Widening the Participation Gap: The Effect of Educational Track on Reported Voting in England 

Abstract: This article explores the effect of tracked education in upper secondary on voting behaviour. It discusses two causal mechanisms that link tracked education to greater disparities of political participation: the curriculum and peer socialization. Data of Waves 1, 2, 5 and 7 of the Longitudinal Study of Young People in England (LSYPE) is used to assess the hypothesis that educational track has an independent effect on voting. Controlling for several pre- and post-track influences, the paper shows that students who have taken vocational courses in less prestigious schools indeed have lower reported voting levels at age 20 than those who have pursued an academic qualification (A levels) in prestigious schools. It is proposed that the effect of tracked education on political participation is likely to vary across Europe and that this variation may well be explained by differences across Europe in the extent to which the academic and vocational tracks are integrated, both in terms of the curriculum and in their social intake.
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Introduction
Inequalities in political participation are seen as an unwanted phenomenon as it makes democratic government less responsive to the needs of the politically disengaged and thereby undermines the public legitimacy of liberal democracy (Bartels, 2008; Levinson, 2010). Given education’s capacity to promote civic engagement (Nie et al., 1996; Niemi & Junn, 1998; Emler & Frazer, 1999), education could, in theory, equalise active citizenship. In practice, however, the allocation function of education, that is its task of preparing youngsters for specific positions in the labour market, is given higher priority. An important component of the allocation function is the assignment of youngsters into different educational tracks: (pre)vocational tracks which prepare youngsters for usually less prestigious, blue collar work and general/academic ones that prepare youngsters for higher status white collar professions. It is precisely this allocation into different tracks that has been argued to reinforce rather than mitigate the participation gap (Bowles & Gintis, 1976; Ichilov, 1991; van de Werfhorst, 2009). Broadly, the argument is that, while youngsters sorted into academic tracks are taught how to become politically engaged citizens and future leaders, those assigned to vocational tracks merely receive training aimed at producing loyal workers and uncritical followers (Dewey, 1966; Whitty, 1985; Ichilov, 2002). As a result of these different socialization experiences youngsters in academic tracks will be more inclined to be interested in and to participate in politics than youngsters in vocational tracks. 
     Many studies using cross sectional data have indeed found much higher levels of political and civic engagement among students in the academic track, controlling for relevant individual and school-level variables (e.g., Ichilov, 1991; Stevens, 2002; Lauglo & Øia, 2006; van de Werfhorst, 2007; Janmaat, 2011). However, analyses based on such data have difficulty establishing the net effect of particular phases of education, including that of tracked education. Studies using longitudinal data with time points preceding each phase are in a better position to do this. Such longitudinal data moreover enable an assessment of the durability of the impact of certain educational episodes (Paterson, 2009). The few studies using longitudinal data yielded contradictory findings. While Persson (2012), in a study among Swedish students in upper secondary, found no effect of track on political participation controlling for prior levels of participation, Eckstein et al. (2012) in Germany found political engagement levels to rise amongst youngsters in the university-bound track and to decline amongst youngsters in the pre-vocational track. 
     To our knowledge, no study has yet examined the influence of track placement on political participation in England using longitudinal data. Some research has made use of panel data of the National Child Development Study, but these studies have investigated the effects of adult education (Bynner et al., 2003; Preston & Feinstein, 2004) and of distinct courses and subjects (Paterson, 2009). This study will build on this incipient line of inquiry by investigating the effect of educational track in upper secondary on reported voting among young people aged 20. It makes use of Waves 1, 2, 5 and 7 of the Longitudinal Study of Young People in England (LSYPE).
Educational track and political participation
