhappy was théhat | didn’t understand my
subjects well enough. Maths, | just didn’t undanst maths at all. Don’t know - just
couldn’t take an interest in it at all. Becausenaths if a teacher was up at the board
writing things down and | was following it and thesee when it came to a test and me
having to look at the questions myself and me gyounderstand the questions myself —
that’'s what mixed me up in maths. So ... don’tno the teachers were obviously good
teachers but | don’t know — maths — nobody coulp hee understand it. | suppose —
maybe that was just me or maybe the teachers werenut | don’t think | liked any of the
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teachers that were boring subjects which is quitey but ... but ... some of the lecturers
are just like teachers. Still look down on youfas well just a little child. | don't like the
GRfW course. Because our course isn't like futldi— isn’t like full-time students ...
because it's a GRfW course so most of the lectutendt bother with us because we’re not
full-time qualified students if you know what | nreaBecause this is only a 13 week
course they don’t bother as much with us as thewlsh That's why | don’t think it's as
organised as it should be. Because we’ve beendiendt eight weeks and we’re supposed
to get a placement through this course and noms bfs one yet except for a girl who was
here — she’s on our course but she was doing the&t same course last year — don’t know
why she’s back but she is and she’s been offeredptacements but nobody else has
which is quite confusing. But | don’t know why.

Drugs — | don’t understand why people would do lirrean what if everybody could get
addicted to them and they cost money so what'pdtina ... and a lot of people have died
through drugs. Did you hear about (Name)? Dorgoonember (Name)? He was fifteen.
He stays in (Town) — he hung himself under thedwid (Town) — it was last February.
Well, I knew him because he stays directly acrbestack from my Gran and | used to
play with him when | was a little girl. He was awith his friends and | don’t — he must
have got in with a bad group through his teenagesyand | hadn’t spoken to him in years.
He took vallium ... is that it? vallium or sometyi... | don’t know ... they did something
to his head and he went and hung himself. Thaty lWon’t understand people ....

The police are trying to stop shops selling undgr @lcohol because | do a test purchasing
— have you heard of that? Well, | do that with hewn) police. Basically, all I need to

do is walk into the shop, try to get served anckvinalick out. But I've never been sold
before so ... I look too young {laughs}. | getgdor it so ... all | need to do is walk into
the shop and say ‘Can | get ... whatever ... ‘iatitey ask me my age I'm not allowed to

lie — I need to say I'm sixteen. And then | walkck out and if they serve me it | walk out
and the police go in to charge them for not evesidadly serving me it. So | do that so
they are trying to stop it — like drink being seduender age.

About the police — | think the police should be anotl about more because there’s so many
people you hear about getting stabbed and gettiog-swhatever — people carrying
weapons. There was a boy — in (School Name) iw()e- and supposedly — | think it
was in the papers — another boy went into the dakitlo a blade and stabbed him. That
was about ... that was about two years ago ..etlere people going into school and
things with weapons and things like that. Do yoow how there’s things like Beebo —
there’s Beebo — you go on people’s Beebos and’t dean know the Beebo | was on and
they were standing with a bottle of MD — Mad DogZalcohol — in school. And you're
thinking ‘is anybody ... have the teachers acyuaditiced that's going on?’ But obviously
the teachers would have taken it off them and gthem into trouble but you see them in
school. It was actually in the classroom that Somay had taken a picture of it — standing
with a bottle and you're just thinking ‘do teachart notice things like that being done?’.

Jenny: file 35

| left jist before Christmas — | wis fifteen — Isngixteen in January though. | obviously
wanted to leave n couldn’t wait n then | coulde@ve until | had a college placement.
Wanted to leave because it was like borin n jisthed same n | wanted do like something
different instead of school. So ma careers adwsdme into the GRfW course. Well, |
left the GRfW for about four weeks n | left to gol avork in the hairdresser’s for like a
four week trial n | jist came back today. Theyevgoannae keep me on — they were
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goannae train me up and | said | wanted to go baatollege. | don’t want to, like, go an
work n just rush in if you know what | mean. hardressing | wanted to do but | don't
want to do it right now. | would rather like traurp here because we get showed better
stuff here n like ye get more time. In a hairdeg'ssye only get a certain amount o time. |
liked it back here.

I left just before Christmas — | was fifteen — Isagixteen in January though. | obviously
wanted to leave and couldn’t wait and then | cotldave until | had a college placement.
Wanted to leave because it was, like boring anidglishe same and | wanted to do
something different instead of school. So my caraevisor got me into the GRfW
course. Well, | left the GRfW course for aboutrfateeks. | left to go and work in the
hairdresser’s for, like, a four week trial and $jgame back today. They were going to
keep me on — they were going to train me up amidl lswanted to go back to college. |
don’t want to, like, go and work and just rushfigou know what | mean. It's
hairdressing | wanted to do but | don’t want toitdaght now. | would rather train up here
because we are shown better things here and youayettime. In a hairdresser’s you
only get a certain amount of time. | liked it bdwdre.

Lesley : file 36

Well, I had applied for a course in eh ... cosnaggl Bit | didnae get accepted. So |
wisnae jist lying about all day daein things sady®d on at school till ... like ... | wis
getting a course. Then | got intae this courséleft because | jist didnae enjoy it. Jist ...
think it wis jist some o the teachers like jistrmtlated me n like didnae ... | don’t know —
jist didnae enjoy it. College’s mair fun an ye geter lecturers speak tae ye more as
though you're an adult than they did in schooljistl enjoy it mair. | loved primary. |
loved it. Dunno — jist enjoyed the kind o workdwe@e n ma teachers were a dead nice —
better than the high school. Secondary - scareshy at first. When ye were getting like
maybe at the start of third year — end of secorat ygist hated it through that time.

