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A Sociology of Educating

Abstract

Since it was first published in 1981, Sociology of Educating has become a firmly established text in its
field. This third edition retains much of the structure and content of its predecessors, whilst benefiting
from significant changes which take account of educational issues that have arisen and developed in
recent years. The text covers a wide range of topics clearly, and in depth. They include further education,
home-based teaching, educational research, and grading and examining. In line with current thinking, this
edition places increased emphasis on educating outside and beyond the school, and pre-school. Every
chapter ends with 'signposts' which encourage students to pursue ideas and themes raised in the text,
and the references and suggestions for further reading have been comprehensively updated and
expanded to facilitate this. Completely redesigned for greater accessibility, this new edition of A
Sociology of Educating is ideal for student teachers as well as experienced teachers and educationalists
wishing to reinforce their earlier studies.
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Xii Preface to the Second Edition

]

Preface to the Third Edition

1 invited one of Britain's rising scholars, Iram Siraj-Blatchford, Senior Lecturer in BEducation
at the Institute of Education, University of Landon, to co-author the third edition with me.
fram’s particular contribotion will derive partly from her identity as a black, female scholar,
and from her particular expertise in the area of early childhood education.

The basic structure of the book remains substantially the same, at the request of regular
users, However, the revision was varried out during 2 period of major reform in education
in the UK and elsewheare, when the failed ideas of the 1890s have been readopted for the
19905, Some aspects of totalitarian models of curriculum and padagogy have been deemed
appropiiate in what claims to be a democracy. The new Part Six of this book indicates how
these tendencies may go into reverse,

R M.

It was notable and characteristically modest of Roland Meighan to have referred, in his first
and sccond prefaces, to ‘constructive doubts’, There can be no doubt that the first and
second editions of this text have constructively influenced several generations of students
embarking upon their first journey into the sociology of education. The popularity of the text
has born witness to his good judgement and clear thinking. T was extremely pleased to be
asked to contribute towards this revision and sincerely hope that my contribution will have
served 1o bring many of the issues up to date without losing any of the clarity of perspective
of the original text,

In common with the previous revision, we have introduced as little change to the struc-
ture of the text as possible. Readers will find that the treatment of assessment in Parts One
and Two have been brought together under Chapter 13 to make room for the addition of a
new chapter on mass medija as Chapter 5, Chapter 23 is also new, and provides a brief intro-
duction to postmodernism as it is impacting upon education and educational research. Part
Five has seen substantial revision in the light of the major changes that have taken place in
recent years in the achievement of girls and of black and ethnic minority pupils in British
schools. Part Six has also been substantially revised by Roland to focus upon those con-
temporary innovations providing the most interesting aducational alternatives for the new
millenniam.

Thave attempted 1o complement the predominantly sccondary and upper primary school
approach of eardier editions with more of an early years educational perspective, and to
Incorporate something of the feminist and anti-racist critiques of educational research
throughout. Roland’s postscript to the preface of the second edition referred to the sexism
of many of the quotations adopted. Where these have been retained it has been in the inter-
ests of historical correctness.

L 8-B.
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Familiarization

The opening section is rather unconventional, since it is based on th§ ideas oiibmwsmi ;:
libraries, familiarization through wandering arcund a new place, t&;{zag or takmgl :é:iipand
i i discarded for something more ec
if. A rigorous, structured opening has been ' ‘
. ﬁitegwhetting Chapter 1 attenpis to review observations made about sociology an? :}llle
) ) : ‘
:i:?;iﬁgical enterprise rather than develop a concepiual magm1 ora sysiematic a;;:;u:é :y e
iscipli ini | f Part One are connected in two ways, '
discipline. The remaining chapters o ¢ are '  rays, i they are
ive ideas: ta, the pupils’ viewpoint, the teacher a ,
rather provocative ideas: mass media, e te s vietim, and (he
i as examples of the interaction p
arent as educator. Second, they can be seen . : - :
fayers of meaning mentioned in Chapter 1. The interpretation t':)f the pf;gm;miniz ;; sc;l:l}lo{:d
i i i itnation of the viewer: there is no objective
ing varies according to the situa . e e
i i ts ¢can be obtained. If, at the en
‘school’; only overlapping and varying accoun obtal e e
i i i iolegical contribution fo the understanding
tion, the teader is not curious about the socio nirib the understanding of
processes of educating and is not intrigued by the possibilities of a sociological imagination,
the writer has failed in his jntentions.



Chapter 1

A Taste of Sociology

Gossip. sociologists on a mean and petty scale,
Woaodrow Wilson

INTRODUCTION

Feople usually ask for the recipe after tasting a dish rather than before tasting it. Following
this kind of logic, this introduction will avoid definitions and lists of concepts in favour of
observations about sociology. This approach is not original. Peter Berger used the same
approach in his book Invitation to Sociology in 1966, The approach is also very much in
keeping with Frank Smith’s argoments regarding the means by which most of us first
joined the literacy club. Smith (1983) argued that children begin reading because they wish
1o join others whao seem to be getting something out of it. We have precisely the same aims
regarding the socialogy of schooling. We all started reading and writing because we found
that we had interests in common with other readers and writers, and we committed our-
selves t: it because we developed an expectation that we would ultimately achieve all the
fluency and capability of the experts. In just the same way, in terms of sociological liter-
acy, we wanl you to become quickly invelved in gvaluating the arguments and researching
and writing about the educations! issues that concern you,

The sociology ciub has a long history; in fact there is a sense in which sociology may be
seen as one of the oldest of the sciences. As Abraham (1966} noted, just as soon as people
began to reflect on the way in which their society was or should be organized they were
thinking in sociologica! terms. All those who have come to hold views on humanity and on
its destiny, on the rise and fall of peoples and civilizations, are thinking in sociological
terms even if they consider themselves philosophers, historians, law-givers or seers,

THE STUDY OF THE SOCIAL LIFE CREATED BY PEOPLE

Reflecting on society has not always been regarded as necessarily desirable:

32 quete from a matchbox - soclology is the study of those who don’t need it by those who

Weightman, 1977



4 Familiarization

This joke suggests a suspicion of those who study others. In addition, the common confu-
sion between psychology and sociclogy is present, and the joke could more acourately be
applied to psychology in its sindy of people as individuals, rather than to sociology, where

the subject matter is more centrally, the institutions, cultures and social systems created by
people, and, in tarn, influencing people’s behaviour.

Sociolegy is the source of fewer jokes than psychology, and this is an interesting feature
for reflection. Psychologists seem to have been ‘recognized’ rather more than sociologists.

GENERAL CERTIFICATE OF EDUCATION
ADVANCED LEVEL
SOCIOLOGY

Time Two Hours
Only Six Questions To Be Attempied

i, Fociulogy is the study of peopie who de noi kevd 16 be studied,
by peapie wha da.”

Sumebods introduced the Black Death Somsbody introduced
Income Tox. Somebody ntroduced mm‘m’eg}é;

Al the Golden Apes of mon, all the Belles Epogues, were
characterised by one thing: an absence of sciclogiss.

Which of these histile assessments do youi find most wounding?
Which of them comes searest to the truth? How would you
stiesipt to imprve the public fmage of sociology, while soverily
Burthering &5 suhversive aims?

2, Johony is 2 married man wish ten children in institutions and
& wife who eexides in a2 hanersd wives Bomé. He has now fouad
happizesy with o 'Common Low Wife' just 0wt of schoo] who is
abobt 1¢ besr him ansther child, They Tive is o retarded caravan
which has broken dows im North Fam, where Joheny draws
Soniak Security. He & srwble 10 work because, 'That's the wa
{'ve always been, ionil”" He js chiming a couneil flat at No
Ham, but the Caunei? & relaciant 1o aivance him over the heads
of 13,000 people who have been on the honsing Hist for an average
of pwelve years.

Explain why we wre il to blame for the dilemma in which
Johnay finds himsel. How would you set about fannieg the
couniry inte a siate of white-hat indigration om his behalf?

3. Stwie whick of the following vou comsider the uliimate in
shscenity: (a) an uneamed income of ESO800 & year, (%) Oh
Caleanal; (¢} anyone over thiny enjoying sex; id) the head
master of 2 comprehansive school who disiisses his '[3 stream
as "2 shower of dimmies’;, {¢) the Young Tonservatives, Give
teasons for your ¢hoice.

A. A democracy (v that form of gevermment which prevails in one
Jorm or anstierin the decay of  Surte.” Though widely discredited
al the tme, this judzment by the Duke of Northumberland in
1909 iz sow recegnised 1o be correct, Suggest ways in which the
scciclogist can contiBuie w0 the decsy of the State and che
chrvation of the ConmtBwtion, while preserving Bpservies to
dEmacragy,

5. Distinguish betweer:
£a] & revolution and & revolutionary sisuation;
(b} justice and socigd justies;

Figure 1.1 A spoof examination paper in sociclogy by E. 8, Turner, From Punch, 2 Gelober 1974,

Reproduced by permission of Puach.

{c] a commitied persor and & biased person, |
Describe how a_court of socisl justice would operate i 8 |
sevalslionary situation H

£, As a ‘mildly radical’ sociclogise Bow would you set about
undermining any rwo of the Inllowing:

{a) The Bank of England;

(b} Mr Hughie Green,

(c) Civilisation a5 we know it;

td) The insermational Fresmnsonry censpiracy.

1. Len and Linda sre living in London waiting and working for
the Ravolution, They pey a week’s rent 10 & landlord anst then sit
tght, making no further paymests, for seven months, which is
the Ums & tkes the landlord 10 get s eviction order, They then
rapiget e performance 3 fow streets sway.

Gives the sxploitative world we tive 1, o you regard this ag
an acceptable design for Bving? Cun you ik of any reason why
the rest of a5 should not do !g;‘ zame?

g Compose 2 Shﬁl’; Pog song embodying
efther
The jubilant ory of an oemarried father who has broken his
bourgents shackles;

or
The tament of a Sixth Fermer who sees for the first time s
classroom as the nussery of & zountor revokuionery ideciogy.

9. 11 soems 1o be 4 law of Niatare,” writes Fownend, “that the
poor should be 1o 2 certain dogree improvidsnt, tal ihere may be
always some fo fuifd e most servile, the most aordid and the |
muost ignoble offices. The stock of human i;ﬁppéms is theehy
much increased.” Do you acoept this law of Matire? I aot, how
woukl you work o overtuss iC Is it better to Jeave the ignoble
offices o inunigrants, 4s at presemt! As o sociologist, what other
ignoble officas would you be prepared to ful”

10, What are the spistemological problems involved in G
tying of ssademic sociology, and in particular struciwad
functioral theery, to & ‘conservasive’ idealopical standpaint,
with its remptation 1o treas man as home sociofogicus? And da
wou think tha: people with white stone balis oo their gateposts
deserve averyihing that is &awigg o them? ;

A Taste of Sociology 3

One possible explanation lies in the success of psychology in establisi}ing a claim to be
special, and mysterious, rather like the impression many people have of physics:

like physics . . . But begause

a special knowiedge of a subject :
People do not expect to have & sp £ S i b o speciel

they are familiar with the objects the sociologist studies, they feel they

inlogical claim that they do not.
knowledge of them and resent any s0C10108 v MoGee g ol 1877

One sustained joke about sociology appeared in the form of an ‘examination pgper’ in thg
satirical magazine Punch on 2 October 1974 (see Figmﬁ‘ 1.1} Some of th_e qu?suans in this
spoof examination paper can be said to raise mportant issues aE}r}};t sociologists, Thus the
gtatement “Somebody introduced the Black Death. Sorn_eb@éy mtroduce@ iacame: Tax.
Somebody introduced sociology’ is stated in 2 sympathetic form as the peint of a discus-
ston by Cuzzort and King (1989):

Even if the people whe have the official th
pretations of social conduct to the world,
what is going on,
The introduction of sociology or its equivalent is seen by Cuzzaort and King as inevitable
and desirable, though whether they would say the same about the Black Death snd lncome

Tax is another matter. o o o .
Another source of humour in the ‘examination questions’ is the questioning approac

assumed in the jokes to be revolutionary:
As a “mildly radical’ sociologist, how would you set about undermiring any mwo of the fol

tle of ‘sociologist’ wege to cease offering their i!‘.lte("-
the world would still demand that somebody tell it

lowing:
{2} The Bank of England; ,
b} Mr Hughie Grezn {a quiz show host);
() Civilisation as we koow iL; N
() The international Freemasonty conspiracy.
The nature of this questioning approach is the subject of considerable comment by writers

on soctology:

Sociology is a subject with important practical implications. It can contribute 0 social griti-
cism an?iypr&atical anciai mf’e}rﬁg in several ways. First, the improved upderstandmg ofa given
st of social cireumstances often gives ns all a betwer si’izzzzx:e;.qf controlling thetn. Second, ssc;;
ology provides the means of increasing our cultural sen&iziwttezs,’allov.f}ng poticies 1o be bas

on an awareness of divergent cultural values. Third, we can investigale thi‘? CONSEqUences
{intended and unintended) of the adeption of particular policy Programines. P‘maﬂy, gnfi per-
haps most important, sociology provides self-enfightenment, offering groups and indivtduals

i i alter the conditions of their own lives.
an increased opporiunity t© Giddens, 1989

SOME SOCIOLOGICAL THEMES

The following poem combines a statement about the point of questioning instituticns, cul-
lures and social conduct, and a useful content list of themes covered in sociological writ-
ings. The exceptions are perhaps the themes of ‘unconscious’ and ‘genes’, which
psychologists would claim as their particular province, ‘climate’, which is the cepcerp of
Beographers, and ‘deep linguistic structures’, which are swdied by psycholinguists.
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Additionally, a sociologist would study the phenomenon of ‘belief in God’ rather than a _

theological study based on the assumption of a God.

The Humanist’s Sonnet
by Anthony Rudolf

I am determined by my sex

I am determined by my class

I am determined by my God

I am determined by my genes

1 am determined by my unconscions
1 am determiped by my childhood

I am determined by my death

T am determined by my climaie

I am determined by my homeland

1 am determined by my work

Tam determined by my newspaper

T am determined by my deep linguistic structures
Y am determined by my etcetera

A Taste of Seciology 7

SOCIOLOGICAL QUESTIONS

Sociological questions are couched in teyms of the social world that people create;

The sociologist™s guestions always remain essentially the same: “What are people doing with

each other here? *What are their relationships to cach othes? 'How are those relationships
organized in institutions? "What are the collective ideas that move men and institutions?”

Berger, 1966

Copyright, € Peter Berger, 1966, Reprinted by permission of Penguin Books Lid,

Another famous attempt to outline the kinds of questions of a sociological approach is that
of C. Wright Mills. Classic social analysts, he suggests, have consistently asked three sorts
of questions:

1. ‘What }s the structure of this particular society as a whole? What are its sssential compo-
nemts, and how are they related to one another? How does it differ from other varieties of
social order? Within it, what is the meaning of any particular feamure for its continuanee and
for its change?

2, Where does this society stand in human history? What are the mechanics by which it is
changing? What is its place within and its meaning for the development of humunity as a
whole? How does any particular feature we are examining affect, and how is it affected by

J'am determined 1o be free the historical period in which it moves? And this period - what are its gssential features?
How does it differ from other periods? What are its characteristic ways of history-making?
3, What varieties of men and women now prevail in this society and in this period? And what
varieties are coming to prevsil? In what ways are they selected and formied, liberated and
repregsed, made sensitive and blunted? What kinds of ‘humean nature” are revealed in the
conduct and character we observe in this society in this period? And what s the meaning

for "human nature” of each and every feature of the sociely we are examining?
Wright Mills, 1958

From The Seciological Imagination. Reprinted by permission of Oxford University Press.

From the New Humarist, Reproduced with the permission of Anthony Rudolf.

This ‘freedom’ of the last line can easily be misinterpreted. The kind of freedom to which
sociological inquiry contributes is a matter of continnal debate among sociclogists.
Freedom is not seen as ‘doing as one pleases’, Bven choosing between altepnatives is only
a partial freedors,

Freedom is first of all the chance to formulate the available choices, to argue over them — and
then the opportunity to choose, That is why freedom cannot exist withoul an enlarged role of

- ?
human reason in buman affairs. SOCIOLOGY - FOR WHAT PURPOSES?

Wrighe Mills, 1959 Sociologists are not agreed on the purposes of their study. Although there is general agree-

ment that understanding social 1ife is a key feature, the uses of sociclogy are disputed. One

point of view is as follows:

PERSONAL CONCERNS AND SOCIAL STRUCTURES Should sociologists themgelves actively advocate, and agitate for, practical programmes of

reform or social change? Some argue that socivlogy can preserve its objectivity only if practi-
tioners of the subject are studiously neutral in moral and political controversies, but there is no
reason o think that scholars who remain aloof from current debates are necessarily more
impartial in their assessment of sociclogical issues than others. There is bound to be a connec-
tion between studying sociology and the promptings of a social conscience. No sociologically
8°Ph15}icated person can be unaware of the inequalities thac exist in the world today, the lack
of social justice in many social situations or the deprivations suffered by millions of people. It
would be strange if sociologists did not take sides on practical issues, and it would be illogical
;; well as impractical 1o iry to ban them from drawing on their socielogical expertise in doing

The issues raised in The Humanist’s Sonnet include a further theme, the link between per-
sonal concerns and social structures. A key feature of the sociological imagination, C.
Wright Mills argued, was an awareness of this interplay. People in a mass society have per-!
sonal problems which are intertwined with the social structure, but many do not recognize
the connections. Knowledgeable people do. They understand that what they think of as per:
sonal roubles are very often also problems shared by others, and are incapable of solutiot
by any one individual. Then only modifications of the structure of the groups in which the
live, and sometimes the structure of the entire soclety, can be effective initiatives. ; Giddens, 1989
The Prﬁéacis of an enquiry that is conducted in an effort to understand society may be
used by different individuals or groups for differing purposes. Berger (1966) argued that
Was nothing inherent in the sociological enterprise that leads to any particular
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i
practice or ouicome. One’s choice of an area of study is, however, bound to be significant. |

An alternative view is held by those who see prescriptions for changing culiures and
institutions as & major concern. The idea is contained in the statement of Marx: “The

philosophers have only interpreted the world in various ways; the point, however, is 10
change it

THE IRONY OF HUMAN ACTION

Those who would urge caution about this commitment {o change society do so on varicus
grounds, one of which refers to the difficulty of ensuring that change goes as planned. One
finding derived from interactionist sociofogy is that of the irony of human action:

the outcome of ideas is commonly very different from what these who had the ideas in the first
place planned or hoped. Such a consciousness of the ironic aspect of history is sobering, a
strong antidote to all kinds of revolutionary utopianism,

Berger, 1968

Another reason for urging caution is that discovering “error’ does not automatically guar-
ante¢ a superior alternative, since the alternative actions possible are multitudincus:

Some ‘advanced thinkers’ are of the opinion that anyone who differs from the conventional
opinion must be in the right. This is a delusion; if it were not, truth would be easier to come by
than it is. There are infinite possibilities of error,

Russedl, 1950

Russell argued in his writings that the prior outcome of all critica! and reflective thinking, -
not just sociological, was constructive doubt (see Russell, 1926). 1t follows that any social |

change should be subject 1o review and revision rather than implemented as the right
answer.

SOCIOLOGY AS UNCOMMON SENSE

A view frequently encountered is that sociology is just common sense. Yet wherever soci-
ology is studied, it tends to have a disturbing effect, a disturbing of that Very COnmon sense
in question. Even though the sociologist investigates and reflects on the familiar society, and
even though the categories employed in the analysis are ouly refinements of the categories
which other people use — power, class, status, gender or race — the findings are often unex-
pected and can contradict common sense.

Therefore one claim made by some sociologists is that their intention is to improve’ on
common sense and ‘expose’ some of the folk interpretations of social behaviour as incom-
plete. Bergar (1966} employed an interesting range of images to convey this point, He used
phrases such as ‘seeing through’ and ‘looking behind’ very much as such phrases would be
employed in common speech ~ ‘secing through his game’, ‘looking behind the scenes’ - i
other words, 'being up on all the tricks’. The sociologist is seen ag trying to penetrate the
smoke-screen of the official versions of reality, those of the manager, the civil servant or the

teacher, and to grasp the signals that come from the ‘underworld’, from the worker, ih§
client or the pupil.