     There are three reasons why tracking in upper secondary can be expected to influence political participation. The first two concern the curriculum and peer socialization, which have been proposed as causal mechanisms linking tracked education to widening participation gaps. The curriculum, as the first of these mechanisms, has been found to differ across tracks in the qualities that it promotes which are relevant for active citizenship, even if it does not include an explicit component of citizenship education. Ichilov (2002), for instance, found that the curriculum in academic tracks in Israel is oriented towards cognition, rationality, evaluation, active intervention and choice, while that of vocational tracks emphasises duty, passivity and social skills. Similarly, the research of Ten Dam & Volman (2003) in the Netherlands shows that academic school types focused on the transmission of knowledge and the development of independent and critical thinking skills whereas prevocational schools devoted their social studies lessons on fostering social competences, appropriate behaviour and self-confidence. While the specific qualities fostered in the academic track encourage youngsters to become politically engaged citizens, those promoted in vocational tracks alienate adolescents from politics as they merely concern acceptance of and adaptation to the political decisions of others (Apple, 1990; Ichilov, 2002; Ten Dam & Volman, 2003; van de Werfhorst, 2009; Janmaat & Mons 2011; Eckstein et al., 2012). 
     The second causal mechanism, peer socialization, results from the allocation of students to different tracks on the basis of educational achievement. As achievement is so closely related to social background, allocation on the basis of achievement amounts to social sorting. Invariably, youngsters from disadvantaged backgrounds disproportionately end up in low status vocational tracks, while their more privileged peers enrol into academic tracks (Hallinan, 1994; Loveless, 1999). In theory, this social segregation across tracks need not be problematic if family socio-cultural capital did not matter for political engagement, but it does. Many studies have shown family SES to be one of the strongest predictors of future political participation (Beck & Jennings, 1982; Verba et al., 1995; Achen, 2002; Schulz et al., 2010; Lauglo, 2011).  As youngsters in vocational tracks have little opportunity to interact with children from more privileged class backgrounds, they are not likely to learn from their peers about the sense and benefits of political participation. These different peer influences across tracks will lead youngsters to develop different lifestyles with diverging norms, values, and status symbols (Ichilov, 2002; van de Werfhorst, 2007; Janmaat & Mons, 2011). Typically, the world of politics is not considered to be ‘cool’ by youth in vocational tracks while it has positive connotations for students in academic tracks (Stevens, 2002). Thus these peer effects exert an independent influence by enhancing the political engagement of youngsters in academic tracks while lowering that of youngsters in vocational tracks. As students of low SES are overrepresented among the latter and those of high SES are overrepresented among the former, they as a rule only reinforce the engagement gap produced by family SES (Hoskins et al., forthcoming).  
     Since family SES along with other pre-track conditions, such as educational achievement, influence both educational trajectories and political participation (Paterson, 2009), it is vital to control for them (as we will do later on) in order to rule out the possibility that the effect of tracking merely reflects the influence of these pre-track characteristics.   
     Thirdly, tracking in upper secondary specifically is likely to leave a mark on political participation considering the age that youngsters are most receptive to educational content targeting political attitudes and behaviours. Research has found that late adolescence is the crucial formative period for these dispositions rather than early childhood (Watts, 1999; Jennings & Stoker, 2004; Goossens, 2001; Hooghe & Wilkenfeld, 2008). Thus citizenship education programs in upper secondary can be expected to be quite influential and possibly to have lasting effects on adult political participation. 
     Based on the discussion above we hypothesize that tracking in upper secondary has a significant independent impact on political participation controlling for pre- and post-track influences; youngsters enrolled in vocational tracks will show lower levels of participation than those enrolled in academic tracks.
Educational tracks in upper secondary in England

