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THE ROLE OF SOCIAL CAPITAL IN SCOTTISH POLICIES AFFECTING OUTCOMES OF SCHOOLING

Schools and Social Capital Policy Group

Introduction

This paper is a report of findings from a review of selected Scottish policies in the domain of education and social provision that were perceived to have a bearing on the opportunities for young people to obtain better outcomes from schooling from the perspective of the role of social capital. The primary documents are either issued by the Scottish Executive or are commissioned papers that are published by the Scottish Executive. The documents include some that are inspirational or declarative statements of policy (such as A Curriculum for Excellence, 2004); some that address issues associated with policy implementation and evaluation processes (Such as How Good is our School?, 2002) and some that are reports of evaluations of policy outcomes (such as Poverty and Social Inclusion in Rural Scotland, 2001).
In consultation with other concurrent research activities in the Schools and Social Capital Network, a working definition of social capital was adopted. As another group have reported in depth on theories and definitions of social capital, we note that the construct is variously defined and that its utility is contentious. It was necessary for us to engage with these debates in order to consider issues in relation to policy and its implementation.

We have concluded that a review of policy must consider issues of implementation and sustainability. Policy implementation and sustainability require facilitating schools and other agencies to enable communication, critique, application in local contexts and resourcing of change. We have concluded that issues of diversity and equity are central to any policy development and that these should be explicitly addressed rather than implicitly assumed.  The views and expectations of the range of stakeholders to whom the policy applies need to be acknowledged and addressed especially when policies challenge local norms that exclude or constrain opportunities.

This paper concludes with a series of issues and questions relating to researching social capital in schools. 
The Review Process

The policy review group was established in January 2005 and the individuals who joined the group brought with them a wide range of expertise and experience. Participation has meant that we have all gained new understandings from sharing our perspectives. In one sense our network has demonstrated the advantage of using one’s access to social and cultural capital. The group was convened by Rowena Arshad and  included staff from six Higher Education Institutions (HEI), a teacher union representative, a teacher, and a social enterprise practitioner.  The names and roles of the review group members are reported in Appendix One. Group members had differing levels of familiarity with social capital, but shared an interest in its potential for enhancing the educational experiences of young people and their lives within and outside school.

The purpose of the group was to document current policies aimed at addressing deprivation, disadvantage and its affects on schooling outcomes. Research capacity building was addressed through the development and application of protocols for the critique of policy. The cross-disciplinary scope of the review included political science dimensions and encompassed the disciplines of sociology, education, health, public housing, community services and community development.

The selection of policies reviewed was based on the following criteria:

a) relevance to issues of schooling, deprivation, diversity and wellbeing in Scotland, especially for young people

b) currency of documentation

c) interests of review participants

Consequently, this review is not meant to be an exhaustive study of every policy document published by the Scottish Executive that might have a bearing upon outcomes for young people. Nonetheless, the issues identified have currency at least in the context of the documents examined and are offered as constructive critique.

Defining Social Capital

The group agreed it was not possible to review the policy documents without with an understanding of social capital theories and discourses.  Members shared possible papers which the group could read to take their thinking forward.

In consultation with other concurrent research activities in the Schools and Social Capital Network, it was decided to define social capital as the combination of norms and values, trust and networks that provide reciprocal benefits for those who engage. Within this broad sense of the meaning of the term, different ‘types’ of social capital are considered in the context of schools. Social capital is evident within families, in neighbourhood and other communities, between participants at school and the communities served, and within schools. In all these contexts the quality of the social capital, and the access that individuals have to the available social capital, determine the extent to which social capital can facilitate satisfactory outcomes for young people.

Methodology

Participation within the policy review group was open to academics and practitioners who had made contact with the AERS scheme either though attendance at an AERS information session or through information gained from their employer. Academics and practitioners were offered opportunities to sign up to the policy review group activity. In addition, the convenor of the group contacted individuals whom she thought might be interested in being involved. Twelve people indicated interest and after discussions and exploration, ten opted into the group.

The Convenor and Senior Research Fellow provided an initial list of policies (Appendix 2) for consideration at the first meeting of the group held on March 8, 2005. Additional documents were identified by participants at the meeting. A draft framework for analysis was agreed which considered both the overall goals of the AERS Scheme and the interests and issues about policy development and implementation identified by participants. The group aspired to ensure that the framework had due regard to both the perceived interests of stakeholders and the expectations of the participants. Each document had a minimum of two members reviewing it, enabling further discussion, bridging and linking between members in sub-groups.

The group managed through a combination of The Virtual Research Environment (VRE) portal on the AERS website and ordinary e-mail communications, to confirm the framework which was piloted in the last week of March and adopted by the group thereafter (Appendix 3). Though the VRE was used to communicate between meetings overall this proved to be an unsatisfactory tool because not all members could access or store materials.

Due to time constraints and group members’ own workloads, it was not possible to review all the policies originally agreed. At a second meeting at the end of April, each document that had been reviewed was taken in turn and emerging themes recorded and discussed by group members present. It was clear from the outset that the survey of policy documents dealt with material that was meant for different aspects of policy development and implementation. A further classification was required in order to differentiate between these documents. We differentiated Policy Proposals, National Policies, Regional and local policy implementation and Policy Evaluation.
As a result of reviewing policy documents, further issues were identified:

· Social capital and education in rural communities

· Policy goals and (versus) community/individual aspirations

· Teachers and social capital

· Voice/representation and research methodology (e.g. ethnicity, voice of the disadvantaged, different disciplinary lenses)

· Ethical dimensions to social capital research

· From policy aspirations to implementation- what evidence?

· Policy effects on social capital

· Role of social capital in policy

· Moving beyond a policy model which focuses on individual use of capital

An interim report was prepared for a forum held on June 14, 2005 and responses from that forum together with further reading were considered in preparing this report.