']
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In setting about this kind of task, sociologists may finfl nxhemselves a: St:aiﬂgi c;az:fp:g:
associating with the outsiders, the outcasts and the ;m norities, and on a rc:i rf d%s{ggwfui
sions. They may become involved in mat{ers; that others fegard as sac:r‘ 01 mfemnwg,
They will seek the company of judges or cmmpais, éepez}dmg not on ;?ersonzi ‘ pn forcnes
but on the questions being asked. They will be mtems%ed in the hgman tl’ntﬁras: i  that giri :
with warfare, with crime or with religion, and also in the relations e&yfef; p piSSiOBS
classroom, or in 3 group of children playing in the siregt. The omcgmes o tz{s;, '[n'[; oo
are not guaranteed. The investigation may yield samethmg fresh an anexpei ew, T oy
be something totally unfamiliar or it may be the famsh;f%r t@laf onha N meanne
Sociclogy may make us see in 2 new light the very world in which we have i
l“;}?ten, the uncommon sense of today becomes the common sense of _toipi{;v;%g;s
Giddens (1986 observes, a great deal of what we regard as common sel?se mﬁnl: ome 0%
what everyone knows about society’, has actually been basefd upon the ;;ou o wore of
social scientists for decades. We all know, for example, tha:,z divorce ratesh ave n sinee
the Second World War; we will also be aware of changes in thle way teac ers ?}fcr e
classroom, in class sizes and in academic achigvxements, {%11 this kng?edgc is based up
sociological research that has been publicized widely to inform social mterest.

LAYERS OF MEANING

One reason why something fresh and gnexpected is ss)metimas' the ogtogme of. som;}log;;
cal research is related to the complexity of human social behaviour, with 1tsivane0u;sh ay;]-
of meaning. An individual may sample only a few eif thesg layers of m:;nmg ;}z ; :t o
tines of everyday life, e.g. teachers are unlikely to gain a view ef schoo . {)mA nglg o
view of the pupils unless they make 2 special effort to gain this mfonn&fmn. So*cgug?!(}f
is more likely to collect such data. A chapter §h9t follows (Chapter 2} g:}veiz an aﬁ% o o
the pupil's perspective and shows how the evidence c%emen.stratcs that ho ders zth e
mission view of education have made unreasonable assumpuons'&bout gup:ls and tha N
ical educationalists have sometimes embraced a delusion rega_rdmg pu?lis aspuat;c:n:. és
we shall see in Chapter 23, this recognition has led some social theotists to adopt ‘stand-
point’ theories of knowledge itself.

THE INVISIBLE SOCIAL WORLD

A large part of the introductory literature to sociology is taken up wi}h questions ;)f appr;
priate methods of study and the claim for the scientific nature of sccmiggy. Socio a:gyim f.
be a network of propositions about the social life created by peop‘fe, Just aﬁ phirsica dscm
ence is a network of propositions about physical reality, but the _dzfﬁcul’uas of procedu
are increased when the invisibility of the subject matter is recognized:

It comes as & mild shock @ most people to be told that f:he emir_e wib of human szzﬁ:);‘;tﬁz:
lations is founded on many invisible and indirect meanings which we ba;ww on veacher. Not
viduals. Not only have we never seen a family. we have never seen a studentora -
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have we ever seen a sciendist, a saint, or a sinner, So it is with socially defined statuses. We can
observe the people whe oceupy such statuses: but, until we are informed that they occupy a
certain status and are expected to behave accordingly, we cannot respond in any appropriate
manner . . . The social world is, then, largely an invisible world, This censtitutes 2 major
methodological problem for the sociologist. Socialogy is supposed to be a science; and sei-
ence, after all, is based on observation, What kind of science is it that devotes itself 10 an exam-
ination of events which are, by their very nature, not directly observable?

Cuzzort apd King, 1989

In fact, all this should not alarm us unduly if we recognize that the physicist’s observations
are often equally indirect, and the phenomenon studied, whether it be concerning forces,
gravity light, electricity or energy, is equally invisible and socially constructed.

CONCLUSION

Sociology, then, is many things, some of them seemingly paradoxical.

It is a relatively new discipline, yet its guests and questions are among the most ancient
forms of reflective thought.

If sociologists were not avarlable, some form of substitute reflection on social behaviour
would probably emerge: yet sociological thought and inguiry are also resisted and resented,

Everyone tends to feel familiar with the world of the sociologist: as members of the
social world we shounld be the experts on it. Yet common-sense views are frequently dis-
turbed by the inquirics of sociologists.

Sociology, in attempting to free us from the determining effect of social frameworks,

may only make the stength of the structures more apparent and the sought-after freedom ‘E

more elusive.

Sociology attempts dispassionate inquiry. yet cannot eradicate values from its investiga-
tions, the investigator or the subject of the investigation. The sociologists, like good detec-
tives, must suspect everything and everyone, including themselves.

Secciologists themselves are far from united on many issues related to their discipline, yet
have some unity in their undertaking to meet argument with argument and to acknowledge
the value of the constructive doubt, and in their willingness to live with the creative uncer-
tainty of a constantly changing subjeci matter.

If this buffet, this smorgashord, is to your taste, welcome to sociology!

Further Reading

Berger, P. (1966} Invitation 1o Sevielegy. Harmondsworth: Penguin. Well known as a lively, inter-
esting and readable introduction to sociological thinking.

Berger, P and Keliner, H. (1983} Sociology Reinzerpreted. Harmondsworth: Penguin,

Brown, C. {1979) Understanding Society. London: John Murray Lid, The opening chapter has a very
intelligible intreduction o sociological theory and the problems of sovial research,

Cuzzort, RP, and King, BEW. (1989} Twentieth Century Social Thoupht, 5th edn. Orlando, Fl:
Harcourt Brace, The first chapter of this book iz a well written account of some of the basic prob-
lems of socisl thought, its premises, sources of error and degrees of objectivity. The rest of the
book gives a very useful account of the work of well known sociologists, including Durkheim,
Marx, Webzr, Mend, Wright Mills, Becker, Goffman, Garfinkel and Berger,

AR

" London: Byre-Methuen, Further ethical issues
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Lee, D. and Newby, H, (1983) The Problem of Sociology. London: Hutchinson. This book develops
ome themes of this chapter. o o
w:?g?f :f{i;?sg (.‘1g (1959} The Sociclogical Imagination. Oxford: Oxford vmversfnty l;re:ss- ’é‘fm :z
harder reatiing than the previous five, Itis thorough and worth the effort of reading, but pernaps
best tackled after reading one or more of the above.

Discussion and Activities

iti i it wi definitions written by feliow stu-
i wn your definition of sociology. Compate ;t‘w;th.thc efi en -
g ;veztt: iﬁd ch:‘;ck it against dictionary, pasticularly sociological dictionary, dfaﬁ:;ﬁ;;f::;s. Tze wor.l;
ing d;ﬁnition of this chapter is that sociology can be seen as the systematic si?ég 1?;;5 ;; ;c;;; ”
tife (institutions, cultures and behaviour patterns} ereated by people and in turn in
behavicer in a continuous interaction. . ) o ' ‘
2. In Cvi;}riwn’s Understanding Society there is an interesting activity: draxzi a picture Eg; f{:;’gl;a;::
' ic i f this book contains a discussion
which represents socicty to you. "I‘he ﬁ::m; f:hapter of . § O forures
&5 to this activity, including variations on fzarcles, triangles, nety k
3 ré;%:f:t an informal sutfvey of opinions about sacivlogy among your f{;gad:s and relagmn& E;cw
' many of these responses are misunderstandings of the kind mpnuqncd in this gzhgpger. I)?\ret ere
regular paterns in the responses? How can we cnpe_with w diversity of mwrpé‘sﬁfmm ! e
4, Take some of the questions from the spoof examination paggr (F%ggrz 1.1) and discuss the 1
' being parodied, misrepresented or accurately stated 1n cach case. .
5 g:;c?rgack Ef gf:g Humanist's Sonnet by Aathony Rudoif. Prepare an account of how each influ
ence has contributed to your own self-concept.

Signposts

mnitations of secielogy ) o
"i:h%::‘:igggf liisﬂiagggswd sime of the positive features of samhﬁ;e%g’g;s}a; ;Wﬁmzzgi iu;;t;g:ﬁ
i nquiry. A start can be made with Shipman, M. ¢ Linmi
gefeﬁhs{;{uafi:w?&gman( Further sources are Burgess, R.G. (ed) (1984 The Rggchgj;; gﬁi}
in E‘si;wa£ionai Settings. Ten Case Studies, Lawes. Faimer Press; and Burgess, R.G. {ed.}

Methods in the Study of Fducation, Lewes; Falmer Press.

2. The ethics of sociole . . I

if yo:: ;)in % g‘joup to s‘gdy it, what happens if you %re ml;(m‘;ecé ;;Ti;t;llzwﬁtiiigr:iné:;sgxsgzsﬂzizi
i 7 Thi i a presented in Patrick, L SR edh,

e e s ethical 1 are raised in Berger, P {1977} Facing up 1o Modernity,

Harmondsworth: Penguin.

Th?igaiﬁigzlgifsfeﬁ{{s an idea auributed to Charles Horton Cooley (1902). Oué retﬁecu_zn;:é;
mirror gives us information shout appearance and Cooley proposed that m;:rka reflection ‘1) e
people’s attitudes to us, and our interpretations of how they soe us, are used as key seu::cesa infor-
mation about our self-concept, George Herbert Mead (1934) took the idea further, i “;3 ngap -y
he called ‘taking the role of the othes’, whereby a kind of intemnal debate can take place :s an ind

vidual rehearses possible courses of action and possible consequences. _Mea& stmss«ﬁ ttas{ulr?\ rﬁ mﬁ
children develop this activity and develop their self-concept af the same fime. An fe;la;:e enl T
of this aspect of interactionism, symbolic interactionism, appears Chapter 1 Op e;z'grseawz al’ss ﬂw
{1972) Interpersonal Relations and Education, London; Routledge and Kegan Pau’. { ete ieo the
quotation from Wankowski in the preface to the second edition of this book.) As an actvity
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?[ewl]d to be a Sfﬁmgﬂl g i§£5§?IEt pUZZlIll aSpﬁ‘CiS Of SCh()O HIGH a5 ﬁl orms or
- tr ’ln te g 15, h b I,S, l}ﬂlf 5 ;

Pupils as Clients?*

Teachers don't care except for one or two, They have dry classes and if you try to talk
to them — NO¥ Boring teachers don't cave . . | | hated simple classes and useless work;
it didn’t stimulate my inteliect. There was no challenge, just book work . . . You're set
up for a world that isn’t out there, without the skills and knowledge needed to survive

in the real world. You can only use their knowledge on tests.
16-year-old pupil, western New York City, USA (from Stevenson and Ellsworth,
1991)

When you can choose, that is plaving - it is not pkiying when the teacher said I had to
do this.
4-year-old pupil. UX {from Cleave and Brown, 1991)

INTRODUCTION: SOCIOLOGICAL PERSPECTIVES

Some of the issues raised in this chapter require some awareness of the different perspec-
tives within sociology. These are described in more detail in Part Four, and the account
given here is only a brief introduction, One feature that complicates this issue is that there
is no universally agreed categorization of the perspectives and the reader will encounter cat-
egorizations which are different from the one that follows,

Here, three broad groupings of the saciological perspectives — macro, micro and interac-
ticnist — will be proposed.

Macro Perspectives

There are several of these, but they all have a common feature: they start with a view of soci-
eties, cultures and institutions as having set patterns of rules and behaviours, with the result
that individuals are seen as being forced, persuaded, manipulated or socialized into some
degree of compliance with these patterns.

j?wc major sub-types of macro perspective are frequently described: structural function-
alist and stractural conflict.

Structural functionatist

Tﬁf% approach is based on an assumption that society is a structure or framework of parts

which are closely linked together. Bach of these parts (e.g. the economy, the family, educa-

tion) performs a function in keeping society going. For the most part this structure is seen
; as rebatively harmonious, because there is seen to be general agreement or consensus about

the usefulness of the whole pattern.

3 ; : )
A eartier version of this chapter appeared in Educational Review, Vol. 29, No. 2.
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Structural conflict

This approach @ispatr:s that ali groups are relatively well served by the structural arrange-
ments and the idea of a conflict of interests is stressed. Some groups are seen as having
advamageous positions over others and they will strive o keep this situation as it is, while
other groups are seen as trying to obtain an alternative structure, with a redistribution of

advantages and scarce items, One kind of conflict approach, known as Marxist, is derived
from the ideas of Karl Marx.

Micro Perspectives

There 'is a variety of micro perspectives and 2 confusion of labels, including some tengthy
ones I;k§ ‘ethnomethodology” and ‘phencmenoclogy’. Other labels used are “interpretivist’
‘symbqim iﬁ{efactionism’ and, confusingly, since it will be treated here as a separate r;:ate:
gory, 'interactionist’, At this stage these labels, and the variations they signify, need not
detain us: they will be explained in Part Four.

What these micro perspectives have in common is a view that, instead of individuals being
forced by 'the patterns of society or pulled by the strings of society like puppets, individuals
create sociely every day by their social actions. Change occurs when individuals cease one
set of social actions and start another. Social order is seen as an active production by mem-

.befs of society, and meaning is seen as being negotiated by social actors rather than being
impased upon them.

Interactionist Perspectives

There are several interactionist perspectives, some inclined towards a micro view, some |
towards 4 macro view. What they tend to have in common is a view of society as a loose
nglwsrk of ra?Iaaed parts in a constant state of flux, This network can be sometimes harmo:
mous, sometimes conflict-laden, sometimes rigidly structured, sometimes more open and
ﬁ;bele, and sometimes can contain some ot all of these features in a contradictory state of
affairs. ’
1ntfarax;tionis€ perspectives tend 1o have a Janus view. Janus was a Roman god, the
gaard;afl qf gates and doorways, who had two faces looking 1n different directions.
Interactionist gmspectims tend 1o fook two ways, both at the patterns of society stressed by
f:he ACTO secftﬁiegists and at the work and negotiations that individuals accomplish in keep-
ing society going, as stressed in the micro perspectives. '

THE STRUCTURAL FUNCTIONALIST VIEW OF PUPILS

stress this, The teaf:hef is said to be like a potter moulding clay, or like a gardener cix}t'zvat'
ing p}ants, ora builder building a house on sound foundations. In each case pupils are
as things being processed, and often as having no rights. Stone and Taylor (1976) researc
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legal cases involving pupils’ rights. One example was that pupils who were pacifists could
still be compelied to join the cadet force of the school: the right of conscientious objection
aflowable to adults could be overruled by the headteacher. In recent times some international
legislation on the rights of children (the United Nations Convention on the Rights of the
Child, 1989) could provide support for children to question impositions on their beliefs,
Articles 14 and 15 of the Convention cutline children’s rights to freedom of thought, con-
science and religion as well as freedom of association. Some European legislation has also
strengthened individual rights, in particular the European Convention on Human Rights and
the Buropean Social Charter (see signpost 4}

This is often the official view. In 1976, the Labour Prime Minister, Jarnes Callaghan, made
a speech about education, and the Secretary of State for Education, Shirley Williarns, fol-
lowed this by starting a series of public debates about education. The people to be involved
included teachers, employers and trade unions. Pupils were not mentioned at first. Later, a
proposal to invite pupil representatives was negatively received by teacher representatives,
This is consistent with a functionalist view: why should you consult the clay about what
kind of pot it is to be tmade into?

Tt might seem that any attempts to establish the pupil’s peint of view and to take it into
aceount are bound to be using perspectives other than the functionalist. Some headteachers
consulted appeared to think like this (Meighan, 1977z). Here are some of their reactions 1o
a research project on consulting pupils about teaching:

Tt is dangerous to involve children in this kind of comment on their teachers.
Discipline would be adverscly affected by this kind of exercise.

it is bad for classroom relationships.

Children are not competent to judge these matters.

These reactions occurred despite the fact that the teachers had been provided with a written
briefing that summarized several previous researches, both in the UK and in the USA. in
which the findings contradicted all the above statements. (This is not particularly unusual.
People operating with particular views of teaching migbt often behave like this when first
given information that is contrary to their beliefs. We are all, from time to time, liable to
prefer *not to let the evidence confuse the issues involved’.)

However, it does not follow that consulting pupils antomatically suggests a non-function-
alist perspective, because there are several approaches to manipulating pupils. One is based
on confrontation, where teachers order pupils to behave in certain ways and rely on faar and
punishment to get their way. But other {unctionalist approaches are based on persuasion,
coaxing and more subtle forms of control. Consulting pupils and using some of their
respanses ¢an become a means of coaxing them Into niches of soclety rather than ordering
them into them. Nevertheless, many attempts to establish the pupil’s point of view do nse
other perspectives, e.g. structural conflict and interactionist.

WHICH PERSPECTIVE IS IN USE?
This is often a difficult guestion o answer because the perspectives in sociology avetlap a

great deal and researchers often use more than one perspective in the course of their
research. There are often clues to the perspective being used in studies of the pupil’s point
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of view, in the concepts used, the methods of inquiry and the kind of questions asked.
Studies using a conflict perspective may often use the concept of alienation in schooling,
Studies using a functionalist perspective would be likely to ask a question such as, “What
are the best teachers you have had like?’ rather than ‘If you designed the ideal school, what
wotld it be like?" The first question Timits the pupils to the status quo, whereas the second
question is more radical, in allowing the pupils to consider alternatives, whether or not they
have experienced them. Micro-sociological studies would be likely to gain data from span-
taneous discussion, conversation with pupils and ‘uncensored’ or anonymous written mate-
rial that was not going to be used to grade pupils or be marked by teachers (see Woods,
1976).

AN INTERACTIONIST APPROACH

An interactionist approach would tend to explore the network of perceptions in play. This
might result in studying several of the “layers of meaning’ referred to in Chapter 1, or con-
centration en one layer of meaning, in this case that of the pupils. The questions involved
might include the following:

1. How do pupils interpret the experience of schooling? Are they critical? Is there a divi
sion of opinion? How do the “successful’ react? How do the ‘unsuccessful’ react? Do
boys and girls react in the same way? How do “deschocled’ pupils educated at home
react?

2. How reliable and valid are pupils as judges of their schooi experiences? Do they judge
some aspects of schooling accurately and other aspects inaccurately? Is consultation -
welcomed by pupils? ;

3. What do pupils see as ideal in schooling? What is a ‘good’ teacher, as they see it? How
do they define a ‘bad’ teacher?

4. How much are the pupils aware of any aspects of the *hidden’ curriculum? _

5. Pupils’ view of school includes their view of fellow pupils, and this raises zven more
questions. How do peer groups operate in schools? What i3 the influence of such
groups? is there a youth culture opposing a school culture?

STUDIES AVAILABLE

There is only a limited number of studies of the pupils’ point of view of schooling in Britain
available. Therefore a first conclusion is that this is a neglected issue in educational
research, :

In some studies the viewpoint of pupils has been one aspect of a larger study. In his analy-
sis of a boys’ secondary school, Hargreaves {1967) cbtained information from the pupilsi
about how they interpreted some of the feateres of school life, especially streaming by abil-
ity. v

In contrast, the study by Blishen (1969) concentrates entirely on pupils’ view of school-
ing by providing selections from essays, written mostly by secondary school children, on the
theme of ‘the school that I'd tike’.
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The educational weekly 7he Times Educarional S’upg#&menf {1969} cmiefi a two-par}
study entitled 'Child’s eye view of teacher’, which z::entam{:d a surnmary of primary sch{);)
children's comments on their teachers. In the feilowiﬁg vear there appeared a study of ear| y
school-leavers’ views of teachers and schools by Maizels (1970), am.:i three years later a pznt
of studies reporting the views of primary and secondary school children was produced by

ishen (1973a, b),
Bi:hjzgiparat?\’we }viewpeint was available in two educational Pape.rbacks. Une b:{i ngt
(1969) reported his observations of how pupils reacted mkscheoh.ng in the GSA: Wi‘-iz emle
other was written by eight Italian boys protesting about their experience of schooi%n-g in LO y
(School of Barbiana, 1970). Another writer in the USA, Jackson (}E?’Sl}, was writing about
a ‘hidden’ curriculum of influences in school that affected pupils considerably but was
i teachers,
ha;—fiiiceig :ﬁi ';‘3;73. there has been a growing number of: researchers intere,sted in i?m
pupils’ view of schooling, and cne collection of articles is entitled The Learners’ Viewpoint
ighan, 1978b). . ‘
{Méiﬁ%umm 31' growing youth unemployment is reflected in subsequent sgdws by {}ow
and McPherson (1980) and by White and Brockington (1983}, Further collections are edited
by Hughes (1984) and by Hammersley and Woods {1984},‘ _ 1
Two perspectives presented in the British Journal of Sociology of Educagion (vol. 12, E,
3, 19%1) report on a US stdy into why pupils drop out gf school (Sie‘{enssn and Ell'sworta{
1991). Another perspective is presented by Furlong in (i"ie famc issue of the journal:
‘Disaffected pupils: reconstructing the sociological perspective’.