Think it was cos o the exams comin up an | wisjrgssed ... n ... | dunno — | wish | had
studied more for it. | wish | had studied moreitazos | think | would have enjoyed it. |
liked art ... | loved art ... | jist wanted to daet o day n then I.T. as well ... I liked thain..
English ... I loved English. | liked essays n thakloved essays n that. Hated maths —
I've never been good at maths.

My friend died — over a month ago — he got hit vmatorbike. Aye — he died. He wis |
think thirteen. It was a motorbike that eh killeich. He wis — it was his fault but it was
the guy’s fault as well because he wis goin — & waite fast — I’'m no sure — bit it wis
faster than he should have been goin. But atdingestime he ran out in front o it and
thought he could get past. It was a joint eff@dlly. The guy on the motorbike died as
well. He died a couple of days — a couple of dter it.

They should be doin more aboot ... like ... drirddinthe streets. They’re stoppin young
people on the streets — like young kids — n tdiair drink off them instead o takin them
home — like off the streets. Ma friend wis cawgfew weeks ago — well she was ma
friend. She wis drinkin on the street bit she’anyger than me n she got her drink took off
her and a forty pound fine. But | don't see hoatthgonnae stop her. | dinnae really
speak tae her about it cos I've never done it € Hever done it before — I've never
thought o doin that. | hate it ... | think it'ssgjustin. Like it's just ... | dunno ... it's chgek
like if ye know whit | mean — walkin about the striegless. It's no nice. It's dangerous
as well — anythin could happen tae ye. Somebodlg gock ye up n take ye anywhere.
That'’s the worst thing
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| think the population’s goin up for girls like nage and younger getting pregnant.
Y’know ma friend had her baby two weeks ago — m@# last week she had it — n she jist
turned sixteen. And there wis a wee girl downrtizel fae me — she’s goin wi a boy that
stays across the road fae me — he’s sixteen n ghlwteen at the time n she turned
pregnant ... n she fell pregnant n she had a bedbajter her fifteenth birthday. | donno —
honestly how they cope. | don’t think they thilkee wi those — | think it's a trend they’re
tryin tae make ... Aww | want a baby n they're Avéeing babies n they're regrettin it
efter. And | mean it's a shame cos the wee babig'sslgoin to waste. The age should
maybe go up for sex bit at the same time it's rfpihe It's no helpin anyway cos they’re
doin it everywhere n anywhere n whatever age.

| applied for a course in cosmetology. But | didyet accepted. So | wasn't just lying
about all day doing things so | stayed on at schibhdlwas getting a course. Then | got
into this course so | left because | just didnjognt. Just ... think it was just some of the
teachers, like, just intimidated me and, like doh’t know — just didn’t enjoy it. College

is more fun and you get — your lecturers spealotorore as though you’re an adult than
they did in school and | just enjoy it more. IéavPrimary. |loved it. Don’t know — just
enjoyed the kind of work we did and my teachersevadt really nice — better than the high
school. Secondary — scared ... shy at first. Mjloe1 were getting, like, maybe at the start
of third year — end of second year — just hatédrdgugh that time. Think it was because of
the exams coming up and | was just stressed. 't Enow — | wish | has studied more for
it. I wish | had studied more for it because hthl would have enjoyed it. | liked art ... |
loved art ... | just wanted to do art all day. hd. as well ... | liked that ... and English ...
I loved English. I liked essays and that ... lddwessays and that. Hated maths — I've
never been good at maths.

My friend died — over a month ago — he was hit vaittmotor bike. Yes, he died. He was,
| think, thirteen. It was a motorbike that eh&dlhim. He was — it was his fault but it was
the guy’s fault as well because he was going -a& quite fast — I'm not sure — but it was
faster than he should have been going. But atdh®e time he ran out in front of it and
thought he could get past. It was a joint effedlly. The guy on the motorbike died too.
He died a couple of days — a couple of days dfter i

They should be doing more about — like — drinkimgloe streets. They're stopping young
people on the streets — like young kids — and takieir drink off them instead of taking
them home — like off the streets. My friend wasgta a few weeks ago — well she was
my friend. She was drinking on the street but slyeunger than me and she had her drink
taken from her and a forty pounds fine. But | d@@e how that’s going to stop her. |
don’t really speak to her about it because I'veeneone it — I've never done it before —
I've never thought of doing that. | hate it .think it's disgusting. Like, it's just — | don’t
know — it's cheeky if you know what | mean — waliiabout the street legless. It's not
nice. It's dangerous too — anything could happeyou. Somebody could pick you up

and take you anywhere. That's the worst thing.

| think the population’s going up for girls my aged younger getting pregnant. You
know, my friend had her baby two weeks ago — neas last week she had it — and she
just turned sixteen. And there was this youngdpsvn the road from me — she’s going
with a boy who stays across the road from me —$igteen and she was fourteen at the
time and she turned pregnant ... and she fell pretgaind she had her baby just after her
fifteenth birthday. | don’t know — honestly howethcope. | don'’t think they think. See
with those — | think it's a trend they're trying teake . Aww | want a baby and they're
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delivering babies and they're regretting it aftemdga And | mean it's a shame because the
little baby’s life is going to waste. The age sldomaybe go up for sex but at the same
time it’s not helping. It's not helping anyway laese they are doing it everywhere and
anywhere and whatever age.
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Appendix B — Life Grid
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Appendix C — Rules for Formatting Transcriptions

» each interview will be transcribed verbatim to pagate text document.

» the filename on the audiofile will be used for thgtfile.