Following the June meeting, the group convened two telephone conferences to further discuss themes emerging as well as agreeing the shape of this report. It was agreed due to the constraint of time to narrow the focus of this report to three documents and to draw out emerging themes related to the three documents. It was agreed to illustrate issues of networks, trust, norms, reciprocity, communities, resources, power, and diversity through reference to these three primary documents.

However, references are made to a wider body of literature in the analysis that follows.

POLICY ANALYSIS

The documents addressed in further detail are:

· A Curriculum for Excellence (2004)

· ‘It’s Everyone’s Job to Make Sure that I’m All Right’. Report on the Child Protection Audit and Review, Scottish Executive (2002)
· Poverty and Social Inclusion in Rural Scotland (2001)
· Evaluation reports on Rurality and Social Capital

The first two documents were selected due to their current and future currency. 
The seccond document focussing on child protection is aimed at a range of professions as well as communities at large. It also premises itself on wider frameworks, for example, that of the United Nations Commission on the Rights of the Child (UNCRC) and views the child as an active agent. Child protection is an area where the importance of norms, trust, reciprocity and networks are of crucial significance. The document was selected as it was different, particularly in relation to aspects of sensitivity, but also for its relevance to a range of professions. The documents on rural issues were selected specifically as the group had found the discourse on rural issues, policy and social capital to be a gap in current writings and research. The group want to emphasise issues that need to be explicitly considered. Although the focus was on rurality it was concluded that this is one dimension of the importance of place and space in implementation of policy. The following is a summary of the commentary relating to the above reports.
a) A Curriculum For Excellence (ACE)  2004

A Curriculum for Excellence: The Curriculum Review Group is the Report published in November 2005 by SEED as the outcome the work of a Curriculum Review Group set up a year earlier by Ministers to identify the purposes of education 3 to 18 and principles for the design of the curriculum.  It was published as one of a suite of related Reports: the others were Ambitious, Excellent Schools (2004) in which ministers outlined their general policy intentions for school education over the next few years, Assessment, testing and reporting 3-14(2004)  in which Ministers formalise their views on the role of assessment within this age group and A Curriculum for Excellence: Ministerial Response (2004) in which Ministers outline the actions that they will undertake to turn the recommendations of the Group into practice in schools.

The role of school education is outlined in terms of four purposes or outcomes: enabling all young people to become successful learners, confident individuals, responsible citizens and effective contributors to work and society.  The Report is accompanied by a Ministerial Foreword and by a background paper which provides the context. This report has been reviewed as an aspirational policy statement.

The context in which a policy report is written in is important. There has been a history over the past two decades in which the explicit culture has been one of central intervention through very detailed specification of the major curricular structures with monitoring directly by Her Majesty’s Inspectorate of Education and indirectly by education authorities of the implementation of these within schools.  While this has not included the level of specification of content or of pedagogy which is visible in England, it has induced a climate in which teachers and education managers have come to see their role as largely carrying out the decisions taken by others.  While this has sometimes been done with resentment, it has usually been done effectively.  This has established a climate in which decisions are expected to be taken outwith the school.

The tradition of the subject as the main curriculum organiser has always been strong in secondary schools and (related to the last point) has become of greater importance over the past two decades in primary schools.

Performativity has been highly stressed in terms of measures of attainment (both 5-14 and certificate), through benchmarking, the setting of targets and through the creation, formally or informally, of league tables of attainment.  This report has been interpreted in terms of this context.

Networks, norms, trust and reciprocity

The membership of the group was drawn from those ‘connected’ to the establishment and could be described as from the ‘leadership class’ in Scottish education though not all were from within education. It is likely that all were already directly acquainted with the majority of their colleagues in one or more other contexts and all would probably have shared concerns about the context within which schools were working. The main focus of the document was young people (the pupils) but there is a notable absence of young people within the membership of the group.

Is ‘connectedness’ between policy makers required to generate ‘trust’ and professionalism in order to progress the work of the group in a robust and timely manner?  Do communities of policy makers require to be populated by experts, those who are trusted and are known quantities to enable trust, networks and norms to operate?  Is this the way that the social capital of the polity community develops and sustains itself? If this is so, how do those out with the ‘norm’ group develop the individual or social capital required to join such networks? Can change occur unless allowed by the ‘norm’ group? Could more have been done to bridge with teachers in shaping the ACE report? Is there a danger that a strong network premised on trust (or a tacit agreement of trust) may avoid content that might be of a more controversial or conflicting in nature, for example, within the ACE Report, fairness, justice and equity are themes but the Report does not engage with the concept of anti-discrimination in any explicit manner.

In such a context, membership of, discussion within and the power to take decisions for the Group become a matter of considerable importance. Questions about the ways in which schools promote social capital and cultural capital of young people can be repeated about the ways in which the education system and the political processes associated with them promote the social capital and cultural capital of staff involved.

Trust as a concept is not explicitly mentioned. However, policy writers demonstrate a degree of trust in the sector in the way in which the report is structured.  Given that the report is brief it is capable of being interpreted, implemented or realised in different ways. There is an expectation that the report would be used to empower pupils and staff at all levels of the education system to take their own decisions on teaching and learning to support inclusion; and to move away from the past in terms of subject structure and performativity.  This is not to suggest that the report is ambiguous or expresses its conclusions hesitantly rather it is to recognise the power of context, the contested nature of education and schooling, and the mindsets of many who read this paper. Trust is therefore given that a responsible approach would be taken by those in the sector charged with taken the vision forward and reciprocity is expected from practitioners, parents and pupils to assist take forward the vision of this report.

Overall, the report invites the reader to break some of the ‘norms’ that bind Scottish education. For example, it seeks to ‘declutter’ the curriculum, to explore new ways in which children learn, to move ahead with what new technologies can offer and to engage with different ways formal education can be provided in the school years (via colleges).