     In England, whether students are enrolled in an academic or a vocational track is in first instance determined by the kind of qualification they are studying for. A and AS levels in a variety of subjects are typically considered academic qualifications leading to further study in higher education (most universities require a minimum of three A levels). Vocational routes are represented by a plethora of qualifications differing both by subject area and level (with Level 3 giving access to higher education). What complicates matters further is that qualifications do not coincide with school type. Sixth Form (ages 16-18), either as a separate college or as part of a school, is the classic route into academia but there are many Sixth Forms which offer vocational courses in addition to A and AS levels. On the other hand, almost all further education colleges, the school type associated with vocational education and training, provide A levels and many students are enrolled in these programmes. 

     The great variety of vocational courses (also in terms of levels) may be more of a liability than a blessing, however, as students with vocational qualifications in England struggle for recognition both for university entrance and employment (Steedman et al., 2003; Wolf, 2011). The limited social value of vocational qualifications in England has not helped to diminish the prestige gap with the academic track (Swift & Fisher, 2012). This large difference in prestige could explain why, in comparison to other European countries, so few youngsters are enrolled in vocational tracks in the UK (31.4 per cent) (OECD, 2010: Table C1.4).

    Vocational education and training is further distinguished from general academic education in England in that it is mainly market-led with a strong involvement of employers. Consequently, the emphasis has been on training for specific professions rather than the development of general qualities (Rubery & Grimshaw, 2003; CEDEFOP, 2011). It would thus be rare for students pursuing vocational qualifications to follow subjects with a clear relevance for active citizenship such as history, geography and citizenship education. 
Method

Data source
    The study used the panel data of the Longitudinal Study of Young People in England (LSYPE) to explore the effect of track placement on reported voting. LSYPE has used a two-stage stratified sampling procedure for the first wave of data collected in 2004. In the first step 890 schools were selected. In the second step 15,770 children aged 13-14 from Year 9 were randomly selected from the sampled schools (LSYPE Userguide, 2011). These children and their parents have been surveyed annually (by means of face-to-face interviews) until 2010 (Wave 7). We merged administrative data from the National Pupil Database (NPD), such as national assessment scores, with LSYPE. From LSYPE we used data from Waves 1, 2, 5 and 7 tracking the cohort between the ages of 13/14 to 19/20. From NPD we used GCSE scores at age 16 as an indicator of academic performance. After merging the data of all the relevant waves and the NPD we retained 13,539 respondents.
Attrition
     LSYPE is no different from other longitudinal studies in experiencing some sample loss: 8491 out of 15,770 respondents (53.8%) participated in all waves. Following the method adopted by Eckstein et al. (2012), we compared respondents who only participated in Wave 1 (15,770) with those who participated in all waves in order to test for attrition effects. Significant attrition effects were found for the Wave 1 variables tenure and home internet access - with respondents participating in all waves showing significantly higher rates of home ownership and internet access. To account for these effects we made sure to use variables correlated with the probability of unit non-response in our data imputation procedure (see below).  Apart from educational track and the outcome of interest reported voting at age 20, the control variables main activity at age 20 and GCSE score have high numbers of missing values (5123, 5263, 1500 and 5048, respectively, or 37,8%, 38,9%, 11.0% and 37.3% of all observations) but these are mostly due to unit rather than item non-response. The other control variables have low numbers of missingness. 
     We imputed the missing values due to both unit and item non-response using the MI procedure in Stata with 20 imputations. Imputations allow for the adjustment of the bias produced by missing values and for increasing the sample size. Most of the auxiliary variables used in the imputation procedure are from the first LSYPE wave and they contain very few missing values.
 Following Rubin (1987) we made sure that these auxiliary variables are not included in the model and are correlated with the probability of missingness. The imputations procedure on 13,539 respondents generated 6313 observations with complete records on all variables and 7266 observations with incomplete records (some missingness on some variables). After imputation 13,168 of these observations were used in the estimations and thus constitute the analytic sample. In addition to this, we use the design weights supplied in LSYPE to adjust for any bias resulting from the sampling procedure which might affect the representativeness of the sample. 

Measures

Key independent variable 
     Mindful of the complexity of the English education system, we developed a measure of educational track based on Wave 5 items about both the qualification pursued and the type of school attended. We believe that this measure can at least partially capture the effects of both the curriculum and peer socialization (the two causal mechanisms discussed previously) as the qualification pursued may be seen as a proxy for the curriculum while the type of school attended can be taken as an indicator for peer socialization, particularly if there are large differences across school types in the qualifications pursued and in social composition. Table 1 shows that these differences indeed exist. While an overwhelming majority of students enrolled in Sixth Form colleges, maintained schools, independent schools and academies do A and AS levels only a minority of students do so in further education colleges and other institutions. There are also noticeable differences between the two groups of schools in terms of students’ social backgrounds. While the majority of students in the former have a main parent with A levels or higher, only a minority of students in the last-named schools have a main parent with similar education levels. Students in the last-named schools are thus likely to have experienced quite different peer influences by comparison to those in the former. 
Table 1 about here

     We further see that a significant proportion of the group of youngsters not attending schools in one way or another pursues an A(S) level qualification.
 Based on these findings, we merged the first-named group of schools into a category labelled prestigious schools and the last-named into a category labelled less prestigious schools. These categories, and the category of youngsters not in school, were further subdivided in two categories: those pursuing A(S) levels and those pursuing vocational and other qualifications. Consequently educational track represents a 3x2 typology variable with six categories (see Table 2 further below for these categories). As the Wave 5 items on which the variable was based were asked at the end of the school year, nearly all respondents must have become 18 and must have thus experienced two whole years of tracked education. This makes the variable ideal for capturing the full effect of educational track. 
If the difference in political participation is mainly between those doing A-levels on the one hand and those doing vocational and other qualifications on the other, then tracking would seem to influence participation primarily through the curriculum. If by contrast the difference is most pronounced between those attending prestigious and those attending less prestigious schools then peer socialization would seem to be the most important causal mechanism. We state these inferences with caution however as the LSYPE data do not allow for a sharp distinction between the effect of qualification pursued and that of school composition. This is because LSYPE does not have data on the social composition of the individual schools attended in upper secondary. The classification of school types into prestigious and non-prestigious schools is merely based on aggregate data, which may hide considerable variation in social composition between schools of the same type. In other words, it is quite possible that in some cases students classified as enrolled in a ‘prestigious school’ are actually surrounded by peers of disadvantaged backgrounds.
Dependent variable