» cross-reference to the participant will be madeviiing this filename on the
consent form. This will be the only means of idfésdtion.

e backup copies of both the text and audiofiles ballheld securely on USB
pendrive.

* paper printouts of transcripts will be held in lablke filebox.

« all references to the participant’'s name will bglaeed in the transcript by an alias
and all possible means of identification of plase$ools, teachers or other persons
will be removed if considered sensitive or breaghficlentiality.

* vernacular expressions, expletives and slang wiltdnsidered within the context
they are used and ad hocdecision made on how to transcribe these.

» silences, pauses, non-verbal sounds, emotions) &gressions will be indicated
using braces, for example {laughs}.

» word stress will be noted using capitals or undargj, for example NEVER or
never

» recording the duration of silences or pauses is\aoessary or appropriate.

» overlapping speech and unfinished sentences wiltdieated using ellipses i.e. ...

» if a section of the speech is inaudible or uncldas, section will be marked using
question marks.

« the researcher’s speech will be bracketed thiisn[order that it be differentiated
from the participant’s speech.

» all datafiles: paper, audio and text, will be detid when this project is finished.
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Appendix D — Methods Used when Identifying Capabilies

ii)

Existing data or conventionselecting dimensions (or capabilities) based on
convenience or a convention that is taken to bleacaitidtive, or because these
are the only data available with the required stias;

Assumptions choosing dimensions based on implicit or exphsisumptions
with respect to what people do value or shouldeallihese are commonly the
informed guesses of the researcher; they may as® on convention, social or
psychological theory, philosophy, religion and $0 o

Public ‘consensus’selecting a list of dimensions that has achievddgree of
legitimacy as a result of public consensus, exdraglat the international level
by the universal human rights, the MD&sand the Sphere projéGtthese vary
at the national and local levels;

Ongoing deliberative participatory processekeciding dimensions on the basis
of ongoing purposive participatory exercises thatqalically elicit the values
and perspectives of stakeholders; and

Empirical evidence regarding people’s valuateciding dimensions on the
basis of expert analyses of people’s values fromiecal data, or data on
consumer preferences and behaviours, or studithe ofalues that are most
conducive to mental health or social benefit.

(Alkire, 2007:7)

1 MDG: Millennium Development Goals are the UN/imational targets for addressing extreme poverty
7 Sphere project: Humanitarian Charter and Minimuen8ards in Disaster Response sets out clearly what
people affected by disasters have a right to exjpeet humanitarian assistance
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Appendix E — Nussbaum’s List of Central Human Funtonal
Capabilities (Nussbaum, 2000:77)

1. Life. Being able to live to the end of a human life ofmal length; not dying prematurely, or
before one’s life is so reduced as to be not wirihg.

2. Bodily Health. Being able to have good health, including repotise health; to be adequately,
nourished; to have adequate shelter.

3. Bodily Integrity. Being able to move freely from place to place; hgwne’s bodily
boundaries treated as sovereign, i.e. being alide wecure against assault, child sex abuse, an
domestic violence; having opportunities for sexaalisfaction and for choice in matters of
reproduction.

4. Senses, Imagination and ThoughtBeing able to use the senses, to imagine, thidkreason —
and to do these things in a “truly human” way, & widiormed and cultivated by an adequate
education, including, but by no means limited iteracy and the basic mathematical and scient

.

c

training. Being able to use imagination and thaugltonnection with experiencing and producing

self-expressive works and events of one’s own @jaidigious, literary, musical, and so forth.
Being able to use one’s mind in ways protectedusrgntees of freedom of expression with

respect to both political and artistic speech, fa@edom of religious exercise. Being able to dearc

for the ultimate meaning of life in one’s own waBeing able to have pleasurable experiences,
to avoid non-necessary pain.

5. Emotions. Being able to have attachments to things andlpenjside ourselves; to love thos
who love and care for us, to grieve at their absgimcgeneral, to love, to grieve, to experience
longing, gratitude, and justified anger. Not havome’s emotional development blighted by
overwhelming fear and anxiety, or by traumatic esef abuse or neglect. (Supporting this
capability means supporting forms of human assiocidghat can be crucial to their development
6. Practical ReasonBeing able to form a conception of the good anengage in critical
reflection about the planning of one’s life. (Thkistails protection for the liberty of conscience.)
7. Affiliation . A. Being able to live with and toward others, toagnise and show concern for
other human beings, to engage in various formsafsinteraction; to be able to imagine the
situation of another and to have compassion fdrditaation; to have the capability for both justi
and friendship. (Protecting this capability mepratecting institutions that constitute and nouris
such forms of affiliation, and also protecting fheeedom of assembly and political speech.)

B. Having the social bases of self-respect andmoniiation; being able to be treated as a
dignified being whose worth is equal to that ofesth This entails, at a minimum, protection
against discrimination on the basis of race, sexiial orientation, religion, caste, ethnicity, or
national origin. In work, being able to work aBuaman being, exercising practical reason and
entering into meaningful relationships of mutualagnition with other workers.

8. Other Species.Being able to live with concern for and in redatito animals, plants and the
world of nature.

9. Play. Being able to laugh, to play, to enjoy recreaiactivities.

10. Control over One’s Environment. A. Political. Being able to participate effectively in
political choices that govern one’s life; having tfight of political participation, protection akke
speech and association.

B. Material. Being able to hold property (both land and movaueds), not just formally but in
terms of real opportunity; and having property tgghn an equal basis with others; having the ri
to seek employment on an equal basis with othergnp the freedom from unwarranted search
and seizure.

and

)

~—

O

5h

ght

165



References
References

Akerlind, G. (2002) ‘Principles and practice in plenenographic research’, proceedings
of thelnternational Symposium ddurrent Issues in Phenomenograp@anberra
Australia, November 2002, from
http://www.anu.edu.au/CEDAM/ilearn/symposium/Aked®6202%20.do¢last accessed
08/08/2007).