Diversity

This policy primarily aims to address the needs of the entire school population from 3 to 18 years. It adopts a universal approach by stressing that the values and outcomes are the same for all young people. The report is underpinned by four values: wisdom, justice, compassion and integrity.  The selection of these four fundamental values represents a commitment to democracy in that these are the values inscribed on the mace of the Parliament.  There is recognition of the importance of developing individual capital. The principle of meeting individual needs is formally and strongly recognised. The four outcomes are developed in terms of a range of skills and dispositions many of which can be seen as those necessary for young people to operate effectively in a range of social situations, both while at school and on leaving school.  Further, young people should be made aware of the range of ways in which they can participate in their society both now and in the future. However, cultural (community) and social capital are also recognised and communities and families are mentioned as providing experiences which schools need to recognise, value and utilise. There is recognition of the importance of informal learning, particularly learning within the family and community. However, little reference is made to how families, communities and society are structured.

The curriculum is viewed as an important tool working to develop the societal and national capital of Scotland, the building of an active citizenry that espouses values of social justice, which understands and has high levels of achievement. There is specific reference to the need to provide opportunities for study in depth by individuals of a topic that is of interest to them.

Throughout the Report, the need to recognise diversity, to engage with diverse communities and to be ‘tolerant’ is acknowledged. The report gives great importance to the development of values, dispositions and attitudes. There is an implicit expectation that these issues would be mainstreamed into the delivery of ACE. On one hand, it could be said that the report is inclusive and recognises diversity, defining its outcomes in such general terms as to accommodate and enable diversity.  On the other hand, it could be said that the failure of the report to explicitly mention the importance of countering stereotypes or to engage robustly with discrimination permits a non-discriminatory rather than an anti-discriminatory stance to be adopted. Put another way, it ‘gives permission’ for some to think that the issues are not of relevance. This rather unproblematic approach potentially results in those who are not included remaining excluded and allows the challenging of issues that would disable bridging, bonding or linking such as homophobia, sectarianism, and racism to remain as issues addressed in an ‘ad hoc’ manner.

The report does not consider critically the role of the school system in reproducing advantage or promoting equality of opportunity, yet the whole document is premised on the wellbeing of young people, of promoting school participation, attainment and wider achievements.

The critical question would be if the membership of the group comprised less from the leadership class but more from disenfranchised communities, would the tone of the report be different?  In developing discourses about social capital in all its forms, these are areas that should merit further exploration.

Power and Resources
The Executive held power in the way it shaped its ‘interventionist’ role. The Executive took forward its governance responsibility for Scottish education and used its power to decide the processes and participants that would assist in taking forward that responsibility.

The document draws its vision from the National Debate consultations in 2003. There is reliance that the National Debate produced sufficiently robust and inclusive views to shape  21st century Scottish education. The report does not however provide ideas on how the vision will be taken forward or sustained. Should a feature of policies be the articulation of how the vision could be devolved and implemented?  In order to maximise reciprocity, should there always be a coherent rationale at the beginning of each policy to enable the target groups to ‘buy into’ the policy? The report is aspirational and expansive in that it is a document for all connected with the education sector.

The report makes no reference to resourcing.

b) Poverty And Social Exclusion In Rural Scotland (2001)

In the period since devolution there has been a range of published work which reports on monitoring of effects of deprivation in rural communities. Some of these publications have been reviewed for inclusion in the research literature review for the SSC Network (see separate report). There seems to be a dearth of policy development at the national level. It seems to be assumed that the commitments by the Scottish Executive to devolution of policy implementation will lead to solutions being found at the local and regional level in the context of other policy initiatives.

The core report is Poverty and Exclusion in Rural Scotland (2001). This report focuses on informing the debate on developing a monitoring system for rural poverty and exclusion. This report was produced by a steering groups established by the Scottish Executive. The overall aim of the report is to improve understanding of poverty/social inclusion in rural Scotland and to inform the development of monitoring systems. This is achieved by examining existing indicators and ensuring that they are appropriate for rural areas and by making recommendations for addressing rural social exclusion and poverty. Using mainly secondary data sources and what is described as ‘research evidence’,  the report concludes that  that existing indicators on social exclusion and poverty are limited in making sense of rural disadvantage and that there is a dearth of baseline information. Three themes were considered as critical in making sense of rural disadvantage: access, visibility and culture.

Whilst the term ‘community’ is not defined as such, the document makes references to various groups /communities of interest, for example, children and young people, the elderly who are likely to experience social exclusion and or poverty . The emphasis is on examining social exclusion in the ‘life cycle’ context. Whilst there is a recognition that ethnic minorities, Lesbian, Gay, Bisexual and Transgendered (LGBT) groups might  also experience exclusion, the document does not seek to explore the way in which issues of ethnicity or sexuality might impact on, or interact with, different life stages to produce  exclusion/inclusion for these groups.

Consequently, the elderly, the young and other categories of people are almost treated as a homogenous group when it comes to suggestions for developing monitoring systems.  There is an impression that LGBT people and ethnic minorities are just an ‘add on‘ as it were. The report refers to the issue of multiple identities but does very little with it except to highlight it. Diversity issues remain marginal rather than being integrated in the analysis and recommendations for monitoring.

In relation to networks and trust, there is a recognition that rural communities can have strong social networks and that it does not take much to be on the ‘outside’ of a community.  The notion of norms is implicit in the document and is discussed in two ways:

(a) There is some reference to a ‘culture of self reliance’ prevalent in rural communities with regard to the elderly which mitigates against them seeking help assistance and accessing appropriate welfare benefits. However, there is little reference  as to  how this affects other groups, such as children and young people.