     We gauged political participation with reported voting, which was based on the following item from Wave 7: “In the recent general election on May 6th [2010] some people either didn’t manage to vote or chose not to vote. How about you, did you manage to vote in the general election?” (0 = No; 1 = Yes).
 As this item was asked when respondents were aged 20, the vast majority of respondents must have left upper secondary education one year ago (those who completed further education) or two years ago (those who did Sixth Form). The timing of the item thus makes it possible to assess how durable the effect of educational track is. 
Individual background variables
     Items from Wave 2 were used to measure gender (1 = Male; 2 = Female) and ethnic identity (based on the item “To which of the groups on this card would you say you belong? Code one only”). Family socio-economic status was measured with two variables, education level main parent and occupational status main parent, based on items from the Wave 1 parental questionnaire (for the categories of these variables, see Table 3). Items tapping the education level and occupational status of the second parent had many missing values and were thus not included in the analysis. Family SES is a strong determinant of both political participation (Ichilov, 1988) and track enrolment (Loveless, 1999; Green et al., 2006), it is therefore vital to control for this influence in order to assess whether the effect of educational track is not spurious. 
Other pre-track influences

     The reason to control for family SES also applies to GCSE score, Reading enjoyment, History, Geography and Citizenship. Each of these variables can be expected to influence both reported voting and track enrolment. While GCSE score is the principal determinant of track enrolment, it is also negatively associated with non-voting and political alienation (Bynner & Ashford, 1994). Similarly, reading enjoyment has been found to be associated with enhanced literacy performance (which, in turn, will influence track placement) (Cox & Guthrie, 2001) and with higher levels of civic engagement (Guthrie, Schafer, & Hutchinson, 1991). We already know from Paterson’s (2008) research referred to earlier that taking courses in the humanities is related to higher political participation levels. Including these five variables in the model thus enables a more accurate assessment of the net effect of educational track on reported voting. The four last-named variables were all based on items from Wave 2 (ages 14 and 15). Items on the courses taken asked respondents whether they had chosen history, geography and/or citizenship as Year Ten subjects. Reading enjoyment was tapped with the item “How often do you read books, magazines or newspapers for pleasure?” (Scale: 1 = ‘Never’ to 6 = ‘Most days’) 
.

Post-track influences

     The experiences of youngsters after they leave school or college may also affect their propensity to vote and diminish the effect of educational track. To control for this we included the variable main activity at age 20 in the model (based on the Wave 7 variable W7TCurrentAct in the database). This variable indicates whether respondents are in education, work or training (for the categories, see Table 4)
Analytic design
     As the outcome of interest is binary, we used logistic regression to investigate the effect of tracking. A stepwise approach was followed to assess how the cumulative inclusion of control variables influences this effect and what ultimately the net effect of tracking is after the inclusion of all control variables. Model 1 includes only tracked education. Models 2 to 4 include the aforementioned control variables in order of discussion. We report the odds ratios: values between 0 and 1 denote negative relations while those more than 1 represent positive relations. Logistic regression is an appropriate method to analyse longitudinal data as long as the variables selected are not repeated (and we can thus not speak of an ‘event within respondent’ design) and no specific claims are made regarding causal pathways involving intermediate variables, which is the case in our study (cf. Bynner & Joshi, 2002; Paterson, 2009). Due to the clustered structure of the Wave 1 sample (of students nested in schools), some non-independence of respondents may have occurred, even though the sample became considerably less nested at later waves due to the transition to post-compulsory schooling (which involved a change of schools for the majority of respondents). To account for this possible non-independence we employed clustered robust standard errors in Stata using the school id of the initial sample to adjust the standard errors. Multilevel analysis (MLA) can also be used to address the problem of non-independence but we decided not to use MLA as there are no contextual variables among the Wave 1 variables included in the analysis. 
Results
     Descriptive analysis shows that there are marked differences across tracks in the level of reported voting (see Table 2). Whereas 68.6 percent of the students doing A(S) levels in prestigious schools said they voted in the May 2010 elections, only 51.7 percent of students doing vocational or other qualifications in the less prestigious schools said they had done so. Within the less prestigious schools, students taking A(S) levels also have notably higher reported voting rates than the latter, but the difference is not as pronounced. Thus both the type of qualification and the school environment appear to matter, and the findings are consistent with the aforementioned hypothesis predicting lower participation levels among students in vocational tracks. Youngsters not in school and not studying at all or studying for a qualification other than A(S) levels have the lowest reported voting rate (44.0%).
Table 2 about here