HOW DO PUPILS INTERPRET THE EXPERIENCE OF SCHOOLING?

The studies so far suggest some tentative conclusions. First, primary sc@eel pupils do appear
0 be more satisfied with their experiences than s&conéar}f school ;}uglis, except of course
the very large number of four-year-olds who are ﬁ:}atz?rmg school in rece‘pmfn cias?e‘s;
Second, where dissatisfaction is expressed, it is just as likely to come from ‘successful’ as

‘unsuccessful’ pupils.

Primary School

In response to a request 10 seven- to eleven-year-old schm)l‘ children for writien portraits })f
teachers came 1200 replies, which were analysed by Makins (1969} $he noted how chil-
dren had watched their teachers with obsessive concern, noting mannerisms, subtle changes
in mood and detailed variations in behaviour; they remark on tea§hers }Jvho talk o lonely,
left-out children during playground duty and those who are angry wt!hxchﬂdrcn bef:aas? they
are angry themselves. She concludes that, on the whole, these pupils lﬁ;)ve ii{mr primary
schools: ‘It is a sad fate to 2o home. I would like to stay for more education with the great
310" Mr Henshaw,’ ‘ ‘
The really popular teachers managed without many sanctions and did not shoult at pupﬂs
very often. They let children talk, they sxplain clearly, they encourage, they are interested.
Makins comments that the essays contained evidence that what children learn matters much
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less to them than how they are taught. Teachers who are
photography, sport (it does not a
dent teachers who come prepare

good at something - music, art,
ppear 1o maiier what it is) — are appreciated, and so are stu-
d with new projects.

On the evidence of our critics, hundreds of teachers i

¢ ¢ X £ are managing to make school so interesti
that tE}ese 15 B0 fime or yeason for the old tricks and giggles and avoidance routin;sn— Eﬁg rz(rg
estabiish a relationship with children makes the rimals of classroom warfare unthinkable

CrOther studies.(a,g, .Blis!at?n, 1972a, b) support these findings. A more recent study by

2m:::kcar ( 1988? is less positive and argues that capable young children are at risk of failing

: m;se f’f their infant schoo) experience, suggesting that there is an overemphasis on con-

! ;):mu;gt hm. schools :;nti that by the age of six children ‘closely mitror their teachers' opin-
$ ol their own and their peers’ academic worth. By this age they hav

the criteria that the teacher uses and can list them.’ i Y e o loamed (0 use

Secondary School

The contrast with pupils’ reports of their secondary schools
by Maizels (1970) concentrated on a sample of how 330
Fecenfly left school at the earliest possible date, or were just about to leave, rated teachers
in ti?eu' secondary school. Schools and teachers were negatively rated for thc; most part. On
the qudgeméns given, Maizels concludes, few of the schools would get a ‘pass’ mark, (')ni

a minority of ?upils felt that their teachers had encouraged them, listened to what they hag
ic say and praised them when they did well, had been pleasant, kind or sincere, or had kept

their promises. Only 34 per cent of bo i :
. ys and girls had felt
them like human beings. # that their teachers had treated

The responses of some of the *successful’

is marked. For zxample, a study
‘unsuccessful’ pupils who had

® T upils were obtained in iti
de'scnhmg “The school that I'd like', {Only c%ifdreﬁ reasonably ﬂ;euini: stifnzostfll;fgf o
skills alrgl whose parents or teachers read the Observer, the new:spaper which organized :?; ;
competition, were likely 1o be included in such a sample.} Blishen (1969) cornmonts that the !
ﬁstj?{féamoggmd to an enormous, remarkably good-humoured, earnest, frequently passion-
cmm{ya;w ;E;S l’udiﬂ;y n;:lesiigb:z; ;)'lea for a new erder in our schools, to replace what was
‘ What the pupils mean by dreary and boring is diagnosed in some detail:
Is second-hand if it comes from the teachers and very often ow-of-date ;
cOmes sfmm books. Far better to replace constipated ways of teaching with more active
lessons’. The assessment of their experience of schooling was wide ranging and tock in
among ogbef things, the dullness of building design and dreary, unimaginative fumitum"
examinations and their distorting effect on learning, the role of the prefect as peer 1‘001;
?nizceman, the limiting effect of timetables, bells, the tri viality of many school rules m?d thci
idea of compulsory worship and religious education as attempted indoctrination. Blishen’
commienis that the image of the prison returned to him again and again as he read th;a B$58Y8 :
A further study of secondary schoo] children was undertaken by Blishen in 1973, ;

ot

‘Everything Jeamnt
and misleading if it
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‘Deschooled’ Pupils

Some parents ¢xercise their legal right w educate their children at home. (The organization
that supports such cases is Education (Otherwise, and it is studied in a later chapter.} The
views of such children are of particular interest, since they often have an alternative expeti-
ence with which to make comparison. Here are two examples:

The school I'd like is what I have: my mother teaches my brother and me at home, We study
maths, English, science, history, geography. French and scripfure, This systers has many advan-
tages. The most important is that we can learn 4t our own speed: thus [ have recently started A~
level maths but am stilf stratggling with O English, while my broiher, who 18 three and 8 half
years younger, is advanced in English but only average at arithmetic. Another advantage is that
we have mach more free time than other children: we don’t waste time travelling o and fro and,
as we have individual work, the education officer agreed to shorten lesson times for us. I spend
a Jot of my leisure time reading, bird watching, stamp and coin collecting, doing figsaws, car-
poniry, painting, listening to radio, watching TV, swinming, playing chess, draughts, tennis and
table tennis. Another advantage is that we are not hadged in by a lot of silly rules and regula-
tions. We are also free from bullying big boys and from pressure 10 start bad habits like smok-
ing and dreg taking. We dress in comfortable, sensible clothes and do not have to wear some
ridicnlous uniform, nor do we have te play compulsory games. Again, we have home cooking
all the time.

When my mother started, a lot of people told her she was foolish because we would never
learn 1o mix, [ don't think this is true because, although I've always liked some time by myself.
my brother likes and has lots of friends with whom he goes to play and who come and play with
him . . . B was also said that we would grow up selfish: 1 hope we're not. About once a forinight
we have g stall in our front garden to aid Oxfam and have collected £4 25 3d so far this year. We
algp do a few odd jobs around the kouse. People also said Mother would find if too much. [ know
we get her down at times, but she sarvives and fooks, so people say, much younger than she is

The only disadvantage of the system to my mind is the diffierity of doing much advanced
practical work in science because of the amount of apparatus required.

1 think it wonld solve a lot of problems if more people followed onr system,
Frank (aged 12)

From Biishen, 1969,
Copyright © Penguin Books and contributors. Beprinted by permission af Pengnin Books [id.

Why I like to be taught at home

[ like to be taught 2t home because § get more atention. Por in a class there miay be 40 or more
children with only one person to teach them. Also if there are a lot of people in 2 cluss, each
ohild can get only a fraction of the teacher’s attention, Of course, not every pupil in a class
behaves as he or she should and the teacher has w0 sort out fights and squabbles and maks rules
43 0 how to behave.

All this wastes time that yvou could be leaming in. But wher you are at home, there is no-one
to fight with (zxcept your Mum), no-one to quoue with to get your books marked and find out
what your next bit of work is, 1 have found, especially in maths, that some people are stuck with
their sums and cannot get on without help from the teacher, It has taken me ten minutes stand-
ng wailing for my tum,

_Another thing is that it is more peaceful and quiet st home because even when everyone is
silent there is &(ill a sound which you are only aware of if you have heard real silence.
Sophia Howard {aged 10}
From Education Otherwise Newsletter, No. 8, December 1978, Reprinted by permission of
Sephia and Frances Howard, :
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HOW USEFUL ARE THE JUDGEMENTS OF PUPILS ABOUT SCHOGLING?

Beliefs about the usefulness of pupils’ judgement of schooling are pleniiful, whereas evi-
dence is not. Investigations into the characteristics of papil perceptions of schooling have
taken place in the USA. The most systematic attempts appear t¢ be those of Veldman and
Peck (1963). The conclusion they reached was that pupil perception of teaching perfor.
mance was reliable enough and valid enough in most aspects of classroom technique o be
warth considering as usefyl feedback to teachers about their performance, The generaf con-
clusion from the limited research available is that this holds pood for samples of British chil-
dren (Meighan, 1974a, 1977a) although there appear to be a few technical aspects of
performance, ¢.g. the effective use of questions and of teaching aids, where the perceptions
of pupils are less reliable. “Usefulness’, however, can be interpreted in other ways. Are the
perceptions useful ag feedback so that performance is improved? _

The impression of students who took part i research on pupils” perceptions was that i
did make a difference and that they did modify or attempt to modify their classroom tech-
nique because of things that children had drawn to their attention.

Another aspect of usefulness is whether the act of consultation affects relationships,
Some headteachers feared that it would Iead to a deterioration, but the students reported oth-
erwise. Several reported that they were less tense with the children concerned afterwards
and, in one case, a ‘difficult’ group simply ceased to be difffcult. Obstruction gave way o
cooperation, (o the surprise of both student and supervising teacher. The pupils appeared to
regard someone who consulied them and took their opinions seriously as being on their side,
Werthman (1963) reports some similar responses in his studies of delinguents in schools.

WHAT DO PUPILS SEE AS IDEAL?

There appears to be a high degree of consensus among pupils of ail ages about the ideal
teacher. The list of gualitics children wish to see in their teachers is extensive:

They should be understunding, the children say, and patient; should encourage and praise wher-
ever possible; should listen to their pupils and give thedr pupils a chancs to speak: should be
willing to have points made against them, be humble, kind, capable of informality and simply
pleasant; should share more activities with their children then they commonly de, and should
not expect all children to be always decile. They should have eonscience about the captive
natuce of their andience; should attempt to establish links with parents; should be punciyal for
lessons, enthusiastic within reason; should not desert 2 school lightly; should recognise the
imporiance t0 a child of being allowed to take the initiative in school wortk; and, above all,
should be warm and personal,

Blishen, 1969
Copyright © Penguin Books and contributors. Reprinted by permission of Penguin Books Lul.

Blishen goes on to say how the children saw clearly that these ‘new’ teachers could not oper-
ate easily in the present context of secondary schooling, and that widespread changes in the
organization of schools might be necessary,

The bad teacher, as defined by pupils, uses fear as a means of dominance, and is
extremely moody, miserable, indifferent and lazy. The study by Maizels (1970) shows a siny
ilar piciure. The unfavourable references to teachers in her study were overstrictness, having
favourites, being sarcastic, being moody and overemphasis on time-keeping. Only a fi
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weachers were remembered as kind, sincere, keeping their promises, reliable, pleasant, full

i jent and encouraging. .
o ?ﬁ:iﬁdﬁ-::;cher in the essays written on the theme of “The school that I'd like” {Blishen,

1969}, is found guilty of remoteness, Tack of sympathy ;::;; atia;hmlea; rtlg at;z;;a;;:;:ss i:g
: it i i hers & schools .
i1e to admit ignorance or uncexfainty. Such teac , s, an
Zailsie; s:hildreng:;xe Xind of relationship with teachers they wefe secking and expressing In
ir view of the ideal teacher. .
m’}re;:m are a central focus in children’s comments abont sci;ools,hl?;;; thec;;ii:;: t;z
i i . Blishen (1969} reports how catldren
which teachers operate is also of concern. Bl . : e o ixed
i hooling, The overwhelming majorty
on various other aspects of secondaty schooling \ O e com.
i . The buildings came in for considera g
schools and comprehensive schools lings cam g e lack of
i i nimaginative decoration, des '
ment: children were tired of square rooms, u Ject ool
i aminations were seen as a significant cause ;
common rooms for pupils. Examina on & ificant s 3 e dosired.
ing and distance in teachers, and alternatrec lorms s -
graei’i:cttlf homework, bells and religious education all reeewgd_ considerable scorn and aig‘n
natves ‘;'or some of these were suggested, For exampie, religious assembly and instrue

N . . .
were interpreted as a form of indocirination that represente;l ; fa?huie au; 3;;5&1:6 a::es:;; f:i%n
i i iti i er tha
ligions, philosophies and moralities. (It was Six years th ‘ s |

z::al: ;?afted 5@ propose a remedy for precisely this failure: British Hﬁmamgt Association,
1975} ’

The comments of the children
and intelligent alternatives to the status quo Were

were surprisingly sober and considered, Blishen com-

ptesented in most ¢ases.
menis.

DO PUPILS RECOGNIZE THE *HIDDEN’ CURRICULUM?

“The hidden curriculumn’ is & term used to refer to those aspects of learning m scé'(;:j'a tix:gt
are unofficial, unintentional or undeclared consequences of the way zeacﬁm;gx am\d ) s
are organized and performed in schools, A later cbapte{* looks at this coneep z;:.t o m g
Jackson (1971) uses the term to describe the u(zwﬂ“w;al three Rs —rugs, ?L;;n'n ond reg:
ulations — that pupils must lears in c;rder R}riumzﬁ ggzzi;(ﬁ;ﬁg a;i ?n Ei ;:cey f;f e
ts include the messages learnt from $ 35, :
m;:xii, the kind of knowle%iga implied by teaciaiy;g t.ecb.mques, ﬁh; cffe;ts giglf:ezz:f
usages of language and the sex roles projected by an institution. 'ﬂ: i ?fﬁg@gn n o
ticulum is closely linked with the notion of {abefimg processes and self- u g prop
cies, and one consequence may be the alienation of many pupils fmm l:&afmt;i.f Goffman’s
The responses of the children in the various smd:e? are often remap:scfn e
theory of total institutions {see Goffman, 1961}, in which he analyses in detal %immdiné
non-negotiable and non-consuitative namrj of many coptemporary institutions,
ies, _monasteries, hospitals and prisons. h .
mgafﬁisaa:i;?lsz ::iisaasb(}ut depcrzomlization, and this idea is also seen by 2 high school
pupil in the USA:

School is like roulette or something. You can’t just ask: Well, what's the ?mt!}i; i lzﬁif ;I:;
of itis to do it, to get through and get into college, But you have to TEURe H P T At
can't win, because the odds are alf on the house’s side. Tguessitsa latt} ¢ h}w ¢ temn and it
that way. The main thing is not to take it personal, to understand that it's just a syste
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treats you like the same way it treats everybody else,
mechanical, Our names get fed into it —
catch on and watch our siep,

like an engine or & machine or something
we get fed inta it - when we’re five vears old, and if we
it spits us out when we're 17 or 18, ready for college.

Cited in Silberman, 197]
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study by Blishen (1969) holds a little hope for the latter view, since pu.piisl in his sample,
mostly the articulate and the highest achievers, did ask for a more participative and consul-
tative relationship, and did ask for rather more than just ‘nice strict’,

The effect of “trading for grades’ gradually replacin
described by Becker (1968), and also by the boys in the School of Barbiana:

Day in and day out they study for marks, for reports and diplomas. Languages, sciences,
- everything hecomes purely pass marks. Behi
personal gain. The diploma means money .
twelve,

g all other educational activity id

history
nd those sheets of paper there is only a desire for
- you have to be a social climber at the age of

Letter to a teacher, 1970

The process of labelling and the consequence of alienation, for some pupils at least, are indi.
cated in 1be above comments from pupils. Some pupils are able to TECOgNizZe sGine aspech
of the hidden curriculum. The material quoted earlier from pupils being educated at home
shows an awareness of several other aspecly, including ‘denial, delay and Interruption’, key
ideas in Jackson's analysis of the hidden curriculum, as outlined in Chapter 6.

|

CONCLUSION

Nice Strict and Nasty Strict

Your strictness is not strict if you see what I mean). A nice strict,
Fourth year pupil

The research Roland Meighan condueted on pupils’
these two categories of ‘nice strict’ and ‘nasty strict’
of good and bad teachers given carlier. These findings disappoint at least two audiences in
education: the traditional transmission educationalists and the radical educationalists.

The traditional transmission educationalists tend to believe that pupiis should not be con-
sulted, are not competent to make judgements about schooling and will abuge any attempls
by teachers to gain their views, leading to poorer discipline, and they generally accept the
spirit of *you do not consult the clay about what kind of pot it wants to be', The findings that
pupils make sound judgements, and that relationships do not deteriorate but often improve, i
do not match these beliefs.

The radical educationalists tend to believe that there is a pool

in the consciousness of pupils, desires for democratic
tions:

views of teaching performance yielded
s and they accord with the descriptions

of uttapped radical desires
relationships and autonomous sitna-

Many of the papils of the future will niot accept, as many of us did and still do, the dictatoris!
methods of teachers who regard the classtooms as their own little despotic kingdoms.

Kohl, 1970

y authoritarian situation, the ‘nice strict’
autonomy and a democratic set of relationships, do not

The findings that most pupils ask for a more kind}
regime, rather than for participation,
nuatch these beliefs either,

In short, the research supports the
is just plain wrong,

proposition that the transmission view, as given above,
and that the radical view, as given above, is a delusion. However, the

*

§The View from the Girls

One serfous limitation of the studies to date is the habit of _putti;}g boys and girls together
and reporting the pupils’ view of schooling. However, the evidence ilhaz school may, to some
extent, present & different experience for girls has en}ergefi. Schoohng appears 1o be sxgm?-
icantly sex-typed, a theme explored in Chapter 25, Other differences, like social class, ethnic

origin and geographical region, are other important factors,

The Neglect of the Pupils’ Viewpoint

The reasons for the neglect of the pupils’ view may be related to the low.p,o.wer and status
of both child and pupil roles, as Calvert (1975) suggests. The existing definitions of, the sit-
uation appear to congider teaching as more important than learning, and thf: teas‘;hef‘ s activ-
ity as more central than the pupils’, despite the official rhetoric of educational writing anq
debate that makes claims for the pupils’ welfare as the central fogus, Calvert argues t%xai this
became clear after considering the politics of education. Every other group involved in e@u«
cation — teachers, administrators, planners, parents, employers — can obtain a bf:ttet hearing
for its point of view, through pressure groups or other channels, than can pupils. Moves to
establish pupil pressure groups and children’s rights are very recent, and often result in
highly emotionsl, if not hysterical, responses from senior educatx?x‘laizsts‘ '

Apart from the low status of both child and pupil reles, the writings about education are
produced largely for an audience of teachers, who have the problems of teachers as their
major precccupation. The studies of the pupils’ experiences themselves are mostly d‘;mct&d
at the teachers and their problems. Few books are written about schooling for pupils, the
Little Red Schoolbook being one exception, .

This emphasis on teachers’ views is reinforced by the apparent contradxctm‘ﬁ’ ﬁzat the
teacher needs the pupil more than the pupil needs the teacher. The feac}ler’s position is an
occupational one that requires some degree of commitment, since liveliboods are at siakf:.
The pupil has no cheice, and is not paid to pursue the role allotted, and many pupils remain
uncommitted and indifferent, obiaining self-zsteem in peer group and other actzv;hqs.
Successful performance of role can therefore be more imiportant fo a teacher than 1o a pu;?l}.