(b) There is a strong reference to people [young offenders, LGBT] who are ‘different’ or have developed a ‘bad reputation’. This assumes that norms exist, without making what these are explicit. It leads to people being more visible, more likely to be stigmatised and less likely to seek help due to the difficulty of remaining anonymous in small communities. It can take very little for young people to find themselves on the ‘outside’ of a community.

For people in this category it is recognised that accessing employment and services can be problematic and often the only option might be to leave the area and go elsewhere to make a new start. There is an implicit assumption that some people/groups are more likely to be the ones with the power to determine what is the ‘norm’ and what deviates from the norm but  this ‘invisible’  group is not named. The issue of access to networks [social and economic are mentioned] is seen as important with regard to accessing employment in particular. This is recognised as being difficult for those young people who do not fit the ‘norm’.

Due to diseconomies of scale, having adequate resources is an issue and may lead to a lack of choice. Lack of choice in childcare and pre-school provision, lack of suitable accommodation, poor transport and large distances to travel, poor access to places where young people might meet informally, prevalence of low paid and insecure work, lack of choice of schools if they have difficulties with one school and accessing further and higher education opportunities are all issues which make some young people more likely to be vulnerable to exclusion.

Resourcing issues underpin the report and there is recognition that it takes more resources to deliver the same level of services in rural areas as it does in urban areas and that under current resourcing levels rural areas are being disadvantaged.

Social capital is highlighted as important but is discussed in brief and within the context of accessing employment, that is, it emphasises that accessing employment in rural communities is very dependent on accessing social networks. There is no reference to social capital in a wider social and political context and in relation to how it might be used to generate confidence amongst disadvantaged groups to achieve social inclusion. There is no analysis, as such, of social capital and how it operates in rural communities.

There is no reference to cultural capital, however, the report does emphasise a ‘culture’ of independence as  being  an important facet of rural communities, which for example results in individuals not accessing the  welfare benefits they may be entitled to. Issues such as lack of access to childcare are mentioned but not linked with potentially how this may result in affecting the cultural capital that young children might acquire and accumulate.

Are some problems more pronounced or are of a different order in rural and remote communities? Access to transport and (hence) to post-secondary education and the lack of diversity and permanency of employment opportunities are examples. There is evidence also that there has been little or no progress toward improvement in indicators of deprivation in rural (and other deprived) communities (Palmer et al 2004).

It is therefore appropriate to ask what are the benefits and risks associated with the commitment to devolved implementation of policies in Scotland. It is possible that there are examples where this has led to innovative and appropriate policy implementation but it is likely also that the intent of some policies may have been misconstrued or that actions have led to unsuccessful outcomes. Monitoring at national level therefore needs to be complemented by qualitative studies to understand better the elements that contribute to successful devolved policy implementation. As Burton et al (2004) report:

… some authors (for example, Foley and Martin, 2000b; Brownill and Darke, 1998; and Anastacio et al. 2000) have detected a positive change in the promotion of policy on community involvement but remain sceptical about the speed at which this makes a difference on the ground.

Social Capital may have some distinctive elements in rural and remote communities. In their study of the experiences of young people in rural communities Pavis et al (2000) found that access (or lack thereof) to social capital may lead to both greater inclusion and more comprehensive exclusion from opportunities.

For most respondents, the tight-knit nature of their communities meant that social networks were a key way of getting both work and private rented housing. However, for a small minority a 'bad' reputation made finding employment or housing difficult, if not impossible. 'Bad' reputations could result from personal difficulties (for example, experiencing learning or mental health difficulties) or past behaviour (for example, illicit drug use or involvement in criminal activity).

The small numbers adversely affected within already small communities make it unlikely that national quantitative studies will identify the diversity of experiences for young people in rural communities.

Each small rural community may be more homogeneous than the rest of Scotland. For instance, it appears that some communities are almost exclusively of one faith. Likewise, nearby communities may differ considerably in economic well-being. Combining data across adjoining communities may mask homogeneity within each village. While within towns and cities there may also be divides that are marked by such community centres as hotels, these offer choice, not exclusion. It is open to question how people who differ from others in terms of any of the indicators of diversity fare in small homogeneous villages. There is a suspicion that their exclusion may be so absolute as to make it necessary for them to leave small communities. Further analysis into the extent to which rural communities are homogeneous in terms of ethnicity, religious faith or other variables and why is warranted.

Policy and Research Questions:

Can and should national policies explicitly provide for solutions to poverty and exclusion in small remote communities? Does the devolution of policy implementation aid or hinder provision for remote communities? Is there research into the effects of social capital on inclusion in rural communities?

c) ‘It’s Everyone’s Job To Make Sure That I’m All Right’. Report On The Child Protection Audit And Review, Scottish Executive (2002
This is the Report of a Scottish Executive Review of Child Protection.  It was carried out by a multi-disciplinary team supported by the Scottish Executive analytical services with contributions from a number of voluntary organisations.  This process through which this Report was written raise a number of questions related to the concept of social capital.

Social capital within the professions -- strengths

If social capital can be characterised in terms of reciprocity, trust, networks and norms, then this Report and its development illustrates both the breadth of, and the limitations of, this concept in these areas of public service in Scotland. Among the significant strengths of this report is that it draws on a range of evidence, much of it commissioned from a wide range of types of organisation, including:

· an audit of practice of police, medical, nursing, social work, Scottish Children’s 
Reporter Administration and education staff in 188 cases which covered a range of 
possible concerns in this field about children

· interviews with 32 children and young people

· the views of 217 children and young people expressed to ChildLine Scotland

· interviews with 17 parents form the audit and 100 parents and members of the 
public who rang ParentLine Scotland

· a study of public views of child protection

· a consultation exercise

· literature review

· analysis of current official guidance

· an analysis of the deaths of looked after children

· contributions by ‘experts’

· study of practice in a number of other countries

It is a marker of trust that the research appears to be used critically, fairly reported and that the outcomes of the research are central to the proposals of the Report. There is clear evidence of a cross-disciplinary approach.  The Report draws on practice in a wide range of professions and its recommendation apply equally to this range of professions. Equally its recommendations impact on a wide range of outcomes for young people, either directly or indirectly.