     Model 1 shows that these cross-track differences are also significant: the odds of  A(S) level students in prestigious schools having voted are 1.66 times as high as those of students in non-prestigious schools taking vocational or other qualifications (the reference category), a likelihood significant at the .01 level (see Table 3). This ratio drops to 1.47 after the inclusion of the individual background variables (Model 2) but this does not make the effect of the first-named group any less significant. As expected main parent’s highest education level and occupational status are positively related to reported voting. Incorporating all the pre-track variables into the model further reduces the effect of educational track markedly, as students doing A(S) levels in non-prestigious schools and youngsters not in school taking A(S) levels no longer have significantly higher voting levels than those in the reference category  (see Model 3). Yet, despite the inclusion of very influential controls such as GCSE score, reading enjoyment and taking a history course (which all show strong positive effects), A(S) level students in prestigious schools are still significantly more likely to have voted than the latter (with an odds ratio of 1.29). Thus, it is the combination of qualification pursued and type of school attended that influences voting and in this sense the findings support our original operationalisation of tracking, based as it is on both phenomena. Thus, the curriculum (as captured by qualification) and peer socialization (as tapped by type of school) would seem to be effective causal mechanisms in their interaction.
Table 3 about here
     When post-track influences are entered into the model, the effect of A(S) level students in prestigious schools hardly changes (see Model 4): the odds ratio is down to 1.23 but it is still significant at the .01 level. In other words, even with the most stringent controls in place, educational track still exerts a significant effect. Interestingly, those not in school, irrespective of whether they do A(S) levels or not, are no longer showing significantly lower or higher voting levels than those in the reference category, suggesting that track and type of school are more important than school attendance as such. 
     To facilitate interpretation of the findings we transformed the odds ratios of educational track into predicted probabilities (see Figure 1). The figure shows that the predicted probability of voting for those doing A(S) levels in prestigious schools goes down from 69% in Model 1 to 61% in Model 4, while the probability for those in the reference category rises from 51% to 56% across the two models. In other words, even after inclusion of all the control variables, which reduces the differences between the categories of educational track substantially, the former are still five percent more likely to have voted than the latter. This effect size broadly corresponds to that reported by Eckstein et al. (2012), who found that six percent of the explained variance in willingness to participate in politics was explained by school track in their study of tracking in lower secondary in Germany.
Figure 1 about here
Discussion
     Does tracked education in upper secondary widen the participation gap? Although the findings of this study cannot conclusive prove causation, they do provide strong clues that tracking has this effect. We found youngsters having pursued an academic qualification in prestigious schools to report markedly higher levels of voting than their peers having taken vocational or other courses in non-prestigious schools. Even with rigorous controls relating to pre-track influences in place, cross-track differences in reported voting still emerged, indicating that the effect of track enrolment is genuine and not simply a reflection of youngsters with certain pre-track characteristics self-selecting into different tracks. It further suggests that tracking has this effect through both the curriculum and peer socialization, and particularly through the interaction of these mechanisms. Moreover, the impact of educational track appeared to be lasting as the outcome, reported voting at age 20, was measured one or two years after students had left upper secondary education. On top of that, respondent’s main activity at age 20 did not significantly diminish the effect of tracking. In other words, irrespective of whether youngsters were in education, in work, or unemployed at the time they were asked to report on their voting behaviour, their history of having taken academic or vocational courses in different school environments still determined their propensity to vote. 
     These findings lead us to posit that the effect of tracking is likely to depend on characteristics of the system of upper secondary education in a country. The two causal mechanisms proposed earlier linking tracked education to enhanced disparities, i.e. (1) the curriculum and (2) peer socialization due to social segregation, may well play an important role in this respect: in systems that maximize curriculum differences between academic and vocational tracks and that show a high level of social segregation across tracks we may well observe a much stronger effect of track on political engagement than in countries with less marked cross-track differentiation. 