For these reasons the role of pupil tends to be defined by the tcacher, and the pupil’s
viewpoint neglected:

Because the teacher thus defined the pupil role, he tends to se¢ himself as the more decisive par-

tcipant in the performance, and thinks of the pupil’s role as more receptive than his own, Things

il, i he doctor to or for his
are done by the teacher 1o or for the pupil, just as things are done by the dc
patient; and the pupil, like the patient, is expected 10 conform to the expectation thus set up for

kim, Calvert, 1975

In this situation, sociological studies of the pupils’ view of schooling thaE are u_néer’taken
from perspectives other than the structural functionalist are likely to be disturbing and to
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yield the insights that radically question what was assumed about a familiar scene, thus pro-
ducing the ‘uncomimon sense’ referred to in the opening chapter.

SUMMARY

Although research on the point of view of pupils is limited, there emerges a considerable
degree of consensus in the general findings:

1. A larger number of primary school children tend to enjoy school, whereas secondary
school children tend to be less happy with their school experiences. More recent stud-
ies are showing that some groups of primary children find their experiences are not
enjoyable, e.g. four-year-olds in reception classes where there is a poor nursery educa-
tion and formal classes are introduced too early.

2. Both *successful’ and ‘unsuccessful’ pupils in secondary schools record dissatisfaction.
It is not just a reaction of the ‘failures’.

3. The dissatisfaction appears to be marked, and not a minor feature. Only the minority of
secondary schools appear to achieve even a pass mark in the eyes of the pupils.

4, The views of the pupils are not merely negative. They are sympathetic to the difficul-
ties of teachers. They are able to offer a wide range of constructive, and mostly feasi-
ble, alternatives.

3. The perceptions of pupils show high degrees of reliability and validity.

6. Pupils’ views about preferred teachers show a high degree of consensus, as do their
views of ‘bad’ teachers.

7. Pupils are able to recognize some aspects of the hidden curriculum and some of the
labelling processes, and record their feelings of alienation that resuit.

8. A structural functional view tends to dominate educational thinking, so investigations
of the pupils’ view are often seen as radical even when they are not.

9. The pupil’s layer of meaning is rarely known to teachers in any systematic way, so find-
ings are often disturbing and represent ‘uncommon sense’.

10. The pupils’ preference for *nice strict’ over ‘nasty strict’ disappoints the beliefs of both
transmission educationalists and radical educationalists.

11. The experience of schooling of girls may well differ from that of boys, therefore making
generalizations about the pupils’ view open to question.
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Discussion and Activities

L.

3.

One straightforward activity is a replication of the study by Blishen. Either write your own
account or ask some pupils to write their account of the school that they would like. The findings
in The School that I'd Like could be used as cue material in any preliminary discussion if you
think this is appropriate. Northamptonshire 1.LEA organized a consultation with pupils over the
curriculum. For an account, see Makins, V. (1984) 'Giving the Customers a Say’. Times
Educational Supplement, 23 November 1984,

An activity that might appeal to some readers is to research your own teaching style by getting a
class to write answers 10 questions about classroom performance. Here are the questions used in
previous research. (They could be extended or modified as thought fit.)

(A) Preparation:
(1) Do you think that my lessons are well prepared?
(2) Do the lessons have enough interest for you?
(3) Do you feel that I have organized everything well before the lessons start?
{(4) Do the lessons seem to have a pattern? {Or are they confusing?)
(B} Presentation:
(3) Do I speak clearly and use my voice well?
{6) Are my explanations and instructions clear?
(7) Do I use questions well?
{8) Do 1 use teaching aids well?
(C) Attitudes:
(9) Do I treat you fairly?
(10) Am I good humoured enough?
(11) Am I too harsh or too soft with anyone?
(12) Do I seem to be sympathetic with you?
(I} Class management:
(13) Am I strict enough or too strict with the class?
{(14) Is my organization of activities during the lesson sound?
{15) Are the start and end of lessons effective?
(16) Do I manage the time available well?

An account of the research appears in the British Journal of Teacher Education, Vol. 3, No. 2.

Note. Student teachers should make sure that their supervisors give clearance to this activity.
Client is an analogy. To what extent would other analogies help to describe the situation of pupils?
Suggestions: prisoners, partners, apprentices, slaves, conscripts, parishioners, One interesting ref-
erence might be Easthope, G. (1980) ‘Curricula are Social Processes’, in L. Barton et af, (eds),
Schooling, Ideology and the Curviculum, Lewes: Falmer Press.
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Chapter 3

Teachers as Victims?

The teacher is an absent presence in the discourses of education policy.
Ball, 1993, p, 108

INTRODUCTION

Description and analysis in human affairs often proceed by the use of analogies. Sociclogists
use a variety of these in their work. Each analogy presents possibilities of clarification as
well as problems of distortion. The analogy of teacher as victim stresses the possibility of
constraint, of limited choices, of imposed conditions of work. The distortions produced by
the idea of victim include the possible conclusions that teachers are helpless victims, that
constraints do not change and that limited choices are equivalent to no choices. An analysis

taking the idea of teacher as victim takes up most of this chapler, and these distortions need
to be borne in mind.

ANALOGIES OF THE TEACHER'S SITUATION

Roie

A common analegy in sociological writings about teachers is that of role. In common with
many sociological analogies, it is derived from drama. Some analyses of this kind proceed
by listing alternative roles and describing the content of each. Two basic sets of roles are
often proposed, one concerned with the activities of instruction and evaluation and the other
concerned with maintaining control and generally creating the conditions for learning to

take place (see Hoyle, 1969). These two main roles may be broken down into sub-roles, and
Hoyle gives a list of examples that include:

Representative of society: inculcates moral precepts.

Judge: gives marks and ratings.

Resource: possesses knowledge and skills.

Helper: provides guidance on pupils” difficulties.

Referee; settles disputes among pupils.

Detective: discovers rule breakers.

Object of identification: possesses traits which pupils may imitate.
Ego-supporter: helps pupils to develop confidence in themselves.

fo S oh b B B
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Another use of role theory stresses the process of performing a role with the flexibility of
conduct that is required, and the complexity of mattaging impressions in public (see
Hargreaves, 1972), This approach is often referred 10 as dramaturgical, and the writings of
Goffman provide many examples. In this analogy, social life is seen as an elaborate form of
drama, requiring that people project a convincing image of themselves to their andiences.
Therefore, a key 1dea here is that of the presentation of self, which is indeed the title of one
of Goffman’s books. But this analogy, too, has limitations. The teacher lacks a well devel-
oped script and has an unchanging audience, whereas actors in theatres commonly have both
a full script and a succession of new audiences.

Cultural Worker

An analogy from the world of work is that of cultural worker. The worker is envisaged as
someone who works to the designs of others: the bricklayer follows the architect’s plan, the
car assembler works to the specification of the designers and the navvy moves earth accord-
ing to the maps produced by others, The cultural workers, whether they be teachers, jour-
nalists, artisis or civil servants, are seen as people who reproduce culture in the form of
language, values, attitudes, images, rules and information. They are seen as perpetuators
rather than innovators, and their task is to reproduce the cultural apparatus to the design of
others. C. Wright Mills argues that the cultural apparatus is composed of all the organiza-
tions in which artistic, intellectual or scientific work goes on, and therefore involves a com-
plex set of institutions, including schools, theatres, newspapers, studics, laboratories,
museums and magazines. He sces a strong likelihood that cultural workers will be in coop-

eration with the ruling group not least becanse of the prestige that this ensures, Association
with authority lends increased importance to the work.

This analogy of culiural worker has limitations when applied to teachers. Not least of
these is overgeneralization. Some teachers innovate, some marginally, some more radically:
some change does occur from within schools. The autonomy of teachers may be overstated,
but it can also be understated, and an analogy interpreting teaching as solely technical, as
the activity of a cultural worker and nothing more, runs this risk. A further limitation is that
the analogy of cultural worker may distract attention from the contradictions of the teaching |
task; ¢.g. teachers are expected both to preserve the cultural status quo and to produce inno-
vators who will develop new technologies, new industries, new sources of wealth and other

fresh cultural ideas.

Other Analogies

The analogies of teacher as victim, the role of the teacher and teacher as cultural worker do
not exhaust the possibitities. Other analogies that occur in sociological and educational writ-
ings from time to time include the teacher as a control agent, acting as a kind of police offi--
cer or prison officer. Other analogies may stress the manipulative task of teaching, seeing,
teachers as technicians of an educational production line, or potters mouiding human mate-
rial, or gardeners tending young human stock. An alternative occupational comparison if'.-

that of a profession.
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THE TEACHER AS VICTIM
School Buildings

Kohl reports how teachers in his serninars drew or wrote about school. The drawings were
dominated by boxes representing rooms, papers, books, tables and buildings. Memories of
school were predominantly rectangular,

1t is no accident that spatial memories are strong. The placement of objects in space is not arbi-

trary and rooms represent in physical form the spirit and souls of places and instifutions. A

teacher’s room tells us something about who he is and a great deal about what he is doing.
Kobhi, 1970

The spaces provided by architects tend to be permanent and may well outlast the beliefs
about education that undetpinned the design instruction. To an incoming teacher, the
arrangement of rooms, corridors, furniture, display areas and specialized facilities, e.g. a
library or a hall, is of interest in at least three ways:

1. It suggests possibilities and opportunities for teaching and learning.

It places constraints on what can happen for whatever spatial layout is met; some teach-
ing and learning possibilities are eliminated or made very difficult.

3. It implies an ideology of education, i.e. a pattern of assumptions about knowledge,
teaching, learning, relationships, organization, assessment and resources. One such pat-
tern might be that school knowledge is best regarded as different subjects, that teaching
15 essentially instructing, that learning is essentially absorbing the information and ideas

of the teacher, that relationships are authoritarian, that organization is into groups of -

about 30 learners called a class, that assessment is the judging of written end-products
and that appropriate resources are books, writien by teacher-commentators, called text-
books. A building designed with these assumptions in mind presents problems to an
incoming teacher who does not accept one of these propositions and severe difficulties

to one who rejects the whole set. One interesting account of how a teacher dealt with |

his ‘open’ ideology of education in a ‘closed” building and situation is Koh!'s The Open

Classroom but, for the most part, teachers can be seen as victims of the building design. 3

The Headteacher

Headteachers may be regarded. as victims too: they receive a building, usually handed on

from predecessors, They also receive, without much power of negotiation, many of the other .
features listed later, e.g. the external examination system. In C. Wright Mills’s analogy, the
headteachers are the foremen cultural workers, controlling those in their charge to some.
extent, but in turn controlled by others. However, in exercising their control over the par-
ticular schools in their charge, they have power to vary the regimes in various ways, €.g. by

keeping power, by delegating or by democratizing.

Some strong clues may be present in the headteacher’s room layout, although these aré,
of course, only clues, and not conclusive evidence. In a democratized regime the head-
teacher may not even have a room, if the decision of the school senate was that no room Wi
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changes difficult to implement and usually taking several years to phase in.
Therefore, in the area of the curriculum alone, the teacher may be presented with a wide
range of ready-made practices within the external confines of the National Cutriculum, with

the expectation that they will be perpetuated. The analogy of the incoming teacher as a
victim of circumstances therefore begins to gain plausibility.

Assessment

In Chapter 13, the wide range of possibilities in assessment is outlined and the frequent
selection of certain kinds of assessment of a [imited nature is indicated. The incoming
teacher to a primary school may not believe in giving marks of a norm referencing kind,
where pupils are compared with one another in performance, but may prefer to mark pupils
against their own personal performance on a 1-3 system, where 1 means worse than the
pupil’s last work, 2 is as good as the last effort and 3 is an improvement on the previous per-
formance., Yet the end-of-session report may insist on class positions because that is the
assessment system operating throughout the school.

The system of assessing reading progress against a set reading scheme may be preferred
to a teaching and assessment programme based on children’s conversations and the writing
of their own reading books and materials.

In a secondary school, an incoming teacher may not believe in the norm-referenced
system of automatically failing a set percentage of pupils, but nevertheless may be required
to prepare the classes for an external examination based on just such a ‘rationing of success’
assumption, -

Teachers are now legally bound to undertake two kinds of assessments in both primary
and secondary schools. One kind of agsessment is known as teacher assessment, is based on
the teacher’s knowledge of the children and their work and is quite often described as for-
mative assessment. This kind of assessment is usually based on long-term knowledge of
what a child is capable of and is a continyous assessment which provides the teacher with
information about the child’s strengths and weaknesses. The second type of assessment can
be described as summative, where the child undergoes a test or task which is given a score
and which can be used to measure the child’s progress against other children, In the UK, all
schools are sent Standardized Assessment Tests (SATs) and all children are assessed in this
way at ages 7, 11, 14 and 16 years, School test results are published in ‘league tables’ nation-
ally and are available to the public.

Resources Available

The incoming teacher may find that the school has a fully operational resources centre with
well developed retrieval, storage and indexing facilities for muitimedia resources, a repro-
graphic system and an equipment store with booking facilities. However, the teacher con-
cemed may not believe in such a ‘luxury’ approach, preferring a ‘no-nonsense,
extbook-based system'. Alternatively, a teacher trained to use a resources centre may
éncounter a schoo! with stockrooms filled only with textbooks.

In aless extreme situation, it may be that the range of resources is more limited than a
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particular teacher might wish: the carefully accumulated overhead projector transparencies
may prove useless if the school has no suitable equipment. Or the reading scheme used by
the school may be just the one the teacher has come to regard as a hindrance. Or, if the
school has modern maths textbooks whereas the teacher trusts only traditional maths, the
resources presented create problems. The possibilities of a mismatch between the kit of
resources awaiting teachers and their personal preferences are considerable. In all cases the
teacher has to accept, for some time at least, the resources based on decisions made by
others and become, in some cases, an unwilling victim of circumstances.

Teaching Methods

The resources available imply a pedagogy: these teaching methods may also present prob-
lems of a mismatch between the school’s existing recipes and the incoming teacher’s beliefs
and preferences. Thus a teacher who believes in having a class of children working from a
standard textbook may be alarmed to find that the stock cupboard contains sets of five or six
textbooks of varying kinds because the previous teacher believed in a groupwork system
where pupils compared several textbooks in a research-based pedagogy. One of the writers
had such an experience when this approach was so foreign to the views of the incoming
teacher that he concluded that the pupils had stolen from the full sets available until only a
small number of each remained.

Teachers who are used 10 an interpretation theory of teaching, which stresses dialogue
with pupils, discussion and research-based written work, may encounter a school that has a
transmission view, which stresses listening to the teacher and taking dictated notes. The
pupils may quickly tell the teacher what they have learnt — that ‘real” work is not discussion

or research, but taking down notes from an ‘expert’ teacher. An increase in the content of
what is to be taught through the National Curriculum is also likely to encourage more didac-
tic methods of teaching.

B e

Expectations of the Clients

The analogy of client presents problems in the case of teaching. Teachers appear to have
multiple clients, including parents, employers and the pupils themselves. In addition, there ~
are other sets of expectations to be considered: the headteacher’s, those of colleagues, and
those of inspectors from the local education authority and the Department for Education and
Employment. (A student on teaching practice also has the tutor to consider.) The initial allo-
cation of clients is not within a teacher’s control. Like priests and prostitutes, they have little
say in whom they serve. ,
As was indicated previously (Chapter 2), the expectations of pupils show a high degree
of consensus: the ‘nice strict’ teacher is preferred to the ‘nasty strict’ teacher. In the cases of
parents and of employers, there appears to be less consistency. For example, it is commonly
asserted that the basic requirements of employers as regards maths and English are not being
met, yet studies of employers’ wishes show only limited agreement on these basic require- .
ments (see Fitzgerald, 1976). ‘ E
Whatever the particular features of these varying expectations of parents, pupils and:
employers, as well as the other people involved, they confront the incoming teacher, and the

expectation is usually that they be accepted and accommodated.
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Discussion and Activities

1. The analogy of scripts was introduced in this chapter. Give an account of teacher behaviour using
this idea. Are teachers both actors and scriptwriters?

2. Describe your teaching practice in terms of the teacher as victim, or interview someone who has
just experienced a final teaching practice.

3. Is the analogy of victim more applicable to secondary school teachers than the primary school sit-
uation?

Signposts

1. Conflict theory

From a conflict theory point of view, professions can be seen as interest groups protecting their mem-
bers’ privileges rather than as groups operating a service-to-others ethic. A source on this approach is

Tohnson, T.J. (1972) Professions and Power, London: Macmillan. See also Lawn, M. (ed.) (1985) The
Politics of Teacher Unionism, Beckenham: Croom Helm.

2. Bureaucratic settings

The traditional image of a professional is that of a person working alone to an ethical code of the occu-
pation. What are the consequences of having professionals working in large bureaucratic organizations
with rule systems and hierarchies with chains of command? A starting point is Ozga, J. and Lawn, M.
(1981) Teachers, Professionalism and Class: A Study of Organized Teachers, Lewes: Falmer Press.

3. Influence systems

What influences teachers most? And what has least effect? One study is Taylor, PH.T. et al. (1974)
Purpose, Power and Constraint in the Primary School Curriculum, London: Macmillan.

4. Change

What changes in the activity of teachers can be expected? Several writers have addressed this issue,

&g Wr:.tgg, T. (1984) ‘Education for the Twenty-First Century’, in C. Harber er af. (eds), Alternative
Educationgy Futures, London: Holt, Rinehart and Winston.
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Chapter 4

Parents as Educators?

A partrership between teachers and parents: ‘o working velationship that is char-
acterised by a shared sense of purpose, muual respect and the willingness to nego-
tiate. This implies a sharing of information, responsibility, skills, decision-making
and accountability’,

Gillian Pugh and Erica De’ Ath, 1989

INTRODUCTION

The concept of layers of meaning links the chapters of this fitst section, It draws to our atten-
tion the notion that there is no one agreed or true picture of a coraplex institution like a
school. From the pupils” perspective, school fooks different from either the teachers’ or the
parents’ viewpoints. Moreover, each layer of meaning is segmented, e.g. teachers vary in
their ideclogies of education, parents vary in their social class identities and pupils vary in
their interpretations of the experience of schooling, Each layer of meaning lums out to be a
rather Ioose identity that accrues to the participants initially by force of circumstance — that
of being a five-year-old child in the UK rather than any other European country, or that of
being appointed to the staff of a particular school at a particular era, or that of a parent living
in a particular caichment area under g given political administration.

‘SUCCESSFUL PARENTS

The report of the Plowden Committee (1967), Children and Their Primary Schools, con-
fitmed the findings of research studies undertaken in the previous twenty years or so that
there was a statistically significant association berween parental interest and encouragement
of their children at school and educationa! performance in academic tasks. Whether perfor-
Mance was better wiiere patents encourage or whether parents encourage where performance
18 notable was not clear. (Statistical associations are, after all, only clues: there i8 a high cor-
relation between bed and death since so many people die there. From this it does not follow
that bed is so dangerous that it should be avoided.) The committee gave the interpretation that
1 wag very likely a matter of continuous interaction rather than a one-way causal effect.

. The nature of such parental interest is not necessarily kindly, Musgrove (1966}, summa-
Rzing tesearch on the 'good’ home as regards acadernic success, proposed that it was small
22d had ambitious parents, that the father was at least a skilled manual wotker and, in the
“8se of 2 working-class home, that the mother would have middie-class origins. (The prob-

5 issociated with such a general social class dichotomy are taken up in a later chapter.)
father could be ineffectual or even feckless but one parent has to be demanding as
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regards school attainment. Musgrove concludes:

Relationships in the home are emotionally bleak. The family is unstable and has moved often;
the mother goes out to work. The children grow vp to be tather withdrawn and solitary, consci-
entious and given 1o seli-blame. They are ‘good grammar school material’,

In the view of Musgrove this does not present too attractive a picture: ruthless, demanding
relationships lacking in warmth, and & view that happiness is almost an irvelevance, lead him
to observe that

Neither humanity nor common sense seem fo pay the highest dividends in the education system
and social order which we have devised.

The American writer Eldridge Cleaver proposes that gither you are part of the problem or
you are part of the solution. Parents, homes and families are often presented to teschers in
iraining as part of the problem, and this view tends to be confirmed by the behaviour and
attitudes of experienced teachers. The process involved is identified in a study by Sharp and
Green (1975). Much of the information about parents and homes is gained sscond-hand and
then filtered through the concept of a ‘good parent”,

in recent years we have been led to believe that the government is increasingly concerned
to foster parental choice and participation in the process of children’s education. This con-
cern has largely been manifested through the 1988 Education Reform Act. Parents have, in
line with market philosophy, more “choice’ in selecting the schoo! that their child attends
and a right to regular reports on academic achievement, In response to a perceived failure
of schools to inferm and involve parents, the government has issued a parents” charter out-
Lining the rights that parents have been given.