Social capital within the professions -- limitations

A range of professional groups are charged with implementing the recommendations of the Report, including teachers, other school staff, social work staff, health service staff, Scottish Children’s Reporter Administration, police, and the justice system.  Perhaps as importantly, managers of these services which employ these staff are charged with developing new or at least improved systems for identifying and supporting young people at risk of abuse. These recommendations reflect the fact that the research carried out for the enquiry revealed evidence of good practice in cooperative working among various groups and considerable evidence of less effective practice. The reasons for this were diverse and were based on qualitative and illustrative evidence. They included:

· lack of trust among professionals

· lack of shared understanding of issues

· lack of knowledge of different organisations’ roles

· complexity of administrative arrangements

· time consuming procedures

· differing norms

· networks that were either excessively rigid or too flexible

· networks with holes in them

It could be argued that while at the level of aspiration and national policy development there was clear evidence of strong social capital among the professions, this was less evident at local level and in daily practice.  The recommendations seek to develop that local stock of professional social capital.

Social capital within the wider community

One of the areas on which the Report focuses is that of general social attitudes towards the abuse of children, knowledge of appropriate action to take if there was evidence of child abuse, and knowledge of appropriate agencies.  This was explored through the research programme which revealed that there was a clear norm held by the wider community (ie that abuse is not acceptable) but less confidence among people about which organisations could be approached in the case of suspected abuse. This was both due to a lack of practical knowledge and to some suspicions about the effectiveness of the relevant agencies and their ability to work together. A number of practical actions to deal with the first of these issues are recognised within the Report.

Social capital, abusers and abused

It is evident (almost by definition) that young people who are abused are lacking in power. It was also evident that a number received emotional (and sometimes practical) support from networks of friends or relatives indeed that these networks or individuals within them were a preferred port of call to the formal networks of society.

It was also evident that a number of abused young people were able to draw on the resources of these formal networks of our society, approaching either statutory agency representatives, often teachers, or voluntary organisations. What was very evident was that each young person had their own history and the reasons for access to networks and the degree of the effectiveness of such access was very dependent on individual circumstances. One could call it hit or miss. 

This does raise issues about the effectiveness of networks when there is not necessarily a sense of trust or of reciprocity, even when it is likely that there are shared norms, probably in this case a strongly held norm.

Diversity

Although the Report does include reference to matters of gender and ethnicity there seems to be no specific reference to these issues in the final recommendations.

Resourcing

The policy recommendations would require some minor redeployment of existing resources.  It is however implicit that improved practice would require some considerable additional public funding for example to conduct the following:

· Dissemination of information to children and the community
· Conduct a longtitudinal research into the effectiveness of current methods to         counter neglect and abuse
· Interagency working and trainng programmes

· Introduction of minimum qualifications

· Further review of the service in 2005 by an inter-disciplinary team

 The report does not specify figures on how these recommendations might be achieved.  In other aspects, the report suggests that to a considerable extent there is no requirement for new knowledge or skills to be developed by professional groups rather, there is a need for knowledge and effective practice to be disseminated and support structures put in place to support professional staff. There are traditionally tensions between professional groups in collaborative work.  The Report recognises this and seeks to overcome these by dissemination of effective practice.  The Report recognises explicitly that staff development will be central to improved practice. 
Devolution

The issue of how devolved implementation of policy to enable responsiveness to local context is informed, supported and evaluated is central to this Report.  Given the number of agencies, each with their own local structures, there is a need to provide clear guidance, disseminate examples of effective practice and provide staff development.  There may be a need to improve data collection. There is no clear statement of how or when monitoring would take place to ensure devolved measures were coherent and quality assured so that a child’s ability to access due care would not be inconsistent regardless of which agency looked after their needs or the local context in which they lived.
Poverty
Concern about and attention to poverty in Scotland underlies many policy initiatives but the impact of poverty is not always directly addressed and to some extent that is the case here.  However, it can be argued that the Report prohibits professionals from using the poverty of their communities as an excuse for inaction or fatalism.  This is in itself a potent argument. It could be argued that dealing with child abuse without further addressing the sources of inequality is a form of palliative care few within society would accept this given the powerful norms that all feel on the issue of abuse.

Power

The fundamental issues seem to relate to power and the lack of power. Those who are abused almost always are less powerful than their abusers because they:

· are often physically weaker than the abuser

· suffer abuse from those to whom they are socially subservient

· suffer abuse from those who have legal rights over them

· are emotional linked with their abusers

· are often abused in private (out of sight of the public)

· are subject to emotional blackmail or threats to prevent their exposing their abuse

· may indeed be ignorant that they are being abused

It could be argued that these factors are exacerbated by the current media view which all too often demonises young people making them appear to be second class, unworthy of respect or lacking credibility as witnesses. This would seem to raise issues regarding:

· recognition of the UN Convention of the Rights of the Child and European Convention of Human Rights (ECHR)
· recognition of the legal rights of the child

· enhancing the legal rights of the child

· clarifying the law on abuse

· clarifying who is the ‘client’ of some public services, especially education (child or parent)

· the effectiveness of legal models based on confrontation and those based on enquiry and solution finding (the role of Children’s Panels is anomalous in a basically confrontational model of pursuer and defender)

· the balance between professional trust and the establishment of professional  norms

· the establishment of networks which young people can readily access

· means of supporting the informal networks on which young people depend (and the roles of schools in so doing)

IMPLICATIONS OF POLICY ANALYSIS
This review of education and social care policies relevant to educationalists gives rise to emerging issues with key messages for schools and social capital research.