     There are indications that there is considerable cross-national variation in these two dimensions of differentiation. Regarding the curriculum, for instance, the market-led systems of England and Ireland show a pronounced cross-track differentiation, given the emphasis in vocational tracks on fostering job-specific instead of general skills (Rubery & Grimshaw, 2003; CEDEFOP, 2011). In Sweden, by contrast, curriculum differences between the vocational and academic track have become comparatively small following a reform in the early 1990s that equalised the amount of training in core subjects, the social science included (Lindberg, 2003; Persson & Oscarsson, 2010). 
     Although to our knowledge a cross-national comparative study of social and ethnic segregation in upper secondary still has to be conducted, it is likely that levels of cross-track social and ethnic segregation also vary considerably across Europe in view of the different levels of prestige accorded to vocational education. Whereas the status gap with the academic track is pronounced in market-led systems (UK and Ireland) and centralised systems favouring general education (France, Spain, Italy and Portugal), it is much smaller in egalitarian school-based systems (Sweden, Finland) and in systems with apprenticeship-based VET offering graduates good job prospects (Germany, Denmark and Austria) (CEDEFOP, 2011). It is likely that cross-track social segregation is higher in countries with more pronounced status gaps. Studies focussing on lower secondary have, for instance, found a marked link between segregation and status differences between schools due to early selection: countries with early selection systems (and thus pronounced status gaps across schools) have much higher levels of school social segregation than countries with more egalitarian systems (Jenkins et al., 2008; Janmaat, 2011). 
     Reviewing again the findings of the two aforementioned longitudinal studies (Persson, 2012 and Eckstein et al., 2012) and combining them with the findings of the current study, one cannot fail to notice how well they link up with the degree of differentiation of a county’s education system: in the practically unified system of upper secondary education in Sweden no effect of tracking is found; in Germany with its system of early selection in lower secondary, a clear track effect can be discerned with the cross-track political engagement gap becoming wider the more years are spent in academic and pre-vocational tracks; in England with its system of marked cross-track status gaps a clear effect of tracking on reported voting is found. In other words, the findings of these three studies seem to offer provisional support for the notion that the impact of tracking on political engagement depends on the degree of curriculum differentiation and social segregation of a system. Thus, even if the effect of tracking on political engagement varies across Europe, the provisional evidence that the same mechanisms are driving this effect does suggest that similar education reforms can narrow the participation gap in all countries. Some countries are simply closer to a system of undivided schooling – and thus to the ideal of tracking not exacerbating gaps - than others.
     Yet, and this brings us to the limitations of the current study, it must be stressed that this evidence is really preliminary. We have not been able to determine conclusively through which of the two proposed causal mechanisms tracking leads to widening participation gaps. As noted before this is because the data of LSYPE do not allow for an isolation of the effect of the curriculum (i.e. qualification pursued) from that of peer socialization (i.e. school social composition) in upper secondary. Many studies have found the curriculum or particular classroom practices to have an effect on a variety of civic outcomes (e.g. Langton & Jennings, 1968; Niemi & Junn, 1998; Torney-Purta, 2002; Paterson, 2009), but they have not explored these issues in relation to educational track. A study that did do so (Ichilov, 1991) also found the curriculum to be influential, but, instead of using objective measures on the taught curriculum, this study relied on student perceptions about school as a source of learning about politics as a measure of the curriculum. Regarding the second causal mechanism, Janmaat (2011) found classroom social composition (as a proxy for peer socialization) to have a particularly strong effect on students’ civic knowledge in states with the most pronounced social segregation across classrooms. Yet, the effect of social composition on other civic outcomes, such as civic and political participation, did not vary in the same way with classroom social composition. Moreover, his analyses were based on cross-sectional data. Thus, more work can to be done to assess whether it is mainly through the curriculum or through peer socialization that tracking influences political engagement. If through the former, educational reform aimed at narrowing the participation gap should focus on establishing a curriculum as unified as possible across tracks; if through the latter, the emphasis should be on minimizing social segregation between tracks.