Alcoff, L. (1991) ‘The problem of speaking for otilsg in Cultural Critique no. 20,
Winter 1991-1992, pp. 5-32.

Alkire, S. (2007) ‘Choosing dimensions: the cap&pbdpproach and multidimensional
poverty’, paper presented @PRC Workshop on Concepts and Methods for Analysing
Poverty Dynamics and Chronic Povertyniversity of Manchester, 23 to 25 October 2006.

Alkire, S. and Black, R. (1997) ‘A practical reagumntheory of development ethics:
furthering the capabilities approach’,Jaurnal of International Developmentol. 9, no.
2, pp. 263-279.

Apple, M. (2001) ‘Comparing neo-liberal projectdanequality in education’, in
Comparative Educatigrvol. 37, no. 4, pp. 409 — 423.

Ball, S. (2003) ‘The teacher’s soul and the teradrgerformativity’, inJournal of
Educational Policyvol. 18, no. 2, pp. 215 — 228.

Barber, B. (2009) ‘UK unemployment: labour marketistics’, from
www.hrmguide.co.uk/jobmarket/unemployment.hiast accessed 23/07/2009).

Barbour, S. and Schostak, J. (2005) ‘Interviewingd Bocus groups’, in B. Somekh and C.
Lewin (eds.)Research methods in the social sciendé®usand Oaks, Sage Publications.

BBC News (1998) ‘New Deal backed by 4,000 employdémsm
http://212.58.226.17:8080/1/hi/uk/politics/7499tngtast accessed 23/03/2009).

Beck, U., Giddens, A. and Lash, S. (198&flexive modernization: politics, tradition and
aesthetics in the modern social ord€ambridge, Polity Press.

Becker, H. (1992) ‘Cases, causes, conjecture estamd imagery’, in C.C. Ragin and H.S.
Becker (eds.What is a Case? Exploring the Foundations of Sdaigliiry, Cambridge
and New York, Cambridge University Press.

Blair, A. (1999) ‘Speech at the Institute for Pelffiolicy Research’, 14 January, London,
from http://news.bbc.co.uk/1/hi/uk_politics/254981n (last accessed 09/08/2009).

British Council (2008) ‘Research findings’, Presditn at theEuropean Parliamentn 29
February 2008, from http://www.britishcouncil.aflgst accessed 21/11/2008).

Brown, G. (1997) ‘The Chancellor's 1997 budget sp&erom
http://archive.treasury.gov.uk/pub/html/budget9@ish.htmilast accessed 22/07/2009).

Callear, L. (1992) ‘Recruitment and performanc@¥El school-leavers’, ifreducation +
Training, vol. 34, no. 1, pp. 4-9.

166



References

Carolan, M. (2003) ‘Reflexivity: a personal journgyring data collection, iNurse
Researchervol. 10, no. 3, pp. 7-14.

Castells, M. (20057 he rise of the network socidtol. 1, 2% ed.), Oxford, Blackwell.

Chubb, J. and Moe, T. (199Bplitics, markets and America’s schadl8ashington,
Brookings Institution.

Coles, B., Hutton, S., Bradshaw, J., Craig, G., @&y C. and Johnson, J. (2002)
‘Literature review of the costs of being “not inueation, employment or training” at age
16-18’,Brief No: 347, Social Policy Research Unilniversity of York.

Connelly, F. and Clandinin, D. (1990) ‘Stories &perience and narrative inquiry’, in
Educational Researchgvol. 19, no. 5, pp. 2-14.

Cook-Sather, A. (2002) ‘Authorising students’ pesjves: towards trust, dialogue, and
change in education’, iBducational Researchgvol. 31, no. 4, pp. 3-14.

Cotton, T. and Griffiths, M. (2007) ‘Action resehrcstories and practical philosophy’, in
Educational Action Researctiol. 15, no. 4, pp. 545-560.

Cresswell, J., Hanson, W., Plano Clark, V. and N&s@A. (2007) ‘Qualitative research
designs: selection and implementation’Time Counseling Psychologisbl. 35, no. 2, pp.
236-264.

Crossley, N. (1996Intersubjectivity: the fabric of social becomijrigondon, Sage.
Croxford, L. (2000) ‘Inequality in attainment ateagj6: a “Home International”

comparison’, iNCES Briefing no. LZXrom www.ces.ed.ac.uk/PDF%20Files/Brief019.pdf
(last accessed 23/07/2009).

Croxford, L. (2009) ‘Change over time in the conte@utcomes and inequalities of
secondary schooling in Scotland, 1985-2005’, from
http://www.scotland.gov.uk/Publications/2009/04/@@059/2(last accessed 23/03/2009).

Croxford, L. and Raffe, D. (2000) ‘Young people nmoeducation, employment or
training: an analysis of the Scottish school leawenrvey’ Report to the Scottish
Executive, Edinburgh: CE®niversity of Edinburgh.

Denzin, N. and Lincoln, Y. (eds.) (2008andbook of qualitative researc® edition,
Thousand Oaks, CA, SAGE.

Deveaux, M. (2002) ‘Political morality and culturebat difference do differences make?’,
in Social Theory and Practi¢eol. 28, no. 3, pp. 503-518.

Dilley, P. (2004) ‘Interviews and the philosophyapfalitative research’, idournal of
Higher Educationvol. 75, no. 1, pp. 127-132.