‘GOOLY AND ‘BAD' PARENTS

In the study of primary schooling by Sharp and Green, four key dimensions of the *good
parent’ role, as defined by the school, were identified,

1. The good parent needs to be knowledgeable about the way the school operates and its
ideology of education.

2. There must be a strong interest in the education of their children and a motivation for
them to succeed.

3, The parent has to be capable of cucing into the teachers” interpretation schetmes, in par-
ticular the teachers’ definition of ‘the good parent’.

4. The parent has to be good at impression management and must be both willing and able
to play up to the teachers’ view of the “good parent’.

The more any of these dimensions is missing, Sharp and Green proposed, the more likely it
is that the relattonship with the school will become negative and the label of *bad parent’
become affixed.

In the case of the first dimeusion of knowledgeability, the gathering of relisble informa-
tion is not always an easy task, Visits to school-organized meetings. gleaning impressions
from children, clues from the work brought home, talking with other parents — these were
some of the methods avallable, Parents can occupy various stages of confusion about the
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school as a result; the more confused a parent, the less likely it was that dialogues with
gchool staff would proceed smoothly and unambiguousiy. The variation among teachers
regarding ideologies of education outlined in the previous chapter increases the difficulty of
the fask.

As regards the second dimension, there were diffcrences among the parents as to their
view of education. Almost all those in the Sharp and Green study registered interest but of
different kinds. All appeared to regard reading, writing and numerscy as important, some
supported a broader conception of education that valued an extended curriculum of creative
and artistic activities, provided the three Rs were dealt with, and a minority had the personal
happiness of their children as the top priority above instrumental concerns. Because of these
variations, some parents would connect with the teachers' view in piay ia a particular school
more than others, Parents’ interest relates to their particular view of education and how well
they think the school actually works for and schieves this. Interest is developed in interac-
tion between homes and schools, not a fixed trait possessed or not possessed at the outset,
The allegiances of various groups of parents are there to be won or lost,

Reading the teachers’ view of a ‘good parent’ was the crucial part of the third dimension
of the task before the parents. Sharp and Green concluded that this required a stance of def-
erence to the teachers' claim of superior knowledge, expertise and compeience, trust in the
teachers’ judgement and support for the teachers” definition of the situation. Parents vary in
their effectiveness in this activity. Some are vnsuccessful in the initial collecting of infor-
mation about the school, and misinterpretation results. Others may read the ideology of edu-
cation of teachers and reject it, and so refuse to give the required deference. They fail in the
fourth dimension of playing up to the teachers’ definition of the *good parent’. Through
impression management the good parent convinces the teachers that he or she is in unison
with them. *Good parents’ do not actually have to be knowledgeable about the school or
really interested in the education provided, or genuinely defer to the teachers. They only
have to convince the feachers by their role playing skills that thiz is the case, Functional
hypoctisy is sufficient and necessary, since if the parents actually did no more than really
leave everything to the activity of the teachers, then their children would be at risk, Not that
the impression management is one-sided, however, since teachers are involved in elaborate
pretensions fhat all 1s well with the school in parents’ evenings and school reports.

The successful parenis, in terms of having their children successful at school, avoid the
label of interferers while actually interfering persistently. They pretend to meet the delini-
tion of *good parent’ by not interfering, by not teaching their children at home, by not help-
ing them to read, write and develop numeracy, while they actually do all these things and
also teach their children to act discreetly at school by not letting on,

There are illustrations of the irony of heman action here. If the parents did follow the
teachers’ definition of *good parent’, their children would be less likely to succeed, A fur-
ther irony is that the school staff think they, by their teaching, make the difference in dovel-
oping children well or otherwise, whereas Sharp and Green argue that the crucial factor i
the activity or lack of it en the part of the parents — how good they are ay behind-the-scenes
educators, There is more irony yet:

Additional irony — those peremts who are most in favour at the school are usually those who,
amongst other things, appear by their actions in consistently teaching their children to read etc.,

most critical of it
Sharp and Green, 1975
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One of the features that connects here is that of social class. If we ignore for the moment
the problems of oversimplification implicit in the division into middle class (white-collar
occupations) and working class (blue-collar occupations), we can take up a point that Sharp
and Green make that middle-class parents are more likely to have the impression-manage-
ment skills since they are in the repertoire of so many white-collar occupations, ranging
from lawyers, who have to pretend that they believe a client to be guiltless, to a bank clerk,
who has to fake pleasantness to obnoxious customers,

Part of the explanation for this state of affairs is political. In the schooling system in the
UK, parents have had relatively little power. Even those happy with a school did not set the
terms of the bargain, but accepted them and manipulated them to their advantage, And if the
parents are to some extent victims of the schools, pupils can be victims of both, being
required to please teachers and please parents within a complex network of impression man-
agement which: ‘may depend as much on mutual deception and misunderstanding as on a
genuine communality of meaning’ (Sharp and Green, 1975).

ALTERNATIVE VIEWS OF THE ‘GOOD PARENT’

Alternative views of the role of good parent exist. One teacher in a reading workshop pro-
ject that involved parents as educational helpers comments on the progress of a particular
child: '

He’s come on in leaps and bounds. He's very confident. I'm surprised at how he’s come on — I
couldn’t have done it without his mum - it’s a reading workshop success. .
‘Weinburger, 1983

The definition of ‘good parent’ can vary with country. The Home School Movement, as a
voluntary organization, occupies & modest place in the Swedish schooling system, but its
goals are widely accepted: that the care of children is everyone’s business; that homes,
schools and society should work together to create a safe and enriching environment for
growing up; that all people concerned strengthen their sense of community and find
common interest in their local school and the immediate environment, Parents are encour-
aged, in the words of their brochure, to do the following:

*  Care about the everyday work in the class; visit the class, take part in the child’s work
and the teaching materials, talk about school with them, read books and watch TV
together.

*  Contact the teachers and other personnel in the school when you feel it is necessary.
Attend private conferences and class meetings.

*  Get in on preparations for and the execution of activities such as field trips, project work
and encampments, etc,

*  Take care of the class if the teacher must be away temporarily during the school day.

*  Volunteer to come to class, when it is appropriate, and tell about your job or something
else that interests you. )

*  Get to know your own child’s friends and their parents, meet them in your free time, at
home or outdoors, children and adults together,

*  Help out if your child’s friends or their parents are having difficulties just now.
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« Have the students present when class meetings are planned and held.

+  Whenever you are in class think of things which can be improved upon or what ways
we parents and students could help.

+  Volunteer yourself as a leader for children’s and teenagers’ free time activities,

+ Try to get your colleagues at work to be interested in the school.

That several of these ideas would usually get a defensive reaction from most school teach-
ers in the UK is perhaps some measure of the differences in the dominant educational vision
between the two countries.

PARENTS’ CURRENT ACTIVITY AS TEACHERS

The title of this chapter implies that parents may increasingly come to be seen as having a
teaching role, but this proposition disguises the characteristics of the current situation and
obscures the range of existing parental activity. This existing activity is of several kinds.

Pre-school Activity

The education of children for the first five years of their lives is largely in the hands of par-
ents. Pre-school educators have tended to develop a policy of working in partnership with
parents rather than being in loco parentis. Pre-school education of this kind, including pre-
school enrichment projects and play group schemes, does not assume that patents are auto-
matically competent teachers, but that given support, advice and guidance, they frequently
become so.

One project that indicates the possibilities has been developed in Sandwell in the West
Midlands. The Child Psychology Service, directed by T.A. Kelly, established a parentat
involvement in a primary education project to help parents to increase their skills in helping
the development of their young children. Sixteen schools were involved with a staff of four
specially trained teachers whose task was to visit the homes of parents. These parents had
older children in school who had been identified by a testing programme as failing to real-
ize their potential and who also had younger siblings presumed to be equally at risk. The
visits occurred weekly over a long period of time, up to five years in some cases, and
attempted to establish relationships of mutual trust, to take equipment and toys and to pro-
vide advice, guidance and discussion about the pre-school education of the young children
concerned. The results have proved encouraging, in that most of the children involved have
produced higher test results than the ‘contact’ child when admitted to school. There have
also been reported improvements in the learning attitudes and achievement of most of the
‘contact’ children as well (Stevens, 1984).

Families that had previously been overwhelmed with difficulties have discovered new
resources within themselves to improve, to maintain their improvement and finally to cope
independently. The relationship built up over time with the mothers, and also fathers (since
unemployment is high in the area), through the weekly visit is seen as a crucial factor:

These mothers, many of whom have given up in most areas of their lives, who constantly under-
achieve because they have no self-respect or motivation, now find themselves in a situation
where:
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(a) Someone offers them a way to achieve.

(b) Offers them motivation,

(c) Offers them example — friendship, support, but never interference.

(d) Offers them praise when they succeed and further encouragement when they fail.

{e) Offers them consistency and an element of order and routine in which to operate (one
weekly visit — same time — same day, etc.). Shows them that somebody cares very much
what happens to them and their family. .

() Is often able to liaise on their behalf with other professional agencies with whom previou
contact might have been inhibited or inadequate.

(2) On a more material level, is in a situation to help with distribution of appropriate clothing
and furniture — prams, cots, etc., between the network of families visited who all require
certain material equipment at different stages of their child’s development and then find it

convenient to pass on or swap.
Stevens, 1984

Similar findings are recorded in a larger project based in Coventry and based on the
Community Education Development Centre (Widlake and Maclecd, 1984). Encouraging
parents, mostly from working-class backgrounds, to help with reading, language activities
and other support raised standards, as the testing programme clearly demonstrated.

Projects Involving Parents as Teachers

It is an interesting question as to why only a few educators seem to regard parents as a
resource. A common factor in conversations I have had with such educators is that they are
both parents and teachers and have observed many limitations in what schools were achiev-
ing with their own children. They therefore devised strategies to remedy these limitations.
It is then but a short step to advising other parents who are friends but not teachers and an
even shorter step to seeing scope in the idea generally.

Sociological research findings related to social class play a part here. Studies of the supe-
rior formal school achievements of the middle classes have indicated that the home support
given to children varies in technigue rather than in motive (Jones, 1966). In both the middle
classes as a whole and the working classes as a whole, the range of motives is rather similar.
The majority desire that their children succeed at school, while another group is ambiguous
in outlook and a small number rather opposed to school, The middle-class parents, some of
whom are teachers anyway, are able to turn their desire into reality by appropriate techriques
and by displaying the confidence to carry off the surreptitious teaching of reading, writing
and arithmetic referred to earlier, as well as exploiting holidays, weekends and television
viewing as sources of general knowledge and discussion. One of the achievements of the play
group movement has been to pass on techniques to parents who previously lacked them.

In the USA the work of Dorothy Rich has been notable for using parents as teachers
(Cookson, 1979). Her experience fits the profile outlined above. Her home learning meth-
ods evolved as she brought up her own daughters, and she introduced them into her teach-
ing training activities at Trinity College, Washington. Out of this experience she developed
the Home and School Institute. For some twenty-five years now she has run workshops and
courses, producing written advice notes on specific techniques or ‘recipes’ that give parents
clear straightforward instructions for using domestic items {e.g. refuse), and experiences,
such as visits to the supermarket, to help children to acquire and develop skills in reading,
writing and arithmetic, as well as other learning habits.
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Many middle-class parents recognized these ‘recipes’ as things they were already doing
but could improve. They were welcomed by many working-class parents as being the miss-
ing techniques they were in need of. To try to cope with the anticipated and actual hostility
of many teachers, the ‘recipes’ concentrated on items and experiences more likely to be
found associated with homes than with schools, so as to maintain 2 demarcation line: par-
ents were to be seen as complementing rather than rivalling the school.

Some schools in the USA have adopted the Rich ‘recipes’ in a variety of ways (Cookson,
1979). One use is in remedial teaching. Thus, at Damascus Elementary School in Maryland,
parents with children having learning difficulties were persuaded to work with the recipes
at home for four nights a week for a year. The wary parents found that the results paid off,
since nine out of thirteen children avoided the repetition of the first-grade year that had been
envisaged for them. '

The remedial aspects have also been the subject of a project in Birmingham in Britain,
Glynn (1980) introduced a remedial reading tutoring programme to the parents of four ten-
year-old boys with reading problems. Marked improvements in the boys’ reading skills as
well as in the parents’ skills of helping were recorded over as short a period as three months.
Glynn had developed his ideas in New Zealand schools and the project results in the UK
confirm the successes he had recorded in Auckland. Work by Hewison and Tizard (1980) in
the UK has shown similar results.

The idea of involving parents in children’s reading has been increasingly welcomed in the
case of UK primary schools. The Haringey Project based on an inner-city area in London
was monitored by Tizard et al. (1982). Hewison concludes that the project: ‘demonstrated
that most parents are willing as well as able to help their children with reading’, and that as
a result the children concerned benefited compared with children lacking such help (see also
Griffiths and Hamilton, 1985).

The Belfield Project, Rochdale, shows similar results (Wilby, 1981). The Fox Hill
Reading Workshop, Sheffield, is the subject of another report (Weinburger, 1983), and apart
from confirming the findings of the other projects, it demonstrated how both teachers and
parents learnt from the experience. A parent commented that ‘I understand better what a
teacher has to cope with having to teach children’, and a teacher approving of the work of
the parents states, ‘They could have done all this before, but we didn’t know’. In all the pro-
jects the reading standards are shown to improve.

In the case of children defined as having special educational needs, the Portage Scheme,
first set up in Wisconsin, USA, in 1969, set out to teach parents to teach their children at
home with the aid of a home-visiting teacher. The Portage Scheme has been adopted at
Winchester and South Glamorgan in Britain, and the conclusion is that this approach has
helped parents to be effective in teaching their children with disabilities in using an agreed
system and to record the progress made:

The Portage model recognises that children gain most from education when parents are closely
involved in the teaching. Until now professionals trying to help severely handicapped children
have often looked for service improvements outside the home, e.g. smaller classes, purpose-
built centres, increasingly complicated teaching aids and teaching methods, etc. Perhaps the
most valuable resource of all has been left at home preparing tea for a returning child!
Cameron, 1984

Another project that ignored the demarcation line between home and school was the
Parkway Programme, Philadelphia, where, among various radical aspects, only half the
teaching was undertaken by teaching staff. The other teaching was performed by members
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of the community, many of them parents, who were recruited to match the declared interests
of the students. Thus student requests to study psychology might lead to the recruitment of
a local psychologist willing to take the class. This procedure of drawing course teachers
from non-teacher trained members of the community is commonplace in further education
and evening institutes but rare in schools.

One project with nearly a hundred vears’ experience of parents as educators is the World-
Wide Education Service (WES) of the Parcats’ National Education Unjon, which was
founded in the 1880s by Charloite Mason, WES has concentrated on helping expatriate fam-
ilies in about a hundred countries to educate their children as an alternative to sending them
to boarding school, but it also makes its service available to parents educating their children
at home in the UK. The WES system provides guidance and training for the parents as an
integral part of the course. One former WES pupil became chairperson of the Birmingham
Education Commitiee and ultimately MP for Handsworth, Birmingham {see Boulter, 1984},

Education Otherwise

The role of parents as educators becomes total where they decide to take up their option in
law to educate ‘otherwise than at school’. The organization Education Otherwise was set up
in 1977 as a mutual aid venture by the small minority of pareats who had decided to under-
take home-based education,

The equivalent organization in the USA, Growing Without Schooling, was set up at about
the same fime. The motives of some of these parents were based on genuinely held and artic-
ulated principles and their reaction to what they saw as some harmiul effects of mass school-
ing as documented in the writings of the so-called ‘deschoolers” and, more recently, in
Hemming’s (1980) work. Howover, the majority appear to be simply desperate because their
children are so unhappy at school, or are achieving litfle, or are both unhappy and achiev-
ing little {Meighan, 1984), The menbers of the non-achieving group often express a desire
for links with local schools in some cooperative partnership or flexischooling arrangement.
Although this has happened in parts of the USA, few cases of British schools agreeing to
this are known to the writer. Polarization is forced on such parents by LEAs that insist on
either school or home education, but allow no cooperative partrerships. The nearest arrange-
ment to a cooperative partnership that has been established so far appears to be that of super-
vision by the horee wition section of an LEA.

Parents who survive the various inquisitions of the school, the LEA inspectors and the
School Psychological Service usually find the ontcome is worth it. The success that can be
achieved under a home-based scheme so startled one journalist that he wrote a book about
one family’s experiences (Deakin, 1973). My own research into Midland families has led
me to the firm conclusion that the extreme suspicion, overzealous attention and often naked
hostility of some LEA officials is unwarranted, disreputable and a misuse of public money.
One Midland LEA used large sums of public money to pay a barrister in a magisirates’ court
hearing that resulted in an absolute discharge for the family.

PARENTS IN A CHANGING SOCIETY

There are a number of recent changes in the social context that have implications for edu-
cation in general, and the potential development of parents as teachers in particular, not least
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because of the learning resources located in increasing sumbers of homes. The credibility
of parents as educms has increased as a variety of educational initiatives and projects have
demonstrated positive ouicomes to adopting varicus degrees of parental partnership.

Communication and Information Systems

It is no longer necessary to speculate about information systems since the television com-
panies h‘avc already established CEEFAX and ORACLE, and these forms of teletext are
already in use in many hories and are a familiar sight in the windows of TV reatal shops, If
the take-up of these services is as rapid as in the cases of radio, television and then colour
television, over 90 per cent of homes will have them in the next five years or so. The BT
system, PRESTEL, is also available. Personal computers with multimedia capabilities are
now being purchased for home use, The likely picture that emerges is of most homes grad-
pally l?eing equipped as sophisticated information retrieval centres, while schools, under
financial pressures caused by cuts in government expenditure, g0 short of texthbooks.

Knowledge Explosion

It is estimated that knowledge is expanding at the rate of a doubling in quantity every ten
years. Some of this new knowledge renders existing knowledge inadequate, inaccurate or
out of date, or all three. Schools depend on teachiers who are now taking up to four years to
train, and o books that take two or three years to produce and then need 2 sales run of 2ev-
eral years to be commercially viable. Therefore, the basic sources of information tsed in
schools easily become inadequate. Homes are less susceptible to such obsolescence since
they have regular access to television and, increasingly, access to the information retrieval
systems listed above.

Television

Pupils can quickly become aware of the gap between school knowledge and contemporary
kna}viedge by viewing the latest TV documentary and news programmes. Schools are ill-
equipped to cope, for few have more than limited TV and video facilities and some have
none. In this situation, TV viewed at home becomes an alternative source of culture, infor-
mation and education. In providing more up-to-date information, the home can become a
competitive rather than a complementary source of culture.

Work, the Econemy and Schooling

The collapse of work as a dominant activity in modern industrial societies is widely fore-
cast, With UK current unemployment figures of over three million, the forecasters are prov-
ing themselves correct in predicting the trend, Jenkins and Sherman {1979 demonstrated
how the trend towards large-scale unemployment was evident before the advent of micro-
processor technology, which is having the effect of escalating the trend rather than actually
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causing it. They conclude that education for leisure is a top priority in this situation.

The reaction of educationalists has been ostrich-like. The current fashion is to cling to
myths about school as *preparation for work’, meaning specifically manufacturing industry.
Currently fewer than seven million people work in manufacturing industry out of an adult
population of some 41 million. This figure is expected to reduce by about half to three and
a half million in the next decade as trends leading to the ‘collapse’ of work continue. There
are already 15 million ‘non-working” adults comprising the retired, the unemployed, and
housepersons, mostly female. The remaining 26 million work mainly in central and local
government, the professions, retail industry, transport, entertainment and leisure industries.
In reviewing the fallacies of ‘the schools should serve the needs of industry’ movement,
Flude and Parrott (1979) comment:

When Donald Schon wrote about institutions as ‘memorials to past problems’, and their
‘dynamic conservatism’ by which they struggle to retain their shape even when their original
function has disappeared, he might have had British secondary schools in mind.