Another limitation of the current study concerns the prior measurement of the outcome of interest. The net effect of educational track on political participation can best be determined by including a measure of political participation in the model before track placement occurs, as this can control for the possibility of politically engaged youngsters self-selecting into academic tracks. Unfortunately, LSYPE has not asked youngsters about their voting intentions at age 15 or 16. Aside from the obvious fact that a prior measure of voting is not possible since youngsters at age 16 do not have the right to vote, we do not believe that our inability to control for pre-track voting intentions means that the ultimate effect of tracking that we found masked important selection effects. By far the most important criterion determining the allocation to academic and vocational tracks is educational achievement and this is what we controlled for with total GCSE score at age 16. This factor alone is likely to capture most of the selection effects. Nevertheless, it is always possible that conditions omitted from the analyses exert additional selection influences. One of these could be parental political participation, which was not measured in LSYPE. 
Thus, although we maintain that our findings on the effect of educational track on reported voting are fairly robust, we could not conclusively prove causation as the “effect” of tracking may have hidden that of omitted variables influencing both track placement and political participation. Only a study using a controlled experimental design would be able to do so.
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Table 1
Qualification pursued and education level main parent by school type

Qualification pursued                  Education level main

     parent




        ___________________
           ___________________

	School type
	A and AS levels (%)
	Vocational and other qualifications (%)
	
	A levels (or equivalent) and higher (%)
	GSCE grades A-C (or equivalent) and lower (%)

	Maintained school
	95.9
	4.1
	
	55.7
	44.3

	Independent school
	95.0
	5.0
	
	78.2
	21.8

	Sixth Form college
	92.2
	7.8
	
	56.2
	43.8

	Academy
	78.8
	31.2
	
	57.2
	42.8

	Further education college
	32.4
	67.6
	
	37.7
	62.3

	Agricultural college
	7.1
	92.9
	
	48.1
	51.9

	Other college or school
	41.8
	58.2
	
	39.6
	60.4

	Not in school or college
	49.8
	50.2*
	
	33.6
	66.4


* This group also includes those not following education

Table 2
Reported voting by educational track______________________________
Educational track

                               Voted in 2010







           elections
   N





                            ______________
   __

	
	Yes (%)
	No (%)
	

	Less prestigious schools, other qualifications
	51.7
	48.3
	3424

	Less prestigious schools, A(S) levels
	60.0
	40.0
	1896

	Prestigious schools, other qualifications
	54.1
	45.9
	316

	Prestigious schools, A(S) levels
	68.6
	31.4
	5004

	Not in school, no or other qualifications
	44.0
	56.0
	1277

	Not in school, A(S) levels
	64.3
	35.7
	1238

	Total
	56.8
	43.2
	13,168


NB: based on the weighted and imputed data. 
Analysis on the data without imputations and weights shows that 69.6 percent of those doing A(S) levels in prestigious schools and 51.7 percent of those doing vocational and other qualifications in less prestigious schools reported having voted in the 2010 elections. There is thus little difference between the original sample data and the data with weights and imputations.
Table 3
Reported voting at age 20: odds ratios estimated in logistic regression____________________________________________________________





     


   Model 1

       Model 2

     Model 3                        Model 4

 





      ________________     ________________    ________________    _______________     
	
	Coefficient
	  t
	Coefficient
	  t
	Coefficient
	  t
	Coefficient
	  t

	Educational track (age 18)
	
	
	
	
	
	
	
	

	  Less prestigious schools, other qualifications (ref cat)
	
	
	
	
	
	
	
	

	  Less prestigious schools, A(S) levels
	1.25***
	2.63
	1.17*
	1.78
	1.07
	0.75
	1.04
	0.40

	  Prestigious schools, other qualifications
	1.07
	0.46
	1.06
	0.40
	1.07
	0.41
	1.06
	0.34

	  Prestigious schools, A(S) levels
	1.66***
	8.53
	1.47***
	6.27
	1.29***
	3.91
	1.23***
	3.14

	  Not in school, no or other qualifications
	0.82**
	-2.37
	0.84**
	-2.07
	0.85**
	-1.96
	0.87
	-1.57

	  Not in school, A(S) levels
	1.43***
	3.64
	1.31***
	2.75
	1.17
	1.57
	1.15
	1.36

	Occupational status main parent
	
	
	
	
	
	
	
	

	  Higher managerial & professional occupations (ref cat)
	
	
	
	
	
	
	
	

	  Lower managerial & professional occupations 
	
	
	0.94
	-0.52
	0.95
	-0.43
	0.95
	-0.43

	  Intermediate occupations
	
	
	0.96
	-0.36
	0.96
	-0.30
	0.97
	-0.27

	  Small employers and own account workers
	
	
	0.89
	-0.85
	0.92
	-0.66
	0.93
	-0.58

	  Lower supervisory and technical occupations
	
	
	0.81
	-1.52
	0.86
	-1.09
	0.87
	-0.96

	  Semi-routine occupations
	
	
	0.83
	-1.45
	0.87
	-1.11
	0.89
	-0.96

	  Routine occupations
	
	
	0.72**
	-2.36
	0.78*
	-1.75
	0.81
	-1.51

	  Never worked/long term unemployed
	
	
	0.72**
	-2.14
	0.79
	-1.51
	0.82
	-1.28

	Highest education level main parent
	
	
	