Dokecki, P. (1997) Review of ‘Intersubjectivity:efiabric of social becoming’, idbournal
of Phenomenological Psycholggsol. 28, no. 2, pp. 281-306.

167



References

Elliot, J. and Lukes, D. (2008) ‘Epistemology alsiet in research and policy: the use of
case studies’, idournal of Philosophical Educatiowol. 42, no. 1, pp. 87-119.

Faux, J. (1999) ‘Lost on the third way’, issent Spring, pp. 67-76.
Fielding, M. (2004) ‘Transformative approachesttalent voice: theoretical
underpinnings, recalcitrant realities’, Bmitish Educational Research Journatbl. 30, no.

2, pp. 295-311.

Findlay, L. and Gough, B. (eds.) (20@3&flexivity: a practical guide for researchers in
health and social scienseOxford, Blackwell.

Fine, M., and Rosenberg, P. (1983) ‘Dropping outigh school: the ideology of school
and work’, inJournal of Educationvol. 165, no. 3, pp. 257-272.

Finnis, J. (1980Natural law and natural rightsOxford, Clarendon Press.

Flintoff, J. (2007) ‘Whatever happened to meritegfd, in The Sunday TimeBpm
http://www.timesonline.co.uk/tol/news/uk.article i3214.ecelast accessed 23/03/2009).

Gagnon, S. and Cornelius, N. (2000) ‘Re-examiningkplace equality: the capabilities
approach’, ilrHuman Resource Management Journal. 10, no. 4, pp. 68-87.

Garner, R. (2009) ‘Labour’s lost generation: onsixiyoung people do nothing’, ithe
Independentfrom http://www.independent.co.uk/news/educagdnication-news/labours-
lost-generation-one-in-six-young-people-do-nothimy-3805.htm(last accessed
03/09/2009).

Giddens, A. (19987 he third way: the renewal of social democraCambridge, Polity
Press.

Giddens, A. (20007 he third way and its critigsCambridge, Polity Press.

Gill, T. (2007)No fear: growing up in a risk averse socigtpndon, Calouste Gulbekian
Foundation.

Godfrey, C., Hutton, S., Bradshaw, J., Coles, Baig; G. and Johnson, J. (2002a)
‘Estimating the costs of being “not in educatiompéoyment or training” at age 16-18’,
Brief No: 346, Social Policy Research Unitniversity of York.

Godfrey, C., Hutton, S., Bradshaw, J., Coles, Baig; G. and Johnson, J. (2002b)
‘Estimating the costs of being “not in educatiompéoyment or training” at age 16-18’,
Research Report No: 346, Social Policy Research, Umiversity of York.

Gow, L. and McPherson, A. (1980l them from meEdinburgh, Aberdeen University
Press.

Grice, A. (2009) “Youth unemployment rate to topicet’'s agenda’, ifhe Independent
from http://www.independent.co.uk/news/uk/politigsith-unemployment-rate-to-top-
cabinets-agenda-1753011.htflast accessed 04/08/2009).

168



References

Gruber, H. (1989) ‘The big bang of educational Thatism’, inOxford Review of
Education vol.15, no. 3, pp. 339 — 340.

Guba, E. and Lincoln, Y. (198®ersonal communicatiomBeverley Hills, CA: Sage.

Hall, S. (1998) ‘The great moving nowhere show’Marxism Today
November/December, pp. 9-14.

Hargreaves, A. (1996) ‘Revisiting voice’, Bducational Researchgvol. 25, no. 1, pp.
12-19.

Held, D. (2002) ‘National culture, the globalizatiof communications and the bounded
political community’, inLogos vol. 1, no. 3, pp. 1-17.

Henig, J. (1995Rethinking school choi¢®rinceton, NJ., Princeton University Press.
Jones, C. and Murie, A. (1998) ‘Reviewing the righbuy’, Joseph Rowntree Foundation,

from http://www.|rf.org.uk/knowledge/findings/housj/hrd28.asgflast accessed
08/04/2008).

Hertz, R. (1997Reflexivity and voigeThousand Oaks:CA, Sage.

lanelli, C. and Paterson, L. (2005) ‘Does educagimmmote social mobility?’, ICES
Briefing no. 35from http://www.ces.ed.ac.uk/PDF%20Files/Brié&d(Rif (last accessed
23/03/2009).

Karatzias, A., Power, K. and Swanson, V. (2002)I\8ag and victimisation in Scottish
schools: same or separate entities?Aggressive Behaviouvol. 28, no. 1, pp. 45-61.

Kimberlee, R. (2002) ‘Why don’t British young peeplote at general elections?’, in
Journal of Youth Studiesol. 5, no. 1, pp. 85-98.

King, N. (1998) ‘Template analysis’, in G.Symon d@dCassell (edsQualitative
Methods and Analysis in Organisational Researchndon, Sage. And, from
http://www.hud.ac.uk/hhs/research/template_andlgsiex.htm(last updated 2007), (last
accessed 22/01/2009).

Kinnear, T. and Taylor, R. (199Marketing research: an applied approgdtondon,
McGraw Hill.

Komulainen, S. (2007) ‘The ambiguity of the child/sice’ in social research’, in
Childhood vol. 14, no. 1, pp. 11-28.

Kvale, S. (1960)nterViews: an introduction to qualitative researctierviewing
Thousand Oaks, Sage.

Kvale, S. (1996) ‘The 1,000-page question’Qualitative Inquiry vol. 2, no. 3, pp. 275-
284.

Lahman, M. (2008) ‘Always Othered: ethical reseasdth children’, inJournal of Early
Childhood Researctvol. 6, no. 3, pp. 281-330.