Emerging Themes

Policy documents from both education policy and social care policy place emphasis on the child as an active agent. The focus is on developing individual capital.   This is reflected in self-referral and empowering them in the planning of their own care needs. A Curriculum for Excellence advocates providing pupils with more choice within the curriculum as well as empowering them to assess and plan their own learning. While there is an intention to establish trust and bridging between school and family, education policy overall does not give attention to the development of social capital within the family at micro level unlike social care policy.

A Curriculum for Excellence does not explicitly address the issue of ‘family or community capital’ which underpins social care and early education practice.  School is concerned with bridging and trust in relation to work with parents but often adopts a ‘professional’ stance which depicts parents as support frameworks for schools or, in deficit. as advocates for their children’s development and education. What parents and communities can offer to schools remains insufficiently articulated.

Education policy - move beyond a focus on the individual and social capital

For example, the ACE document makes a strong claim to provide equality of opportunity, summarised in extracts such as the ‘Successful Learners’ section and ‘The Purposes of Curriculum 3-18’. However there is a lack of detail about how this aspiration will be realised by ensuring that children with poor access to social capital will be afforded equality of opportunity.  In contrast, the social care policies aspire to ‘enable and empower’ adults, children and young people to maximise the effectiveness of services provided by the professionals such as school teachers. At one level the policies would appear to complement each other but in practice they could be operating in parallel tracks. 

To enable confident, successful and responsible learners to emerge, it is necessary to take account of the differing cultural capital of the family and communities and the influence on enabling equity as well as challenging discrimination. Education policy needs to acknowledge that individual access to social capital can be constrained or enabled by community social capitals in which individuals reside. Education policy has to consider how to build networks, trust and shared understandings. 

Social care policies appear to be more contextualised in that they consider the individual, family and  communities whereas education policies seem to be more decontextualised focussing mainly on internal school communities e.g. teachers and pupils.

Equity in relationships and partnerships

Aspirational policies depend on the willingness and ability of the relevant participants to co-operate. It depends on attitudinal change to assist successful implementation of the policy. Community regeneration and education policies assume that all members of the community will ‘sign –up’ to the suggested means of improving their lives, be it through an adult literacy class, work as a route out of poverty or a behaviour contract or a further/higher education course.  Education policy assumes all teachers will take forward the aspirations of the policy and hold to the vision of the policy document.

However, unless these participants develop ‘ownership’ of the policies, co-operation and attitudinal change may be slow to achieve. More investment is required in the policy development stages to generate trust and networks to support future devolved policy developments.

The relationship between the polity, practitioner, pupil and parent communities need to become more open and transparent. Hints of a deficit approach will jeopardise any devolved implementation required. For example, applying a deficit model to parents in deprived communities would be counter-productive. The point on the continuum of ‘good enough parenting’ where parenting moves into deficit is debatable. However the attitudes of professionals to the rights of families are crucial for the aspirations of the policies to be achieved.  A post-modern approach to professionalism, where the client is viewed as an equal knowledgeable partner, where reciprocity comes into play is crucial to the avoidance of the deficit approach. It could be argued that professionalism in the teaching profession tends to be functionalist with the assumption that parents should be informed rather than consulted.

The power of teachers to engage with policy development and in shaping models of professionalism needs to be taken into account in the shaping of education policy.

Developing social capital among key stakeholders is key to ensuring effective devolved implementation

Attitudes to collaborative working, involving trust and reciprocity impact on the feasibility of the aspirations of the policy makers.

For social services, heath services and schools to provide mutual support, effective models of working in collaboration need to be constructed. This necessitates the establishment of an effective means of encouraging discourse about professional knowledge and values both at micro-level within schools and at meso-level across the stages in education, in the community and with professional colleagues from differing disciplines, establishing networks which encourage bonding, bridging and linking. The resourcing, monitoring and evaluation of such projects is the key to the success of the policy, where the potential for local variation is evident.

The influence of Place, Space and Diversity

The influence of space (place) in the development or maintenance of social capital merits greater consideration by education policy writers as well as academic researchers. Infrastructure affects access and amenity affects values and norms. It is important to consider how different spaces impact on policy implementation and the development of social capital. Similarly, the ignoring of diversities in faith, ethnicity, cultures, language, disabilities, orientations, age, and gender in reports, on the basis that the report is for ‘all’, leaves implementation to local schools and communities without necessarily providing the resourcing to enable local solutions to be developed. This is an issue in both urban and rural communities. 

Implications for Teacher Professionalism 

Policies require teacher support and collaboration. It is therefore important to find out how engaged teachers feel they are with being able to write, influence and connect with policy. 

How teachers view their roles and responsibilities as well as identifying their current expectations are areas to explore. How education policy can foster attitudes of reciprocal trust and respect become critical to move from an aspirational policy position to one that engages theory with practice (praxis).

Time is often needed to enable teachers to fully engage with new initiatives and therefore resourcing for time and continuous professional development as well as learning and teaching resources are likely to be required. Should policy documents acknowledge and detail the nature of resourcing that is deemed necessary to enable the aspirational policy to become reality?

Resourcing Policy

Policy is meant to be aspirational but unless there is an identification of resource requirements it will remain a wish list. Policy implementation documents must consider the communication of aspirations to stakeholders and engagement in debate CPE for practitioners and support for the development of implementation strategies at community level.

Issues for Researching Schools and social capital:

This review raises issues for further research and for consideration in policy development, implementation and evaluation.