The priority of function for schools, Jenkins and Sherman argue, is not to serve the needs of
the minority sector of manufacturing industry as it shrinks by half, but in education for
choice in leisure activities, The home already has this topic as a main concern, for the use
of evenings, weekends and holidays is high on its agenda. And because of increased unem-
ployment, parents are more frequently at home with time to devote to children’s learning.

Learning Theories

Hemming (1980) claims that the theories of modern psychology about brain functioning and
learning have been largely ignored. The work of Piaget, Bruner and others is set aside in
favour of older but fallacious ideas:;

it is an extraordinary fact that the dominant influences operating in secondary education have
no scientific basis whatever. They arise from dubitable philosophical ideas that had their
origin in the distant past: the Greek view that the craftsman was inherently inferior to the
thinker; Lockes’ presentation of the mind as a clean slate, as a tabula rasa; Descartes’ over-
evaluation of the intellect, and his division of the human being into mind {(exalted) and body
(debased); puritan ideas about the special value of making the young do what they don't like
doing,

£ Hemming, 1980

A similar point is made by Husen (1974) when he argues that the key assumptions about
learning that underpin schooling are all dubious. These assumptions are (a) that people will
only learn to avoid disagreeable consequences, (b) what pupils can achieve is rationed by
the possession of ‘ability’ and (c) that formal textbook tasks indicate the best kinds of “abil-
ity’. Until these false principles are abandoned, Husen and Hemming see schools as contin-
uing to limit the development of young people.

A similar conclusion was central to the group of writers rather misleadingly known as the
‘deschoolers’, who, on the whole, were in favour of regenerating schooling rather than
doing away with it altogether. The consequences of contemporary schooling based on falla-
cious principles were that:
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the students who endure it come out as passive, acquiescent, dogmatic, intolerant, authoritarian,
inflexible, conservative personalities who desperately need to resist change in an effort 1o keep
their itlusion of certainty intact.

Postman and Weingartner, 1971

The potential for homes to reverse this equation is clear in the responses of parents in
Education Otherwise, where they report the liberating effects of developing home-based
education (see Meighan, 1997).

Educational Developments

There have been one or two recent educational developments that have involved homes in
a systematic way as a learning resource and base. The first example is the Open University.
Here learning at home is a key idea. The resources of the home, its television and radio, are
taken into the network of learning experiences and the postal service is used as a major
means of communication. The learning experiences are to some extent open to other mem-
bers of the family to share, if so desired.

Deriving partly from the years of experience of the Open University is another idea, flex-
istudy. This approach has been adopted by many colleges of further education. As one
prospectus states: ‘Flexistudy enables students to study at home in their own time and at
their own pace.’” The students come to college from time to time to meet tutors and to use
any college resources that they need.

Parents and Ideologies of Education

The existence of a series of competing ideologies of education, with competing definitions
of learning, teaching resources, knowledge, assessment, language usage, location, aims and
organization, has been the subject of recent research (see Part Three). The notion that there
is one view of education, a politically neutral view, is shown to be mistaken. Therefore, the
development of parents as teachers could follow several lines. It could be developed to serve
any of the competing ideologies of education outlined in the research mentioned above. The
example given earlier of parents used as remedial instructors at home shows how incorpo-
ration into the existing authoritarian system and its aims can take place. One example of par-
ents operating with an alternative ideology of education is those parents in Education
Otherwise who establish an autonomous education approach, with its stress on self-educa-
tion, personal confidence, problem-solving, flexibility and adaptation (Meighan, 1984).
Another is the democratic approach involving parents as equal partners, as found in the
Danish Little Schools and proposed by the Campaign for State-assisted Alternative Schools
(see Diamond, 1984),

CONSEQUENCES FOR TEACHERS

As parents become defined more and more as part of the solution rather than as part of the
problem, one outcome is a changed role for teachers, who become more like their higher-
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status cousins — university teachers - in using a range of skills for tutorial, instructional, con-
sultancy and research purposes. The model of teaching involved extends beyond the domi-
nant idea of instruction, while the concept of ‘good parent’ becomes one of being an active
rather than a passive supporter of teachers. The central concept of school becomes that of a
learning centre (requiring similar kinds of adjustments already made in colleges of further
education to the idea of flexistudy). The concept of flexischooling is the subject of a chap-
ter in the final section of this book.

Part of the task of teaching can become ‘training’ parents by providing advice and guid-
ance and monitoring their activities. The experience of pre-school educators and play group
organizers argues that this cannot be left to chance. A study in Oxfordshire concluded that
teachers seemed to believe that parents could just pick up the aims and techniques as they
went along. Smith (1980) found that this was not true: the parents needed some guidance
and knew that they needed it. The practice of Dorothy Rich in the USA has proved suc-
cessful partly because it is so explicit and does provide training sessions. On the other hand,
some families in Education Otherwise have had impressive results by avoiding the official
wisdom and pioneering new approaches, e.g. some families have developed a non-sexist
education — a problem that still baffles most schools in the UK (see Chapter 25).

Gilkes (1989) argues that schools have to get their ethos right: a supportive, even thera-
peutic, setting that creates confidence in those who come. She explains that an atmosphere
or ethos that encourages a sense of belonging should aim to:

1. Make all feel that they are wanted and that they have a positive role to play in the set-
ting.

2. Show parents that they can always make their feelings, views and opinions known to
the staff, and that these will be dealt with respectfully and seriously.

3. Demonstrate that the parents’ linguistic, cultural and religious backgrounds are valued
and seen as positive assets to the setting.

4. Show that the early years setfing is an organic part of the community it serves and so
understands the concerns, aspirations and difficulties the members of that community
might face,

The Children Act (Volume 2, 1989) states that parents of young children have certain
parental rights which allow them to influence the quality of care and education their child
receives. They should be able to acquire information about the setting, choose between set-
tings and modify, express views about and contribute to their child’s school. This has seri-
ous implications for parents who are not confident about their English. Early childhood
educators need to ensure that they offer the whole community an equal chance to understand
and use their service. If this means translating notices about the setting and putting them in
areas where ethnic minority families will see them, e.g. doctors’ surgeries, then this should
be done as a first step to ensure initial interest.

Siraj-Blatchford (1994) argues that not all parents whose children attend school will have
had a positive experience of education themselves, and because most of us draw on our past
experiences to make judgements about matters of everyday life, parents might well hold
negative views about teachers and the institutions they represent. They might even be scep-
tical or suspicious of professionals in general, particularly in areas where parents perceive
‘professionals’ as dominating and controlling their lives. Parents who are unemployed, who
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live in rented accommodation or suffer regular interventions in their family life by social
workers and other support agencies may feel powerless over their lives or in making deci-
sions.

This cumulative past experience and sense of outside control can make some parents feel
disempowered and lacking in confidence in their dealings with schools. Their own acade-
mic failure may be attributed directly to schooling. Teachers have responsibility for build-
ing confidence and for getting to know parents as people with a life history which affects
their everyday actions, Some parents will certainly be confident and will have had positive
experiences of education, but it cannot be assumed.

Parents have colturally conceived ideas about the role of education and teachers and these
are likely to be somewhat different. In some cultures the role of the educators is seen as dis-
tinct and separate from the role of parenting, and teachers may need to take some time
explaining and illustrating how the child can benefit from partnership and continuity of edu-
cational experience across school and home. It is sensible for teachers not to make assump-
tions about parents’ knowledge, beliefs or experiences but to create a friendly atmosphere
where parents can talk openly about their feelings. Additionally, sufficient interest should be
taken in each parent as an individual and his or her views and feelings should be sought on
general matters pertaining to the school and particularly to his or her child. This sort of inter-
est and care fosters trust and an open and secure ambience.

For parents to participate in the daily life of a school there must be real and obvious com-
mitment from staff. It is not enough to use the rhetoric of parents as ‘partners’ in the educa-
tion of their children. Some teachers do use such phrases, and through using these words feel
committed to them. In reality this is not always the case, and it is all too easy to neglect the
most vulnerable and needy parents. Regular scrutiny of the slogans and rhetoric we use is
essential. For instance, what is actually meant by a ‘partnership’ with parents?

CONCLUSION

The educational role of a parent can be seen to be open to definition and redefinition as the
identity is created and re-created in interactions among teachers, schools, politicians and
social forces, such as a changing technology. Rival views exist in the UK, but the definition
operating in the school studies by Sharp and Green (1975) is widespread, as surveys of
teachers’ and parents’ attitudes have shown. According to this definition, parents are
expected to avoid being either interfering by questioning school critically or admitting to
direct teaching at home, or neglectful by not providing required clothing and skills of neat-
ness and tidiness. The ‘good’ parent defers to the school and the professional claim of its
teachers but becomes a victim if this is more than impression management.

The Taylor Report (1977) on the government of schools saw parents in a different light
and sought to increase the power of parents to the point of power-sharing, for parents were
seen as equal partners with teachers in terms of decision-making and responsibility.

The government Green Paper on parents (1984) took a different view: parents were to be
given more power still by having an overall majority on school governing bodies. Three
views of power are contained in these alternative views. Parents are, in turn, under orders,
equal partners or in charge. There are other views too for those parents who educate their
children at home rather than send them to school, undertaking the autonomous education
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already available to them in law. Another view is represenied by the members of CSAS
{Campaign for State-assisted Alternative Schools), since they ask for a more active and
erabracing partnership than that of being on the governing body in their vision of democra-
tically run schools (sec Diamond, 1984),

The review of parents and their relationship to the process of educating and the system
of format education renders all the common views problematic. How much do the experts
really know? Do parents need training in existing technigques or scope to develop new
approaches? Is an effective relationship with teachers that of participants, partners or pay-
masters? A later section of this book concentrates on the concept of ideologies of education
and you will be able to lock again at the material on parents and reconsider it in the fight of
the authoritarian, sutonomous and democratic groupings of educational visions.
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Discussion and Activities

1. Corpile 2 summary of the maitn points of the chapter and compuare with the aftempts of others if
applicable.

2. Does the analogy of victim contribute 1o our understanding of a parent’s situation in educational
contexis?

3. In view of the quotation from Musgrove about the nature of homes that produce academic suc-
cess, is the price too high?

4, Do projects that centre on mothers carry a hidden curricuium, in that pupils have a model of a
female more firmly slotted into the fraditional patriarchal system? Is this liberation er confirma-
tion?

5. If the educational standards of parents have increased steadily over the past 100 years, does this
mean that the suecess of the education system will ensure its own redundancy?

6. What should the role of the school be where parents are suspicious of professionals because of
their own negative experience of schooling? :

Signposts

Language development . )
The role of parents in language development raises a variety of issues. One is social class, for one
stady concludes that when their parents were ancouraged to help, children from less privileged back-
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grounds were not “doomed to fail” but did as well 2s and frequently better than their middle-ciags
peers; see Widlake, P. and Macleod, F. (1984) Raising Standards, Coventry: Community Education
Development Centre. Another issue is that of the efficacy of the parental activity of story-telling: sec
Wade, B. (1984) Srory of Home and Scheol, Birmingham: Bdueational Review Publications.

Other studies have concluded that parents, frrespective of social class, e usually very skilled at
responding to children's interests, expanding their language facilities and feeding in relevant ideas and
information, whereas teachers of young children are Tess skilled because of their anxiety to instruct;
see Tizard, B. and Hughes, M. (1984) Young Children Learning, London: Fontana.



Chapter 5

Mass Media

Then it seems that our first business is to supervise the production of stories, and
to choose only what we think is suitable, and reject the rest. We shall persuade
mothers and nurses to tell our chosen stories to their children, and by means of
them to mould their minds and characters which are more important than their
bodies. The greatér part of the stories current today we shall have to reject.

Plato, Republic

INTRCDUCTION

The term mass media refers to the massive network of public communication which
includes newspapers, television, radio and cinema, Nowadays, educational media would
also include the huge growth in communication systems, including the Internet. Each
medium has a powerful educating effect on children and adults. Tn this chapter we focus
largely on the educational impact of television, but each aspect of the media has similar
power to influence the masses. The mass media has been of interest to sociologists for many
years. Educational sociologists look beyond the service and recreational functions of the
mass media to examine how these media influence our attitudes and experiences in more
hidden ways. The mass media provide much of the knowledge upon which decisions are
made and attitudes formed. The most obvious example of this might be in national elections
where voting is influenced by the response of the public to current political events and ‘news
items’, Television commercials and advertisements might have more subtle effects upon our
tastes and preferences over a period of time,

All of this has major implications for schooling. We might well ask if the school can
afford to ignore the effects of the mass media. Should we adopt more of the techniques of
mass media to make schooling more popular? Should schools try to compensate for the neg-
ative effects of the mass media? It has been this latter question that has been given foremost
attention in recent years. The anxiety has been widespread, but does the mass media have
negative effects?

THE IMPACT OF TELEVISION

Statistics show that children in Western countries now spend more time watching television
than they spend in school. As information technology advances, some form of interactive
television may actvally come to redefine the nature of school. Yet while the gurus {or
anoraks) of information technology dream of a future world in which programmed learning
dominates, it may well be that television has already taken the place of schooling as the pri-
mary institutional provider of education. Psychologists and sociologists have traditionally
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been concerned to find proof of the negative influences of the media and some of our dis-
cussions so far, on race and gender, may be considered to have uncritically accepted both
the power of these effects and the special vulnerability of the young, Perspectives have
changed in recent years and research that used to be focused on what television does to chil-
dren is now more commonly focused on what children do with television.

Ninety-two per cent of 10- to 14-year-olds watch some television every day. A study of
over 5000 11- to 15-year-olds in Dundee (Gibson and Francis, 1993) showed that boys
spend slightly more time watching television than girls. It seems that the working classes
also watch more than those in higher socioeconomic groups. The boys watch more sport and
the girls are more interested in soaps and light entertainment. The study confirmed previous
research which showed that habitual viewers tend to avoid news and public affairs pro-
grammes. The findings were also consistent with the popular notion that the high-frequency
viewers tend to be relatively more fantasy-oriented than average children. A major compar-
ative study of viewing habits of nine- and ten-year-olds reported by Heal (1995) shows that;

Cartoons, ‘soaps’ and serics were the most popular programmes in most countries. News pro-
grammes were watched more by Italian children than by any others and least by British and
Belgian children. More than half of the Portuguese, Spanish, Belgian and Swiss children spent
the majority of their viewing time with their families. In contrast two thirds of the British and

Italian children spent more than 50% of their time watching alone.
Heal, 1995, p. 2

ADVERTISEMENTS

In Austria, terrestrial television is not permitted to broadcast any form of advertisement
aimed at children or using children to convey the message. There are no advertisements at
all during children’s viewing hours. Yet Cullingford (1994) refers to evidence which sug-
gests that there is little relationship between the presents bought for children and television
advertising, While we may be unable to prove a direct cotrelation between advertisements
and purchasing, the question does remain as to whether toy advertisements have an influ-
ence upon the types of toy chosen. Clearly children do watch and enjoy adverts. The ques-
tion Cullingford asks is: do they see through them?

In this interesting survey of 320 seven- to eleven-year-olds we can see some of the diffi-
culties involved in researching the opinions of young children. The children were asked if
their favourite advertisements were true or not. 75 per cent of the seven-year-olds said that
they were true, yet by age eleven, 90 per cent of the children said that they were not. It scems
that at seven the question was interpreted as a question related to the existence of the prod-
uct: the children werc aware that some clement of fantasy was involved but were anxious to
show that they knew that the product was real — and available in the shops. At eleven, the
children’s first reaction was to comment upon the fact that advertisements are not designed
strictly to convey true information. It would seem that young children are aware that adveris
are designed to be persuasive, as Heal (1995) found with the nine- and ten-year-olds:

Children in four out of five countries (not the US) recognised the role of advertisements in pro-
viding information about products and about ‘good’ behaviour, such as caring for the environ-
ment. Children in the US were the only group to recognise that advertising could both persuade
one to want something one had not previously wanted and associale a product with a certain
image or lifestyle. British children by contrast especially emphasised aspects of presentation and
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production. There was particular concern in the UK, US and in Belgium that advertising can
affect children’s behaviour. With the exception of Germany, the children were concerned abont
advertiserments which were misleading in some way — made exaggerated cipims, involved
deception or told lies,

Hzal, 1995,p.2

It may be that children’s responses to advertising change as they become more experienced
and grow older, When Cullingford asked children if they were influenced by advertising, up
to the age of eight half of them said that they were. Most of their references were (0 toys and
especially those advertised at Christmas. Tnterestingly, by the age of nine only a third admit.
ted to having been influenced.

TELEVISION VIOLENCE

Violence in research is defined as the threat or use of physical force, directed against the self
or others, in which physical harm or death is involved. Extensive surveys have heen carried
out. Gerbner (1980} has been systematically analysing samples of primetime and weekend
television from all the major American networks since 1967, The studies show that chil-
dren’s programmes tend to be the most violent, although killing is less ofien shown,
Cartoons are particularly violent, although they often contain underlying messages regard-
ing justice and retribution.

There is very little evidence to suggest that violence on television causes widespread
‘imitative’ behaviour. Children, even when they are very young, realize that media violence
is not ‘real’. Children might play at being Masters of the Universe but their blows don’t usu-
ally connect and their weapons are ‘pretend’. Tt is clear that we must consider the way in
which children respond to television rather than take any simple relationship between their
behaviour and the programmes for granted. As Hodge and Tripp (1986) have argued, what
is important is not so much the level of violence in a programme but the underlying frame-
work of attitudes and morality within which the violence takes place, This area is particu-
larly relevant to young children’s behaviour in school playgrounds. Children will often
imitate the actions of people they see in their favourite programmes — even cartoons. For
many teachers this creates behaviour management problems, particularly during play times
and dinner break.

MEDIA BIAS

Very few of us escape the media’s effects; they transmit a large volume of information
quickly, frequently and to large audiences, We are subjected to a steady but intense bom-
bardment of processed information that supplies the material on which we base our view of
the world. Yet the mass media are not owned and operated by the masses, but tend to reflect
the attitudes, opinioms, tastes and preferences of dominant groups in society.

A central question here is how those with power within the media industry portray or rep-
resent those with less power. The representation of children provides a good example. In a
recent and influential review article Giroux {1996) argued that the 1990s have seen an ‘omi-
nous turn’ in the representation and manipulation of youth by adult society. Giroux argued
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that while the filmmakers use images of youth to entertain their aundiences and sell their
products, support for young people in poverty and for youth programmes is systematically
peing cut. Young people are depicted without morals, without hope and without a future, and
this gives viewers no reason to 2xpect young people fo take on their expected roles as
responsible citizens; in fact it helps to justfy their abandonment,

Giroux cites filme such as Natwral Bomn Killers, Wayre's World, Boyz N the Hood and
Kids in support of his argument. In each case the horrific behaviowr of voung people is pre-
sented in a matter of fact way with no attempt made to show how their sconomic and social
context shaped them. The young people are objectified. This may well be just one example
of a wider and more pervasive problem with representations of youth that go back much fur-
ther (Hatch, 1996) but that does not detract from Giroux’s main argument or, for that matter,
from the need to consider it further.

‘EDUCATIONAL” MEDIA

The hidden bias in educational books is discussed in Chapters 6 and 9. Publishers have done
# great deal to address the issue of sexist language, but bias is often subtle. A survey of geog-
raphy texts published in 1991-2 (Connolly, 1993) showed that the illustrations of males
were twice as numerous as those of females. Of the 31 authors of these texts, 24 were men
and only seven were women, Of course, changes in society may eventually be reflected in
our textbooks. In many cases it might, however, be more appropriate for educational media
to take an active part in accelerating these changes. In most contexts, educational media con-
tinue to make this reflective response, and a major time lag is commonly noticeable.

BLACK PEOPLE AND THE MEDIA

Since the media have the potential to reach millions of paople they have an enormous capac-
ity to shape opinion and to change conceptions, As Cashmore and Troyna (1990 point out:

The media is a hot-house for propagating notions that present black people as a problem or as
inferior. This has important irplications for the way communities with little black saitlement
view black people, as the media is their only source of information.