169



References

Lapadat, J. and Lindsay, A. (1999) ‘Transcriptiom@search and practice: from
standardization of technique to interpretive positigs’, inQualitative Inquiry vol. 5, no.
11 pp- 64'86.

Layard, R. and Dunn, J. (2008)good childhood: searching for values in a contpei
age London, Penguin Group.

Le Compte, M. (1993) ‘A framework for hearing siten what does telling stories mean
when we are supposed to be doing science?’, indlslughlin and W. Teirney (eds.),
Naming Silenced Lives: Personal Narrative and Psses of Educational Change
London, Routledge, pp. 9-28.

Leadbeater, C. (2008) ‘A neet solution’ Niew Statesmarirom
http://www.newstatesman.com/society/2008/07/chitesehool-educatioflast accessed
09/09/2009).

Leon, D., Morton, S., Cannegieter, S. and McKee(2003) ‘Understanding the health of
Scotland’s population in an international contesgjort byLondon School of Hygiene and
Tropical Medicine (2" Revision).

Lincoln, Y. and Guba, E. (2000) ‘Paradigmatic comérsies, contradictions and emerging
confluences’, in N. Denzin and Y. Lincoln, (ed2pQ0)Handbook of Qualitative
Research2" edition, Thousand Oaks, CA, Sage, pp. 163-188.

Lipsett, A. (2008) ‘UK schools worst in Europe faullying’, in The Guardianfrom
http://www.guardian.co.uk/education/2008/feb/29¢sulk.uk4(last accessed 17/08/2009).

Lister, R. (2006) ‘Ladder of opportunity or engioeinequality?’, inThe Political
Quarterly, vol. 77, no. 1, pp. 232-236.

Machin, S. (2003) ‘Higher education, family incoarad changes in intergenerational
mobility’, in R. Dickens, P. Gregg, and J. Wadsthdeds.),The Labour Market Under
New LabouyLondon, Palgrave MacMillan.

Maddison, G. (2001) ‘Focusing, intersubjectivitpdatherapeutic intersubjectivity’, in
Review of Existential Psychology and Psychiatn}. 26, no. 1, pp. 3-16. And from
http://www.focusing.org/fot/madison_focusing_intéogectivity.html(last accessed
25/07/2009).

Main, B. and Raffe, D. (1983a) ‘The ‘transitionfnschool to work’ in 1980/81: a
dynamic account’, iBritish Educational Research Journabl. 9, no. 1, pp. 57-70.

Main, B. and Raffe, D. (1983b) ‘Determinants of éoyment and unemployment among
school leavers: evidence from the 1979 survey oftst school leavers’ iBcottish
Journal of Political Economwol. 30, no. 1, pp. 1-17.

Masschelein, J. and Quaghebeur, K. (2005) ‘Padimp for better or for worse?’, in
Journal of Philosophy of Educatipwol. 39, no. 1, pp. 51-65.

Marton, F. (1981) ‘Phenomenography - describingceptions of the world about us’, in
Instructional Sciengevol. 10, pp. 177-200.

170



References

Mauthner, M. (1997) ‘Methodological aspects of eoting data from children: lessons
from research projects’, @hildren and Societyol. 11, no. 1, pp.16-28.

Mellor, A. (1990) ‘Bullying in Scottish secondargi®ols’, iInSCRE Spotlights 23rom
http://www.eric.ed.gov/ERICDocs/data/ericdocs2smifent storage 01/0000019b/80/22/
52/68.pdf(last accessed 20/08/2009).

Menon, N. (2002) ‘Universalism without foundatiohsf Economy and Society
vol. 31, no. 1, pp. 152-169.

Moore, S. (2008) ‘A new deal for British childreim, New Statesmarirom
http://www.newstatesman.com/print/200807030(028t accessed 04/05/2009).

Morrow, V. (1999) ‘If you were a teacher, it woldd harder to talk to you’, in
International Journal of Social Research Methodglogpl. 1, pp. 297-313.

McLellan, E., MacQueen, K. and Neidig, J. (2003¢yBnd the qualitative interview: data
preparation and transcription’, from http://fmx.epgb.com/cgi/content/abstract/15/1/63
(last accessed 26/01/2009).

McKendrick, J., Scott, G. and Sinclair, S. (200)smissing disaffection: young people’s
attitudes towards education, employment and ppéimn in a deprived community’, in
Journal of Youth Studiesol. 10, no. 2, pp. 139-160.

Macmillan, H. (19575peech delivered at Bedfefdom BBC news website at
http://news.bbc.co.uk/onthisday/hi/dates/storiég/i®d/newsid_3728000/3728225.stm
(last accessed 18/05/2008).

Nussbaum, M. (1996) ‘Compassion: the basic soamti®n’, in Social Philosophy and
Policy, vol. 13, no. 1, pp. 27-58.

Nussbaum, M. (1997 ultivating humanity: a classical defense of refomfiberal
education Cambridge, MA, Harvard University Press.

Nussbaum, M. (2000)/omen and human development: the capabilites approa
Cambridge, Cambridge University Press.

Nussbaum, M. (2001)pheavals of thought: the intelligence of emotjd@ambridge,
Cambridge University Press.

Nussbaum, M. (2004)liding from humanity: disgust, shame and the,l#Woodstock, UK,
Princeton University Press.

Nussbaum, M. (2006), ‘Education and democratizertship: capabilities and quality
education’, inJournal of Human Development and Capabilitiesl. 7, no. 3, pp. 385-395.

Ogilvie, D. Gruer, L. and Haw, S. (2005) ‘Young pésis access to tobacco, alcohol, and
other drugs’, irBMJ, 331(7513), pp. 393-396

Okin, S. ‘Poverty, well-being, and gender: whatmsywho’s heard?’, iRhilosophy and
Public Affairs vol. 31, no. 3, pp. 280-316.