Social Capital in Schools

· how do schools respond to the social capital of the community they serve particularly when they are sited in an area of poverty and deprivation

· how schools respond to the families, community and professional colleagues in a manner that is respectful of diversity

Teacher Professionalism

We assume that a professional person is a reflective and critical practitioner. How do teachers and others working in schools find time to:

· Conduct  a critical examination of policies

· Acquire new knowledge, review values, and identify strategies

The reciprocal nature of social capital implies a two way process of communication. Do teachers and others working in schools engage in policy development, implementation and evaluation as a reciprocal process, rather than being bound by decree to current policies? Do teachers perceive there to be a forum for professional debate, given the context of restrictions on public criticisms of government policy.

· How do teachers gain a professional voice in the education policy making process?

· How does the Scottish Executive plan to establish networks that allows discourse within the education community on the implementation of ‘A Curriculum for Excellence’.

The notion of Social Capital as a tool for enabling outcomes of schooling raises issues for:

· Initial Teacher Education

· Induction of beginning teachers

· For chartered teachers.

Devolution of Policy Implementation.
There are issues associated with the devolution of policy that need to be considered in qualitative case studies:

· What helps or hinders devolved implementation?

· Does the devolution of policy implementation aid or hinder provision for communities?

The concept of devolution of policy implementation requires resourcing for:

· Engagement of staff in local actions to implement policies

· Release time for applied or action research and evaluation

Place and Space.

How do the nature of place and space enable access to Social Capital, especially in the context of:

· Public Private Partnerships?

· Community infrastructure?

· Small rural communities? Are issues of inclusion and exclusion different in isolated locations?

Policy Community

· How do different policy makers (education, social work, health) approach or understand social capital?  

· Is there a policy community that has the cultural capital to control policy?
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APPENDIX 3

SSC Network
Framework for Project 1 Policy Review

Adopted April 1st 2005

Prepared by Ralph Catts and Rowena Arshad, George MacBride, Grace Goodwin and Joan Forbes drawn from comments from all members of the Policy Review Group

To enable the review of various policies to proceed in an efficient manner a framework for the reviews has been established from which a set of common questions can be identified. The framework is first outlined, and then suggested elements are listed in bullet form to guide each review. 

Any gaps or apparent policy conflicts should be located by a process of combining analyses across policies. This exercise will be done face to face in Edinburgh on April 27 2005. An additional outcome of this meeting will be to reflect on the utility of this framework. 

FRAMEWORK DIMENSIONS

A) Theoretical assumptions:

The first dimension that can be considered is the theoretical context in which the policy is situated. When theoretical assumptions are implicit in policy, we need to identify them and classify them. Some aspects of theory are broader than social capital, and have to do with assumptions about cause and effect. There will be assumptions about the nature of government, about education, and about models of Social Capital. These aspects of theory may interact in various ways, and hence making theoretical underpinnings explicit is likely to require answers to several questions. It is likely that theoretical assumptions will often be buried very deeply within policy documents, indeed will probably be invisible to the authors of these documents, either because they are unlikely to have interrogated the theoretical bases on which they operate or will consciously have decided to ‘reject theory’ in favour of’ pragmatism’; at best theory may be mediated through very simple redefinitions.)
B)
Research Evidence:

A central assumption of the AER Scheme is that research should be used to inform policy and practice. Policy is informed by many dimensions of politics, and research is not always utilised. When it is cited, research is sometimes used selectively to support decisions taken on other grounds. Policy papers do not generally discuss conflicting research evidence. 

C) 
Disciplines or Cross-disciplinary Domains.

What are the discipline areas that are drawn on for the social policy? To what extent is the policy cross-disciplinary? Social Capital appears to draw on a wide range of disciplines and cross-disciplinary domains including sociology, social work, urban planning, public health, and policing. Policies linking SC with schooling will presumably involve teaching and psychology as disciplines. Joined up government is a favoured term. If we consider a framework that encompasses cross-disciplinary areas they might include; Social justice and inclusion, wellbeing (housing, crime, care and health), school participation, attainment and wider achievements, and community infrastructure including transport and community safety

D) 
Stages of Education:

Another dimension of the framework is an ordinal variable that describes the major stages of schooling including pre-school, primary, secondary and post-secondary. This is ordinal in the sense that people pass through each phase in sequence. It is likely that many participants from education agencies and HEI departments will self-identify in terms of these stages of schooling. Policies may be directed toward one or several of these stages of Education. Finally some policies may explicitly address the transition between stages of education. 

E) Form of Education

Policies may impact upon opportunities to learn in educational institutions, in other community or enterprise organisations, or on informal learning. These impacts might be intentional or be consequences not anticipated in the policy documents. 

F) Type of Educational Outcome

Another dimension is the categories of educational outcome. Within schools these include attendance (participation), attainment in curriculum areas, wider achievements in social policy terms (such as inclusion, bullying, gender equity, enterprise and civic engagement (citizenship), plus attitudes toward future learning (lifelong learning). For school age learners there may also be educational outcomes achieved outside (or even despite) school. These include social values and indicators of positive or negative experiences in community (community social capital).

For those who have left formal schooling, educational outcomes include the acceptable destinations of employment, education and training. 

G) Target Populations 

Yet another dimension is the scope of the policy in terms of target groups. To what extent does this theory/policy/practice explicitly challenge inequality; and in what ways?  Some policies will be primarily aimed at the needs of an entire population, while others may focus on target groups defined by geographic region (including rural/urban), economic circumstance, ethnicity, disabilities or gender. Of course some policies may seek to address the whole community needs, but make additional provision for specific target groups.  Are issues of multiple identities or discriminations recognised within the document and addressed in terms of policy?

The questions include whether disadvantaged populations are recognised, whether provision targets these groups, and whether the policy fosters participation through addressing special needs. The absence of provision for target populations may be seen as prima facie evidence that the politics of privilege prevail (if only by default).