Television news reports have regularly presented groups of black people as a problem, as
aggressors of as incompetent and unable 0 manage their affairs, News reports are frequently
shown before 7.30 in the evening and political unrest involving black people is rarely
analysed. In fact, it is more often sensationalized and the troubles are linked more closely to
racial identity than to the root econamic or social causes. The urban disturbances in Britain
during the 1980s were often referred to as ‘race riofs” even when il was perfectly clear that
white people were involved in all aspects of the alleged ‘rioting’. Very little was made of the
reasons why the people were angry. Little mention was made in any report of the unfair
treatment of people from particular urban areas, of their poor conditions in housing and
employment, The allegations of police brutality and victimization were rarely reported.
Most significantly, this response of some inner-city people to economic and social crisis was
only presented in terms of what was happening, and not why.
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When news coverage includes reports on famine and war, black people are again pre-
sented as either mindless aggressors or passive and hopeless victims waiting for the benev-
olence of Western governments and charities to raise enough money to feed them. Children
take particular note of these images because schools often help to raise the money, but the
schools tend to fall into the same trap as the media by offering little explanation to children
of how these situations arise. In fact, the teachers have often absorbed the media explana-
tions of civil war as the cause for famine themselves. Issues of trade, Third World debt and
the reasons for initial poverty and political instability are largely ignored. Documentaries
sometimes deal with these issues, but they reach a far smaller audience outside of children's
main viewing time.

Television programmes often promote racist views or stereotypes of South Asian and
African-Caribbean people and at the same time acknowledge and give credence to the view
that this is a ‘normal’, and therefore acceptable, part of our society. Programmes which try
to deal with issues of racism more sympathetically often unintentionally present a carica-
tured picture of the way black people live and experience life, again tending to perpetuate
views of them as passive victims or aggressors: in other words, as a problem, rather than
ordinary people, families and community members.

Many old films continue to be televised despite the fact that they portray overt racist
images. Old films such as Tarzan or Gone With the Wind portray black people as savages,
slaves or servants who act as inferiors, objects of fun or ‘problems’ to white people. New
movies that are popular with children, such as the Indiana Jones or Short Circuit series, con-
tinue the same trend in present-day society. The popular cuiture of television and the cinema
therefore continues to promote racism, and children continue to absorb it. In their interviews
with children, Troyna and Hatcher (1992) illustrate very powerfully the effects of television
on primary children's perceptions of the Third World and the way that they view black and
white people. The following responses from three of the children interviewed are typical.
They were asked about their ideas about black people in the Third World:

I. ... theblacks in Africa and they think that white people are so great, they think they re bril-
liant because they’ve got all this water and food and these dead good clothes and that.

C:  Yes like in Indiana Jones and the Last Crusade.

E: [Ithink it was Princess Diana wasn’t it sitting in the back once? Yes, that’s it and they were
all greeting them and everything and they took them to this dead nice . . .

J:  They were just going like that to touch the elephant. They thought the elephant was good
as well because of Princess Diana. They think Whites are brilliant but a white princess . . .
Troyna and Hatcher, 1992, pp. 13940

In Troyna and Hatcher’s book the children reproduced stereotyped images of white supe-
riority and black inferiority, drawing out images of Africa as a primitive continent. When the
children were asked how they knew these things, they said that they had seen it on televi-
sion in Tarzan films and on the news. The authors assert that the powerful images portrayed
by television of royal visits, famine relief and white intervention to ‘save’ black people
offers a distorted and limited picture of Third World countries. We have all grown up with
this distorted information. :

The distortions perpetuated by television are equally present in the press and radio
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broadcasting. Newspaper reporting has less visual impact than television but sensationalist
headlines sell newspapers. The press and radio reach a wide audience and are often equally
guilty of focusing on black people only when reporting items of violence, famine, political
unrest and sport. Some academics and researchers go further and have argued that issues of
‘race’ are not only reflected through populist understandings but also change and shape the
attitudes and consciousness of the public towards black people. Siraj-Blatchford (1992)
argues that people’s attitudes towards black communities are negatively reinforced through
this process. This has serious implications for white people who live in areas where few
black people live, because they rely almost entirely on the media for their information about
black communities. If this is largely negative, then it follows that people in white areas will
have a misinformed view. This confounds the notion that anti-racist and multicultural edu-
cation is only relevant in multiracial areas. On the contrary, it suggests that these approaches
are even more needed in white areas,

MEDIA AND CULTURAL STUDIES

In recent years, early work on media audiences has been combined with the work on youth
culture produced within the cultural studies tradition, to very interesting effect. As
Buckingham (1993) argues, the approach that has developed within media and cultural stud-
ies appears to have a number of advantages:

Atleast in principle, it offers an alternative to the psychological notion of young people as indi-
vidual ‘cognitive processors’, while also avoiding the danger of regarding them merely as rep-
resentatives of given demographic categories. On the contrary, this approach sitates media use
within the wider context of social relationships and activities, which are by definition diverse
and particular. In this respect, ‘being an audience’ (or a member of an audience) is seen as a
social practice, not as a fixed state of existence: it is something you do rather than something

you are.
Buckingham, 1993, p. 13

At its best such an approach will accept the possibility of ambiguity and contradiction, and
of ‘multiple readings’ of media texts, while accepting that ‘readers’ are not free-floating
individualists, that their readings will be influenced by established, and socially shared, ori-
entations and expectations, There are dangers, however. In adopting such an approach we
must be careful not to allow ourselves to become excessively romantic about childhood or
youth culture, In attempting to identify ourselves with children and young pcople, to see
things ‘through their eyes’, we may fall into the trap of celebrating forms of resistance that
are far from progressive

In the case of younger children, it is often hard for researchers (and their readers} to avoid a

‘Wordsworthian marvelling at children’s innate wisdom and sophistication, or a vicarious iden-

tification with their anarchic — but nevertheless terribly cute ~ rejection of adult norms.
Buckingham, 1993, p. 16

As Buckingham goes on to suggest, the difficulty that many adults have in listening to
children without patronizing them is a direct consequence of their own power. In the cele-
bration of childhood and youth culture, there is always the risk of understating the degree to
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which it is formed by its relationship to the dominant culture and of ignoring the ‘hidden
injuries’ (Sennett and Cobb, 1972) of age, class, race and gender dominance, This is a theme
to which we will return in Chapter 23, when we consider the influence of postmodernism on
the sociology of schooling,

Activity

!, Summarize the main points from this chapter.
Read Paul Willis's Common Culture. To what extent do you feel that Buckingham is correct in
arguing that Willis goes too far in romantically presenting the actions of young working-class
people as entirely creative and worthwhile.

3. Conduct a small-scale study using qualitative methods to investigate the cultural significance of
a group of children’s reading of a popular television programme or comic.

4. Observe the play, during playtime, of a sample of boys and girls from a local primary schoel, and
discuss it with them to determine where their ideas for play come from.

Discussion

American kids like watching violence on TV and in the movies because violence is being done
to them, both at school and at home. It builds up a tremendous amount of anger . . . The prob-
lem is not violence on TV. That’s a symptom . . . The real problem is the violence of anti-life,
unaffectionate, and punitive homes, and disempowering, deadening compulsory schooling, all

presented with an uncomprehending smile,
Jerry Mintz, quoted in Meighan, R. (1994) The Freethinkers' Guide to the Educational
Universe. Nottingham: Educational Heretics Press
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PART TWO

The Hidden Curriculum

This part attempts to show the range of the concept of hidden cursienlum,. The chapters that
foliow contain analyses that derive from the observation and interpretation of everyday
events in classrooms, as well ag propositions aboul the functions of the education system for
a society and its economy. Therefo » the material ranges from the micro-sociologica!l to the
macro-sociological: the former shows how the participants create patterns in their social
behaviour and achieve outcomes in their day-to-day activities, while the latter stresses the
patterns of the social siructure, the economy and other institutions, and shows how this
framework has a powerful influence on the processes of educating.




Chapter 6

The Hidden Curriculum: An Overview

Education is what remains when we have forgotten all that we have been taught.

George Habfax

INTRODUCTION

The notion of hidden curriculum was probably first identified by John Dewey, who referred
to the collateral learning of attitudes by children. As a working definition, the hidden cur-
riculum can be defined as ali the things that are learnt during schooling in addition to the
official curriculum, Both limitations and advantages of this broad definition should emerge
during the discussion in this and subseguent chapters. As Reid {1986) pui it

Curriculum refers 1o o/l of the things that are Jearnt in school. In addition to the ‘official cur-
riculum’ this includes the “hidden curticulum’, a concept that refers to all of those socialising
practives that are not included in the official coriculum but that contribute towards the repro-
duction of cur cultare (2.g. boys being sent to do some phatocopying, girls to wash the cups).

The hidden curriculum of most of our schools is such that students may also learn that:

+ Passive acceplance is a more desirable response to ideas than active criticism.

+  Knowledge creation is beyond the power of students and is, in any case, none of their
business.

*  Recall is the highest form of intellectual achievement, and the collection of unrelated
*facts’ is the goal of education.

* The voice of authority is to be trusted and valued more than independent judgement.

*  One’s own ideas and those of one’s classmates are inconsequential,

+ Feelings are irrelevant in education,

* There is always a single, unambiguous Right Answer to a question.

English is not mathematics and mathematics is not science and science is not art and art

15 not music. And art and music are minor subjects and English, history and science

major subjects. And a subject is something you take and, when you have taken it, you

have ‘had’ it, and if you have ‘had’ it, you are immune and need nol take it again

{adapted from Postman and Weingartner, 1971}

One could add other possible *learnings’, including:

Competition is more important than cooperation.
Helping others is less important than getting on oneself.
Reading, writing and arithmetic are more imporiant than talking, thinking and creating.

»
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* Adults are more important than children.

*  Men are more important than women,

*  White people are more important than Black people.

+  The Western world is more ‘advanced’ and is supericr to the rest of the world,

John Portelli (1993, p. 345), reviewing the literature on the subject of the hidden curricu-
Tum, refers to four “major meanings of the hidden curriculum in curriculum discourse’:

1. The curriculum as the unofficial expectations of implicit but expected messages.

2. The carriculom as unintendad iearning cutcomes of messages.

3. The hidden curriculum as implicit messages arising from the structure of schooling.
4. The curricalum as created by the students.

AMBIGUOUS IDEAS AND THEIR VALUE

The notion of a hidden curriculum is highly ambiguous. Some of the competing meamings
will be discussed in the following pages, but it is perhaps useful 1o outline the problems and
possibilities of ambiguous ideas. de Bono (1972) categorizes such ideas as ‘porridge words®,
which can be stirred around to sumulate forther ideas and further connections because of the
lack of precision. Precise words exclude a great deal more than porridge words. Since one
aspect of sociology mentioned in Chapter 1 was the capacity to make connections between
phenomena and events which people commonly regard as unconnected, these words are of
particular use to sociologists. One danger lies in slipping and eliding the meaning without
warting, so that attempied analysis is replaced by spurious association. An example was
given carhier, in the asserticn that sociclogy is the study of people who do not need study-
ing by these who do. The ambiguous word here is people, because it can mean individuals
or groups. Psychologists tend ro study individual behaviour, whereas sociologists tend to
study group behaviours, and this is why the writer got the joke wrong: it is more accurately
a joke about psychologisis,

DEFINITIONS OF CURRICULUM

The ambiguitics spring from both words, ‘curticulum’ and ‘hidden’. Many definitions of
curriculum have been applied over the years, including:

an ideological construction that is applied in the interests of reproducing culture, but is often
resistexd,
M. Apple

arough and ready bargain between what some people are prepared to teach and others are pre-
pared to leam.
D. Ricsman

a mechanisim for separating childeen into good learners and poor ones,
J. Henry
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A social construction in which the selection and organisation of knowledge into the timetable of
the school is the result of a cholce from a number of possible alternatives,
M, MacDonald

The carriculum is all of the planned experiences provided by the school to assist the pupils in

aliaining the designated learning outvomes to the best of their abilitles.
Nagley and Evans

A course of study.
Oxford English Dictionary

These attempted definitions stress various features, Some stress the planned aspect, some
hint at the possibility of spontaneity. Others stress the short-term immediacy of ‘filling
time’, others still the long-term features of a course of study. One singles out the imposed
nature of a curriculum, another the negotiation and bargaining aspects. One feature that the
definitions appear to have in common is the idea of a sequence of events and experiences
and the accumulation of ideas and information, '

A number of academic approaches to curriculum studies have been taken over the years.
"These can be broadly divided into conceptual, cultural and critical approaches.

» The conceptual approach. Here curriculum has been seen simply as an interrelated set
of plans and experiences (Marsh and Stafford, 1984). The conceptual approach includes
the ‘objectives model’ of Hirst and Peters (1970, p. 110), where any 'social’ influences
were to be ‘regretted’ rather than acknowledged. These approaches to curriculum study
have baen widely criticized as technicist and ahistorical (e.g. by Giroux).

«  The cultural approach. In these studies the curriculum is considered to be always cul-
turally and temporally specific. The curriculum may also be seen as developmental; as a
‘hypothesis testable in practice’ (e.g. Stenhouse, 1976), For Stenhouse, curriculurs
development represented the ‘applied branch’ of curriculum stady.

»  The critical approach. Here the central concern has been with ideology, cultural repro-
duction and resistance.

The critical approaches included in Young's (1971) Knowledge and Control, a text widely
considered 1o have launched the ‘new sociology of education’, included both phenomeno-
Iogical (Young/Keddy) and structuralist (Bernstein/Bourdieu} accounts. The critical
approach has also included the neo-Marxist work of Sharp and Green (19735), and in recent
years it has developed to focus more upon resistance and mediation studies focused on class,
‘race’ and gender. Work by Henry Giroux, Philip Wexler and Michae! Apple has been par-
ticularly influential,

It is therefore possible to distinguish other definitions of curriculum.

* Ones which stress the official subject timetable: where the curricutum is seen as the
planned instructional activities of the school.

s Others that stress intentions: the curriculum is everything organized by teachers, includ-
ing lessons, clubs and out-of-school activities.

» Others which stress anything connected with school that results in learning, whether
intended or not, :
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The notion of & hidden curriculym is given most scope in the last case, but there are also
hidden curriculum aspects of the first two. The hidden aspects of the official curricolum are
rather overlooked in the working definition given eatlier, and this is also a limitation of
some of the existing studies of the hidden curriculum. Since the advent of the National
Curriculum in the UK the curriculum has increasingly been seen as the National Curriculum
subjects alone, yet the National Curriculum Council’s (NCC, 199%)) guidance clearly empha-
sized the part 1o be played by a number of other essential cross-curriculum themes, skills
and dimensions (see chapter 13),

Quite a number of studies in recent years have referred 1o the hidden effects of “nstitu-
uonal racism’ and sexism. Hence German (1983), in defining the position of the
Commission for Racial Equality in terms of the 1976 Race Relations Act, suggests that:

The Act defines direct and indirect discrimination and, while the former Is generally capable of
recognition by reasonable people, the latter concerns 4 web of custemary procedures and prac-
tices which militate againsl the interests of ethnic minority groups in particular, and about which
there is generally little awareness of their il effects . . . The latter bas also been termed unwit-
ting, unirtentonal or institutionst discrimination.

THE NOTION OF ‘HIDDEN’

The ambiguities in the idea of ‘hidden’ are considerable. The reason for a learning to be
hidden presents one problem, Is it hidden intentionally to manipulate and persuade? Js it
hidden because no one notices or rocognizes it? Is it hidden because it has been forgotien or
neglected? Is it hidden because the originator has left?

The sutcomes of ‘hidden” may be more significant than the reasons, and the analysis to
follow will dwell on consequences, However, it is useful to bear in mind the variety of rea-
sons lest the idea of a deliberate plot be assumed when none 2xists, The irony of human
action was discussed in Chapter 1: the ontcomes of ideas may turn out to be rather different
from those originally intended. The case of play in the sarly vears might be cited here, The
schools that most of today’s parents attended emphasized the need for pupils to work while
they were in school — play was something to be restricted strictly for the playground. Most
infant and pre-schoo] educators believe that the child’s play is highly educative. Yet attempts
to introduce a play curriculum have often been opposed by parents who expect the teacher
to provide their children with proper *work’ and to discourage play in school. An even more
fundamental example relates to the fact that mass schooling was developed in an informa-
tion impoverished society. Such arrangements may now be questionable given the informa-
tionally enriched circumstances that we now find ourselves in (Meighan, 1997).

A CLASSIC STUDY ILLUSTRATING THE HIDDEN CURRICULUM

Awell known study in group behaviour is that of Lippitt and White (1938} on authoritarian and
democratic regimes. Four small groups of ten-year-old boys were observed closely as they expe-
rienced three different regimes for craft-making activities such as mask-tmaking. In the tegiine
described as authoritarian, the adult leader determined all policies, techniques, activities and
working companions, while using personal criticism of task performance and remaining aloof
from the group. In the regime described as democratic, the adult leader encouraged discussion
and used consultation about decisions while allowing a choice of both tasks and companions.
{The use of the word ‘democratic’ to describe this kind of regime is perhaps misleading, and
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Table 6.1 Lippir and White experiment on group regimes

Authoritarion Demoeratic
Policy Leader determined Group consultations
Task method Leader decisions Cholce from alternatives
Companiony Leader chosen Chossn by members
Leader Aloof and withdrawn Involved and approchable
Structare of groups Atomized Sub-groupexd

Resultant behaviour

Anitndes to work Agression or apathy Intersted
Attitudes to members Competitive/scapcgoating Co-operative/friemily
Attitudes o leader Submissive Friendly
Leader leaves toom Work ceases Work continues
Group morale Unity low; tense Unity high; relaxed
Task standards High Moderate

Resposnse to problems Disintegration into blame Organized attack on problems

‘parental’ or ‘consultative’ might have desciibed moore accurately what was an altemnative kind
of authoritarianism, This point is argued in Chapter 16.} In the third regime, laissez-faire, the
boys were left more or less to their own devices, and this was effectively a non-leadership situ-
ation.

Tha same boys behaved quite differently under these different regimes, even though the task
of craft work remained constant. For example, they were aggressive or passive in the authori-
tarian situation and friendly and cooperative in the democratic situation. Some of the conirasts
in regime and consegquential behaviour are given in Table 6.1,

The central ideas of a hidden curriculum are well Hllastrated in Lippitt and White's study, The
official ‘curriculum’ consisted of the tasks of craft work. All the other learnings are unintended,
incidentai or otherwise ‘hidden’ In some sense or other. Yet these learnings are considerable in
range and significance, and the list given above does not exhaust the features observed in this
experiment.

THE HIDREN CURRICULUM OR "HARDENED HISTORY® OF S8CHOOLS

Bach of the artefacts and environments that we encounter in our lives today were produced
as an expression of the values of their creator/designers. In the sociology of technology this
is refarred to as hardened history. Many tsachers have been heard to comment that when the
classroom door closes, what happens next is within their control and direction; they claim
complete autonomy. In considering this claim the notion of the classroom itself represent-
ing ‘hardened history’ has its uses.

Ghosts of the Architects

The classroom may be said to be haunted by the architects who designed it and their advis-
ers. Attenpts to reshape the classroom have to fight the ideas of the originators, The resuilt
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is often a confusion of ideas rather than a reversal of the ideas embedded in the walls and
fabric of the building.

Ghosts of the Book Writers

The classroom may also be said to be haunted by the book writers, resource designers and
maierials producers. Their inaccuracies, distortions and biases are embedded in their writ-
ing and designing, and may pass unrecognized and wnchallenged. They become absorbed
along with the accurate material present. Reading schemes for primary schools provide an
interesting example. Here, analyses have shown that, along with the carefully graded read-
ing books designed to build up learner reading skills gradually, there are often messages of
nationalism, racism, sexism and social class bias. As early as 1975, 2 study by Lobban
showed that the world portrayed in reading schemes was more sex biased than the real
world, The world depicted was that of males whe were active, dominant and involved in
work and carecrs, whereas females were shown almost entirely in domestic roles. Since,
even at that time, many children had working mothers, this was a distortion of the world as
it was, let alone a [imited vision of what the world could be, and, in the view of those seek-
ing equal life chances for women, should be,

A zecond example may be taken from sex education books for secendary schools, which
were surveyed by Hoffman in 1975, She concluded that most of these books passed on the
prejudices of the writers, often based on erronecus information, rather than informing pupils
dispassionately about sexual behaviour. One error cencerned the notion of the low female
sex drive:

The message is clear: male sexuality is genitel, easily stimalated and wigent; female sexeaality,
where present, is diffuse, casily sublimated and will probably go away of its own accord,

While many school texts have undoubtably improved greatly over the years, our crifical
analysis will have (inevitably) also changed. Many writers (for example, Epstein, 1995) sow
argue that anti-sexist education must, to be effective, also be anti-heterosexist. Even many
of the most progressive sex education materials will undoubstably be found wanting from
this perspective.