171



References

Olssen, M., Codd, J. and O’Neill, A. (200&)lucation policy: globalisation, citizenship
and democracyLondon, Sage.

Olweus, D. (1993Bullying at school: what we know and what we can@dford,
Blackwell.

Patton, M. (1990Qualitative evaluation and research meth@@sd edition), Newbury
Park: CA, Sage.

Pendlebury, S. and Enslin, P. (2001) ‘Represemtatitentification and trust: towards an
ethics of educational research’, Jaurnal of Philosophy of Educatipwol. 35, no. 3, pp.
361-370.

Pilger, J. (2001) ‘The state is more powerful tearr’, from
http://www.johnpilger.com/page.asp?partid=3G&t accessed 23/03/2009).

Pretty, J., Griffin, M., Sellens, M. and Pretty, (003) ‘Green exercise: complementary
roles of nature, exercise and diet in physical@madtional well-being and implications for
public health policy’ CES Occasional Paper 2003-Centre for Environment and Society,
University of Essex.

Radnor, H., Koshy, V. and Taylor, A. (2007) ‘Giftalents and meritocracy’, in
Journal of Education Poligyol. 22, no. 3, pp. 283-299.

Raffe, D. (1984) ‘The transition from school to w@nd the recession: evidence from the
Scottish school leavers surveys, 1977-1983British Journal of Sociology of Educatipn
vol. 5, no. 3, pp. 247-265.

Raffe, D. (2003) ‘Young people not in education pémgment or training’ CES Special
Briefing, Edinburgh: CESUniversity of Edinburgh.

Rawls, J. (19994 theory of justicérevised edition), Oxford, Oxford University Press

Rifkin, J. (1997) ‘Preparing students for the “efdvork”: rethinking the purpose of
education’, inEducational Leadershjpsol. 54, no. 5, pp. 30-34.

Rifkin, J. (2005) ‘The end of workSpiegel Onlingfrom
www.spiegel.de/international/0,1518,druck-36815508I (last accessed12/09/2008).

Robeyns, I. (2003a) ‘The Capability Approach: Atehdlisciplinary Introduction’, from
http://www.ingridrobeyns.nl/Downloads/CAtrainingZ8I209.pdf(last accessed
10/07/2009. (Permission given)

Robeyns, I. (2003b) ‘Sen’s capability approach gexder inequality: selecting relevant
capabilities’, inFeminist Economigsrol. 9, no. 2-3, pp. 61-92.

Robeyns, I. (2005) ‘Selecting capabilities for dguyadf life measurement’, isocial
Indicators Researchvol. 74, no. 1, pp. 191-215.

Robeyns, I. (2006) ‘The capabilities approach ecgice’, inThe Journal of Political
Philosophyvol. 14, no. 3, pp. 351-376.

172



References

Robinson, J. and Hawpe, L. (1986) ‘Narrative thigkas a heuristic process’, in T. Sarbin
(ed.)Narrative PsychologyNew York, Praeger, pp. 111-125.

Ruby, J. (1980) ‘Exposing yourself: reflexivity,taropology and film (1)’, irfSemiotica
vol. 30, no. 1/2, pp. 153-179.

Ryan, A. (1999) ‘Britain: recycling the third wayh Dissent Spring, pp. 77-80.
Ryan, T. (2004) ‘Reflexivity and the reader: anmflination’, inThe Ontario Action

Researchervol. 7, no. 1, from http://www.nipissingu.ca/daDFS/V712.pd{last accessed
23/07/2009).

Ryan, G. and Bernard, H. (2003) ‘Techniques totifiethemes’, inField Methodsvol.
15, no. 1, pp. 85-109.

Sands, R. and Krumer-Nevo, M. (2006) ‘Interviewdtsand shockwaves’, Qualitative
Inquiry, vol. 12, no. 5, pp. 950-971.

Saunders, P. (1995) ‘Might Britain be a meritocfdcin Sociology vol. 29, no. 1, pp. 23-
41.

Saunders, P. (1998)nequal but fair?: A Study of Class Barriers intam, Institute of
Economic Affairs, London.

Saunders, P. (1997) ‘Social mobility in Britain: empirical evaluation of two competing
theories’, inSociology vol. 31, no. 2, pp. 261-288.

Scheurich, J. (199 Research method in the postmodérondon, Falmer.

Scottish Enterprise National (2006) ‘Get ReadyWork Programme: Evaluation’, Final
Report, from_http://www.scottish-

enterprise.com/publications/get_ready for_work @atdn_2006.pdf

(last accessed 01/08/2009).

Scottish Executive (2004 Curriculum for excellence: the curriculum revigwoup,
Edinburgh, Scottish Executive.

Scottish Executive (2008)Jlore choices, more chances: a strategy to reduee th
proportion of young people not in education, emplemgt or training in Scotland
Edinburgh, Scottish Executive.

Scottish Health Statistics (2007) ‘Sexual healfdm http://extras.isdscotland.ofig@st
accessed 02/05/2008).

Sen, A. (2004) ‘Capabilities, lists and public m@ascontinuing the conversation’, in
Feminist Economigsol. 10, no. 3, pp. 77-80.

Sewell, M. (date unknown) ‘The use of qualitatiméerviews in evaluationCYFERnNet
from http://ag.arizona.edu/fcs/cyfernet/cyfar/Ings.htm(last accessed 08/11/2006).

173



References

Shaheen, F. (2009) ‘Sticking plaster or steppimga?: tackling urban youth
unemployment’Centre For Citiesfrom http://www.centreforcities.org/assets/fiRS/06-
23%20Youth%20unemployment.p@ast accessed 02/08/2009).