Finally does the policy mainstreaming issues of equality and diversity. The Executive are committed to a mainstreaming approach to any new policy and legislative documents.

H) 
Resourcing
An important practical question is how the policy is to be supported with resources. Some policy statements represent a change in delivery and involve the redeployment of existing resources. Others are supported with implementation funds and a few may have new funding attached. Funds to train people to implement new policies are often necessary for adoption and implementation. In addition, some literature suggests that policies do not often survive unless continuing funding is provided. It may therefore be useful to identify two dimensions of funding associated with policies, namely funds for implementation and funds for continuation. Parents and carers are often expected to assume responsibilities, and often without financial or other support.

I) Implications for Professions
Policies are likely to make assumptions about the roles of various professions and about the skills required to implement the policies. WE need to identify what professions are involved in policy implications, and also any professions that might have expected to have a role. Any areas of tension between professions could affect implementation and should therefore be noted.  

J) 
Policy Specific Issues

There may be issues peculiar to a policy that are not encompassed above, but are relevant to the overall analysis of policy that impacts on Schools and Social Capital.

There are wider concerns that may be appropriately considered to be moderating variables for our purposes. These include measures of community infrastructure such as access to transport. For instance, re-entry education for adults may not be accessible if it does not provide for people who lack access to transport. Safety in community is another dimension where lack of provision (especially at night) may exclude people. Likewise, participation may be restricted by requirements of people with disabilities for access or additional support. These are factors that might enhance or limit the achievement of the intended policy outcomes.

FRAMEWORK QUESTIONS

From the above analysis a protocol and a series of questions have been generated to address in the review of each policy document. Begin with the policy title, date and the agency with carriage of policy implementation. Provide a brief abstract that describes the aim of this policy or document, and what requirements need to be met, by whom and when? Then report in terms of the dimensions outlined above:

A) 
Theoretical Framework:

· Role of government: Interventionist (top down), enabling (bottom up), laize faire (hands off). Distinguish the role claimed from that actually evident in policy.
· role of education: 

· Conformity; or democracy. 

· enabling diversity, inclusive or exclusive, reproducing advantage or equality of opportunity 

· effects on attitudes toward lifelong learning 

· social capital: form (bonding, bridging, linking); institutional or individual; and function (causing outcomes or correlated with outcomes)

· Forms of cultural capital (see Bourdieu, P. The Forms of Capital
)  including 

· focus on qualifications (institutional CC); or

· Transmission of culture or dispositions of mind (embodied CC). Does policy support the dispositions of the elite (eg classical music), the masses (eg popular music); or of a special interest group (eg traditional music). 

· What are relationship between forms of SC and CC assumed or explicit?
B) Research Evidence:

Questions to ask include: 
· What information is used to inform policy: categories might include national statistics; review of documents (e.g. international policies); review of research; systematic evaluation of previous policy; public opinion.

· Was research used in the policy development? If so was it previously published, or commissioned systematic research evidence? 

· How is research evidence used? Is it selective; are research findings interpreted fairly (e.g. cause should not be ascribed to correlations; is conflicting research evidence acknowledged; are there gaps in the research? 

· Is research or evaluation proposed as part of the policy, and if so is it funded?

C) 
Cross-disciplinary Domains.

What cross-disciplinary areas are addressed?

· Social justice and inclusion, 

· wellbeing (includes housing, crime, care and health),

· school participation, attainment and wider achievements, 

· community infrastructure including transport and community safety

· community development

· social sciences (which ones)

D) 
Stages of Education:

Does the policy impact on?

· stage(s) of schooling (preschool, primary, secondary, post-compulsory)

· transition between stages of education (primary or incidental focus)

E) Form of Education

What is the policy impact on educational opportunities in terms of effects on?

· formal, community, workplace or informal learning

· Intended or incidental impact. 

F) Type of Educational Outcome

Does the policy impact on educational outcomes categorised as: 

· Attendance, attainment, wider achievement, attitudes

· Destinations including employment, further education

· dispositions, values and attitudes
· Do the outcomes vary by Stage of Education (see D above)?
G) Target Populations 

Does this policy 

· Explicitly challenge inequality; and in what ways?  

· Primarily aim to address the needs of an entire population, or focus on target groups
 (if so, which ones?);

· Recognise and address issues of multiple identities or discriminations?

· Foster participation of target groups by addressing special needs.

· Marginalised target groups through e.g. negative labelling?
· Is there a mainstreaming approach on matters of equality and diversity?

H) 
Resourcing
Does the policy:

· Require redeployment of existing resources, or new funding?

· Public and/or private funds?

· Provide funds for implementation?

· Resource parents
 and other carers with a role in the implementation?

I) Implications for Professions
· What are the professional groups that are charged to implement the policy? 

· Are professions not mentioned that could have expected to be involved?

· What are the (new) knowledge-bases, skills, approaches practices assumed or recommended to professional groups? 

· Are there implications for tensions within or between professional group(s) in the work to adapt practice to accommodate new policy?

· Is staff development or training proposed and funded (see resources above)?

J) 
Policy Specific Issues

· Are there issues of importance in the policy that are not addressed in the above dimensions?





















� In particular, the group read (a) Two Concepts of Social Capital: Bourdieu vs. Putnam by Martti Siisiäinen (2000), Department of Social Sciences and   Philosophy, University of Jyväskylä and (b) The Forms of Social Capital (1983) by Pierre Bourdieu. Later a paper by Ian Winter (2000), Towards a theorized understanding of family life and social capital, Working Paper No 21, Australian Institute of Family Studies was circulated.





� The objectified state, in the form of cultural goods (pictures, books, etc) is not likely to be a product of educational institutions; valuing these is part of the embodied state of CC.





� Distinguish between what is said, and who is actually likely to be affected by policy. 


� Note policies that require parents to contribute time or funds.
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