	
	
	
	
	

	   No qualifications (ref cat)
	
	
	
	
	
	
	
	

	   Higher education degree
	
	
	1.81***
	5.06
	1.58***
	3.70
	1.56***
	3.59

	   Degree below higher education
	
	
	1.54***
	4.00
	1.45***
	3.34
	1.44***
	3.28

	   A-levels or equivalent
	
	
	1.37***
	3.12
	1.27**
	2.30
	1.26**
	2..18

	   GCSE A to C or equivalent
	
	
	1.19*
	1.90
	1.10
	1.07
	1.09
	0.96

	   Level 1
	
	
	0.99
	-0.10
	0.98
	-0.18
	1.00
	-0.04

	   Other qualification
	
	
	1.37
	1.43
	1.30
	1.17
	1.30
	1.19

	Gender (0=boy; 1=girl)
	
	
	1.07
	1.47
	1.12**
	2.48
	1.10**
	2.03

	Ethnic identity (White British ref cat)
	
	
	
	
	
	
	
	

	  Mixed
	
	
	0.84
	-1.36
	0.86
	-1.21
	0.86
	-1.20

	  Indian
	
	
	1.22*
	1.92
	1.14
	1.32
	1.07
	0.63

	  Pakistani
	
	
	1.52***
	3.20
	1.49***
	3.06
	1.42***
	2.67

	  Banladeshi
	
	
	1.78***
	3.89
	1.69***
	3.49
	1.60***
	3.11

	  Black Caribbean
	
	
	0.71**
	-2.38
	0.72**
	-2.22
	0.71**
	-2.29

	  Black African
	
	
	0.86
	-1.01
	0.84
	-1.12
	0.82
	-1.27

	  Other
	
	
	1.11
	0.65
	1.03
	0.20
	0.98
	-0.10

	GCSE score (age 16)
	
	
	
	
	1.00***
	5.84
	1.00***
	4.03

	Reading enjoyment (age 15)
	
	
	
	
	1.07***
	4.46
	1.07***
	4.27

	History (age 15)
	
	
	
	
	1.15***
	2.66
	1.14**
	2.46

	Geography (age 15)
	
	
	
	
	1.04
	0.73
	1.03
	0.53

	Citizenship (age 15)
	
	
	
	
	1.06
	1.11
	1.05
	1.05

	Main activity (age 20)  (Other ref cat)
	
	
	
	
	
	
	
	

	  University
	
	
	
	
	
	
	1.06
	0.53

	  School or college
	
	
	
	
	
	
	1.47**
	2.39

	  Paid work
	
	
	
	
	
	
	0.93
	-0.59

	  Training or apprenticeship
	
	
	
	
	
	
	1.11
	0.67

	  Unemployed
	
	
	
	
	
	
	0.65***
	-2.74

	Nagelkerke R2
	0.054
	
	0.075
	
	0.093
	
	0.098
	

	N
	13169
	
	13078
	
	13071
	
	13071
	


*** P < 0.01; ** P < 0.05; * P < 0.10
Note: We also performed these models on the data without weights and imputations. The coefficients of the category Prestigious schools, A(S) levels in these analyses are 2.04*** (10.93), 1.77*** (8.14), 1.37*** (3.92) and 1.31*** (3.26) for Models 1 to 4 respectively. Thus by comparison to the analyses based on the weighted data with imputations, the former show stronger effects, but the difference becomes negligible in Model 4 . In other words, the more variables are included in the model the more similar are the results of the two sets of analyses regarding the effect of the variable of interest.
Figure 1
Predicted probabilities of having voted in the 2010 elections, in percentages
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NB: The predicted probabilities were calculated from the odds ratios using the two step procedure explained by Osborne (2012: 6,7). Step One: conditional odds = odds ratio of category of interest * odds ratio of the constant. Step Two: predicted probability = conditional odds / (1 + conditional odds). 

� This research was supported by a British Academy Mid-Career Fellowship (MD120041) to the first author.


� These variables and their descriptive statistics can be obtained from the author upon request.


� As compulsory education still ended at age 16 in 2010, many youngsters were already working or engaged in other activities at ages 17 and 18.


� LSYPE only has this one item on political participation. Although it is now commonplace to use several items to construct a measure of political participation, using a single item on voting is still relevant as voting remains the most important means of influencing politicians for most people (APSA 2004).


� The scale of this item was reversed so that higher values reflect higher frequencies of reading for enjoyment. 