Shacklock, G. and Smyth, J. (1988ing reflexive in critical educational and social
research London and New York, RoutledgeFalmer.

Shacklock, G., Smyth, J., and Wilson, N. (1998)riCeptualising and capturing voices in
dropout research’, paper Zustralian Association for Research in Educatiddelaide,
November-December, 1998, from www.aare.edu.au/98pap8187.htn(last accessed
12/12/2008).

Sikes, P. (2006) ‘On dodgy ground?: problematiasethics in educational research’, in
International Journal of Research & Method in Edtica’ vol. 29, no. 1, pp. 105-117.

Skills Development Scotland (2008@)ogramme rules for get ready for work 2008/2009
Glasgow, The Skills Development Scotland Co. Ltd.

Smith, D. (2007) ‘Nobody neets this lazy lot anyrgipin The Sunday Timgfom
http://www.timesonline.co.uk/tol/news/article129@1€ce(last accessed
04/05/2009).

Spielhofer, T., Benton, T., Evans, K., Featherst@heGolden, S., Nelson, J. and Smith,
P. (2009) ‘Increasing participation: understandmogng people who do not participate in
education or training at 16 and 1Rational Foundation for Educational Research,
Research Report DCSF-RRQT®partment for Children, Schools and Families.

Stewart, F. (2001) ‘Book review of women and hurdamelopment by Martha
Nussbaum’, indournal of International Developmemto. 13, pp. 1191-1192.

Swift, A. (2003) ‘Seizing the opportunity: the infince of preferences and aspirations on
social mobility’, inNew Economyvol. 10, no. 4, pp. 208-212.

The Scottish Government (2007a) Letter from Adagrdm, 14 December 2007/ Petition
PE913: Play Strategy.

The Scottish Government (2007b) ‘Scottish Budgetr§ing Review 2007, from
http://www.scotland.gov.uk/Publications/2007/11/93R40/0(last accessed 20/08/2009).

The Scottish Government (2008a) ‘Follow up survegahool leavers from Scottish
schools: 2006/07 leavers’, from
http://www.scotland.gov.uk/Publications/2008/086@lupsurvey(last accessed
30/03/2009).

The Scottish Government (2008b) ‘Health of Scotlapdpulation: health inequalities’,
from http://www.scotland.gov.uk/Topics/StatisticedB/ise/Health/TrendHealthOutcome
(last accessed 20/08/2009).

The Scottish Government (2008c) ‘Curriculum for ellence’, from
http://Itscotland.org.uk/curriculumforexcellen@ast accessed 27/08/2009).

174



References

Themelis, S. (2008) ‘Meritocracy through educatma social mobility in post-war
Britain: a critical examination’, iBritish Journal of Sociology of Educatiowol. 29, no. 5,
pp. 427-438.

Tilley, S. (2003) ""Challenging” research practicégning a critical lense on the work of
transcription’, inQualitative Inquiry vol. 9, no. 5, pp. 750-773.

Toynbee, P. (2002) ‘Hard work: a challenge to lay’pThe Smith Institutdrom
http://www.smith-institute.org.uk/pdfs/hard-workfpgast accessed 15/08/2009).

UNICEF (2007) ‘Child poverty in perspective: an oxiew of child well-being in rich
countries’,Innocenti Research Centrgom
www.incef.org/medie/files/ChildPovertyReport.pHist accessed 21/02/2008).

Van Maanen, J. (1988)ales of the field: on writing ethnographghicago, University of
Chicago Press.

Vaughan, R. (2009) ‘Top mandarin: 15% of Neetsvdit@in 10 years’, inThe TESfrom
http://www.tes.co.uk/article.aspx?storycode=6019{a& accessed 02/08/2009).

Whitty, G., Power, S. and Halpin, D. (1998¢volution and choice in education: the
school, the state and the markBtickingham, Open University Press.

Will, V., Eadie, D. and MacAskill, S. (1996) ‘Prajgve and enabling techniques
explored’, inMarketing Intelligence and Planningol. 14, no. 6, pp. 38-43.

Wilson, S., Cunningham-Burley, S., Bancroft, A. @atkett-Milburn, K. (2007) “Young
people, biographical narratives and the life gyimling people’s accounts of parental
substance use’, iQualitative Researctvol. 7, no. 1, pp. 135-151.

Wishart, R. (2004) ‘Everyday Life’ ithe Glasgow Storyrom
http://www.theglasgowstory.com/story.php?id=TGSfast accessed 26/07/2009),
permission given.

Wood, R., Sutton, M., Clark, D., McKeon, A. and BaB. (2006) ‘Measuring inequalities
in health: the case for healthy life expectanayJournal of Epidemiology and Community
Health, vol. 60, no. 12, pp. 1089-1092.

Yates, S. and Payne, M. (2006) ‘Not so NEET?: #gue of the use of ‘NEET’ in setting
targets for interventions with young people’ Journal of Youth Studiesol. 9, no. 3, pp.
329-344.

Young, M. (1958)The rise of meritocragyondon, Thames and Hudson.

Young, M. (2001) ‘Down with meritocracy’, from
http://www.guardian.co.uk/politics/2001/jun/29/corant/print(last accessed 23/03/2009).

Yu, S. (no date) ‘On meritocracy and equalitjfassachusetts Institute of Technology
from http://ocw.mit.edu/NR/rdonlyres/Urban-Studeasd-Planning/11-
020Fall2003/866B9791-5848-4329-A269-876A33F736 tidD/ paper.pdflast accessed
18/08/2009).

175