Ghosts of Qur Ancestors’ Language and Thinking

Other ghosts ingvitably haunting the ¢lassroom are the ancestors who developed our lan-
guage. Since language is a major, if not the major, means of communication employed by
teachers and pupils, any unrecognized limitations, distortions and biases will be absorbed.
Some of the constructions were established by groups long since dead and, as was suggested
in Chapter 1, the fallacious thinking of our ancestors is often more difficult to get rid of than
contemporary errors. Language is the subject of a later chapter, so one or two examples will
suffice here. The English langnage bhas a marked tendency to use dichotomies, e.g.
black/white, good/bad, strong/weak, and a consequence is the frequent oversimplification of
complex phenomena (see de Bono, 1971), This imitation extends into sociology, and teach-
ing is commonly analysed as if there were only two opposed types, e.g. open/closed,
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traditional/progressive, authorifarian/demsocratic. In the later section on ideologies it will be
argued that there is 2 multiplicity of types of teaching.

Other commentators have poted the prevalence of rural imagery in an Industrial society
and, to a lesser extent, military imagery (Seabrook, 1971). In the latter case, describing a
conflict at the outset as a battle or a fight, rather than as a problem to be solved or a conflict
of interests needing to be negotiated, may have consequences for the subsequent sequence
of events. In the 19605 and 1970s, one of the corrunents often made by visitors from coun-
tries where industrial relations were rather Jess fraught than those in Britain was that if at
the cutset you define the situation as a battle it will always be seen by those concerned a5 a
batile.

The apalogy of ghosts could be pursued further or replaced by one from elsctromics, the
idea of invisible force fields operating and invigible transmission through radio waves.
Despite its disadvantages, one strength of this kind of analogy is that it belps to locate causes
more accurately, Rather than assuming the malevolence or sinister nature of educators, these
analogies suggest the possibilities of ynwitting and unintended actions of those concerned
and suggest a theory of a complex of causes. They are also optimistic analogies: ghosts can
be laid, and force fields can be neutralized.

ATTEMPTS TO ANALYSE THE HIDDEN CURRICULUM

Jackson (1968) first used the term ‘the hidden curriculum” to describe the unofficial three
Rs of rules, routines and regulations that must be learnt by pupils in order to survive com-
fortably in most classrooms. Pupils must also learn to cope with the delay, denial and inter-
ruptions that accompany learing experiences in schools. '

Delay occurs when pupils wait in assembly, wait in corridors, wait for their trn on the
apparatog, wait for the lesson 1o start, wait for the teacher to become available or wait to be
invited to answer a question. It is quite startling to add up this delay: some children spend
the majority of their time coping with delay, and most spend almost half their time in this
way,

Denial occurs when pupils are forbidden to talk among themselves, cannot ask questions,
cannot pursue & chosen activity or cannot have a turn on apparatus because time has run out.

Interruption occurs when the bell rings in the middle of an activity, the nurse arrives to
check hair, the equipment is needed elsewhere or the teacher is cailed away during a dis-
cussion, As Jackson {1971 concluded, “for most students some of the time, and for some of
the students most of the time, the classroom comes close fo resembling a cage from which
there is no escape.’

Faced with rules, routines and regulations and the consequent delay, denial and interrup-
tion, pupils have to devise strategies for survival. Some of these strategies, Jackson argues,
avoid or reduce confrontation with teachers, but a price is paid, in tha effective learning of
the official curriculum js reduced. These strategies include ‘resignation’ or ceasing 10 hope
that school makes sense, and “masquerade’ or faking involvement. Amore positive strategy
is ‘patience’, and some children are already well trained in this before they come to school,
whereas others start handicapped in this respect.

Holt (1969) described another set of strategies children devise o reduce the fear and anx-
iety of classtoom life: ‘right answerism’, For Snyder (1971), the hidden curriculum was seen
as associated most closely with the assessment system, and we will discuss this further in
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Chapter 13; for the time being ‘right answerism’ may be considered a collection of strate-
gies to obtain the right answer or an approved response. These strategies have short-term
survival value but, in replacing the activity of thinking out answers, in the long term reduce
learning. The strategies include reading teachers’ facial clues, noting the regularity of
answer patterns and the prevalence of ‘yes' answers, noting that freak questions are sig-
nalled by a change of voice, giving faint and mumbled answers that maximize chances of
misinterpretation for the right answer and raising hands when many others are raised in the
knowledge that the chances of being called on are small, and that this eventuality can be
covered by a confused ‘Oh, I forget’.

Holly (1973) developed an analysis of the curriculum of British schools ag alienated and
alienating for those subjected to it. He analyses four aspects of schooling: matters of orga-
nization, the content of learning, teaching methodology and general values which are pro-
moted. Using these headings, a useful analysis of the hidden curriculum is developed,
although the term itself is absent. He concludes that the curriculum is defined as a course to
be run, an activity to be completed as smoothly and efficiently as possible without reference
to what the race means.

it is the finishing tape that matters, the mark, the examination pass, the entry to a career or fur-
ther education. This is essentially instrumental thinking. It is also essentially alienated, separat-
ing the meaning of the activity from the activity itself.

As Connell and others have argued, the dominant liberal ideclogy of schooling in Britain
has been significantly established upon ‘meritocratic’ assumptions regarding social mobil-
ity, where an individual’s position in the class structure is assumed to be, at least in part, a
result of his or her own qualities and endeavours (or the lack of them). While this notion has
been widely contested by groups and individuals, and in particular by those involved in the
various civil rights and women's movements, it remains a powerful assumption lying behind
much of the popular discourse. In education, many early radical theorists argued that there
was a direct relationship between labour and schooling. They identified the role of schools
in the reproduction of capitalist economic relations, Bowlés and Gintis (1976) thus devel-
oped a correspondence theory of the hidden curriculum. The proposition was that the atti-
tudes engendered by most schools corresponded directly to those of the social relations of
work in a capitalist economy and therefore constituted an attitudinal preparation for life in
a class-divided society.

As McCarthy and Apple (1988, p. 18) have argued, ‘racial’ and gender divisions were
also seen as the effects of economic divisions in society and as a by-product of more fun-
damental conflicts between the working class and their capitalist employers, who adopted
‘divide and rule’ policies to disorganize the working class. A major critique of this approach
emphasized that it neglected and tended to characterize negatively the autonomous work-
ings of racial and patriarchal structures of domination (Weis, 1988). The contribution made
by earlier liberal researchers and ‘policy intellectuals’ to our understanding of school cul-
ture and politics were also ignored (McCarthy and Apple 1988). In more recent years, cul-
tural reproduction theorists such as Apple (1982) and Giroux (1983) drew upon perspectives
informed by the scciology of knowledge. Writing by Bourdieu and Passeron (1977),
Bernstein (1977) and Wexler (1976) contributed to what increasingly became known as ‘the
new sociology of education’. Theories that emphasized the relative autonomy of schools to
the social structure focused attention on ‘hidden curriculum’ and ‘invisible pedagogies’
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which operated to the advantage of middle-class, male and ethnic majority pupils. A grow-
ing concern with the triad of knowledge, ideology and power offered_ a more hopeful way
forward for ‘race’ and gender analysis, without at the same time ignoring the effects of eco-
pomic and social class dynamics.

Feminist theorists such as Spender (1982) and Mahony (1985) have argued that schools
reflect and reproduce patriarchal relations. While Barrett’s (1984) analysis may be consid-
ered unduly deterministic and limited, her consideration of the four levels at which gender
relations are reproduced in schooling is valuable. She argues that at the ideolc:gica] level
boys and girls are socialized into appropriate [sic] feminine and masculing behaviour. At the
structural and organizational levels the gendered occupational structure of the school acts as
part of the hidden curriculum. Mechanisms operate to channel pupils into gendereq subject.s
reflecting gendered occupational structures outside of the school, and androcel.ltnc deﬁnll-
tions of legitimate knowledge are taught as objective and neutral. School subjects are, in
fact, themselves defined in these terms. .

In the same way, ideologies of ‘race’ and cthnicism act to socialize Black and White
pupils for their future roles. Research concerned with these ideological issues has ten_ded to
focus upon the alleged poor ‘self-esteem’ of Black pupils. Black teachers and asm-sta.nts
occupy inferior positions within the structure and organization of the school (Commission
for Racial Equality (CRE), 1988), and researchers have been particularly conc.erned a!)out
the lack of positive role models. Black and White pupils are also channelled into subjegts
reflecting a racialized division of labour in society. Ethnocentric knowledge is equally legit-
imated and presented as objective and neutral.

Educational feminists have also drawn attention to the ways in which men and boys
oppress and victimize women, and a number of studies have provided evidence of this in
schools (Spender, 1982; Kelly, 1985; Mahony, 1985; Whyte, 1986). This process of oppres-
sion can be seen as completely overwhelming, as Thomas (1990) has put it:

Many radical feminists see little point in attempting to change the cducati.on system because
women are trapped in a vicious circle in which men keep changing the rules if women shlow any
sigh of becoming as successful as them. For feminists such as Spender, the only solution is a
separatist one; for women to make their own education, their own rules,

Marxist feminists (Barrett, 1984; Wolpe, 1978) have argued that whi.le womc'n’s oppres-
sion can be seen to be almost universal it has taken different forms at different times in dif-

ferent sociefies. Again, as Thomas (1990) effectively puts it:

Thus under capitalism, women's oppression is not simply a questjon of indiv.idual Men oppress-
ing individual women not of men in general oppressing women in ge.ncr.aié it take.s ti!e form of
exploitation in the labour market, which has become essential to mamtfnngng c_:apltahsm - low
wages, harsh working conditions, little job secority — as well as exploitation in the home and
family.

During the 1980s a growing interest in post-structuralism and postmodernism has drawn
renewed attention to the essentialism of class analysis and has led many women, Black ?nd
ethnic minority, homosexual and other marginalized groups to seek alternative tl"le.oretlcal
models from a range of disciplines, including psychoanalytic theory, literary criticism and
linguistics (Irigaray, 1982; Said, 1983). This has in turn given voice and ]egit‘imacy to the
exploration and analysis of social phenomenon at the level of agency and experience as well
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as of structure, In education, *critical educational theory' has been advanced by Wexler
(198?), Appltz@ and Weis (1983) and Giroux (1992} to look beyond class 1o analyse the inter.
reiat.mr‘nslnp and dynamics of ‘race’, gender and sexuality, )

S!::aj-Blatchford (1993} has argued that in research perspectives, as in school practices
‘multicultural’ and ‘equal epportunity’ approaches have tended 10 focus apon the negaﬁvei
f:ffects fha‘f education has had upon the educational performance of black and ethnic minor.
ity ?uplls in general and on girls in some subject areas. By contrast, anti-racist and anti-
sexist apzproaches have more often emphasized the role that education has had in
rsp‘roc%ucmg structural inequality through its preferential treatment of boys and ethnic
majority pupils, While some anti-racist/anti-sexist writers have drawn attention to the
importance of influencing the socialization of future adult males and ethnic majorities as
pomnna_l discriminators, others have adopted more traditional structuralist approaches and
emphasized the role of the state and of policy.

CONCLUSION

‘,E‘his chapter has attempted to show the range of the notion of a hidden curricolum. The var-
ious analyses ?utﬁneci range from the observation and interpretation of everyday %:f}mmon-
place events in classrooms to the function of the education system for society and its
economy. .iﬁ other words, some of the analyses have been micro-sociological, siressing how
the participants create patterns and congequences in their day-to-day constructions and
recenstrucnpns within schools, and others have been mucro-saciological, stressing the pat-
terns ?f society and its economy that form a framework for educational activity and power-
fully influence the system of schooling. °

Others .have adopted an interactionist perspective, looking for a network of influences
and. allowing for contradictions within the network. Interactionist approaches are summed
up in the following passage:

In this perspective human action is not seen as full i i
: y determined by social, cultural, or psycho-
}ogcai forees, and thesc forces are seen to be mediated in their impact by processes og‘sgociai
g} rac‘tzm :rhe ounicome of any interpretive or interactionsl process is never entirely pre-
ctable, as it emerges from and is conditional upon the interplay of interpretations and actions.
Woods, 1977a

Most of the writings about the curriculum miss out the notion of a hidden curriculum and
concentraie on the official curricelum. Many students find such writings alienating and
unconvincing because they tend to represent an incomplete analysis as complete, and sepa-
rate the.a’cnvny of the curriculum from the pattern of schooling as a whole. The problems
of definition remain, The hidden curriculum is 2 probably best seen as a generalized concept
or tfncz_ne of hiddenness which turns out to be a linking feature in other concepts. Several
hmn@oas of ﬁ?a definition given at the outset may now be seen, in particular that defining
the h}ddﬁﬂ czutﬁcalum as the form or framework of schooling as against the content of the
etfﬁc:al curricnium is too imiting, in that it obscures the hidden aspects of the official cur-
m:a}u;m and ignores self-defeating processes, such as an assessment system encouraging
seic::tzvs‘ neglect of parts of the official curriculum in the trading for grades.

Reactions fo the idea of the hidden curriculum: are worth noting. As noted sbove, many
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curriculum theorists ignore it or do not recognize it. Another reacticn is to dismiss school-
ing and argue for a deschooled society.

An aliernative reaction is pessimism and fatalism. Macro-sociological perspectives may
contribute to this by stressing the enduring and powerful forces of a whole society socializ-
ing its members into compliance. Another reaction is management and administration. It is
felt that, by careful administration, some of the most negative aspects of the hidden cur-
riculum can be managed with less conflict.

A further response is reschooling. The view here is that different organizational patterns
can be found in order to eliminate the hidden curriculum of contemporary mass schooling,

“This differential response illustrates one of the points made in the opening chapter. The
findings of sociological analysis may often lend themselves to widely differing, if not con-
tradictory, policies. The good spy reports what is there. Others use the reports.

The remaining chapters of Part Two contain analyses of the hidden curriculum of selected

aspects of schooling.

SUMMARY

1. The hidden curriculum is an ambiguous idea, but one capable of making connections
tetween phenomena and events which often go unrecognized,

5 The defimition of ‘curriculum’ in use is often the broadest possible - anyihing that
results in learning, However, the narrowest definition — planned instructional activities
such as those defined by the National Curriculum — still yields & mdden curriculum.

3. The definition of ‘hidden’ often implies motives. These can range from deliberate
manipulation, to non-recognition, {o persistence beyond the original needs, to the irony
of unintended consequences and institutional practices.

4. The Lippitt and White experiment illustrates the wide range of learnings beyond the
instructional task of the official curriculum,

5. Teachers who claim that they control what happens when the classtoom door closes
may not have recognized the ‘hardened history’ or ‘ghosts’ of the architects’ design, the
influence of the book writers and the legacy of our ancestors® thinking enshrined in lan-
guage.

6. The rules, routines and regulations of schooling, leading to various pupil responses and
strategies like ‘resignation’ and ‘masquerade’, are one aspect of the hidden curriculum
analysed by Jackson.

7. The strategy of ‘right answerism’ employed by pupils is described by Holt.

&. The assessment system has its own hidden messages and ‘frading for grades as more
significant than learning to think’ is one of these.

9. One consequence of the hidden curriculum can be alienation and resistance.

10. The social control aspects of the hidden curriculum have been analysed in terms of ‘cor-
respondence theory’, where the attitudes inculcated by school are seen as correspond-
ing to those required to maintain a capitalist economy and a clags-divided socisty. An
important ingredient is seen as the learning of boredom and its toleration,

11. Reactions to the idea of a hidden curriculum can range from dismissal, to pessimism, (o
fatalism, to reschooling, to deschooling.
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Head. . {ed.) (1974) Free Way ro Learning. Harmondsworth: Penguin. The first chapter of this book
has a clearly written account of the hidden curriculum,

Jackson. B (1971} ‘The Student's World', in M. Silberman (ed.), The Experience of Schooling,
Eastbourne: Holt, Rinehart and Winston. One of the micro aspects of the hidden curriculum is the
subject of Jackson’s exposition of rules, routines and regulations and their conseguences.

Whyld, §. {ed.) (1983) Sexism in the Secondary Schoof. London; Hasper and Row. Explores the hidden
curriculum in respect of sexist messages (see also Chapter 25).

Discugsion and Activities

§. Is a hidden curricelum an inevitable part of any arrangement for educating?

2, The definition of hidden curriculum given a1 the start of the chapter was said to be faulty. Attempt
a revised definition.

3. Try to distinguish between the hidden curricula of classroom practices, of schools and of educa.
tion systems, giving switable examples.

4.  Are there ‘ghosts’ that haunt classrooms apart from the three mentioned? {Later chaplers may
contain ideas.)

5. What use can be made of the ‘hidden curriculum’ concept with a view to changing schoois? The
‘confidence-building currteatum’ notion of Herming {1986} is one starting point.

Signposts

1, Criticism of the “hidden currviculion” concept

‘The concept of hidden curriculum has been the subject of critical comment. Two articles that attack
the whole idea are Cornbleth, C. {1984) ‘Beyond Hidden Comicalum? Jowrnal of Carsiculum Studies,
16, 1, 29-36; and Direeben, R. (1976) “The Unwritten Curriculum and fis Relation to Yalues'. Jowrnal
of Curriculum Studies, 8, 2, 11124,

2, A hidden eurriculum in further education

The hidden curricelum of further education has been a focus in the UK because of the establishment
of Youth Training Schemes as a substitute for employment and as a response to youth unemployment.
Starting points: Gleeson, D, (ed.) (1983} Yourh Training and the Search for Work, London: Routledge
and Kegan Paul; Fiddy, R, (ed.) (1983) in Place of Work: Policy and Provision for the Young
Unemploved, Lewes: Falmer Press; Rarton, L. and Walker, S. {eds) (1986) Youth Unemployment and
Schocling, Milton Keynes: Open University Press.

Chapter 7

Space Talks: The Hidden Curriculum of
Educational Buildings

The thing which in the subway is called congestion is highly esteemed in the night

spots as intimacy. Simeon Strunsky

INTRODUCTION: MESSAGES FROM SPACE?

Since many of the analyses used in sociology are {ieriveq froffn the .thean‘e, it is perhaps sur-
prising how little attention is given to analysing the setting In Whl:'.:h the dfan’fas of educa-
tion take place. If we turn to those who do give attentim} to Ph}’ﬁical space (i.e. ?%anners,
architects, industrial designers), we find that their work is guided largel_y by trad;pen and
accumulated experience: by common-sense recipes rather thati sys@natis, mﬂectl?e stud-
ies. A few educational writers have given attention to the spaces provided for schooling, :e:nd
the ideas of one teacher trying to achieve changes in his classroom make a useful starting

point:

The placement of objects in space is not arbitrary and rooms represent in physical form the spfrit
and souls of places and institutions. A teacher’s room tells us something sbout who he is and a

great deal about what he i3 doing. Kobl. 1970

In attempting to work out an alternative to the ‘closed” teaching he saw amt_md hirr},
whete classrooms were based on compulsion rather than participation, apd imposing cie:;a«
sions rather than enabling choice making, Kohl found himself questioning the spatial
arrangements provided for him:

‘Why does a classtoom have to have & front. a back and two sides? The notion that there is a

“front of the class’ and the authoritarian mode of delivering knowledge received from above, (o
students who are below - both go together, Kohl. 1970

As we shall see, in recent years, such questions are increasingly coming to dominate the dis-
cussions of what constitutes good practice in British primary schools,
A RESEARCH ACTIVITY: THE SCHOOL BUILDING IN GENERAL

In the opening chapter, reference was made to the idea of layef§ of meaning and t!m v}ew
that an individual may sample cunly a few of these in the roufines of everyday life. ‘The
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school building provides an interesting example of layers of meaning.

The school building presents a different experience to each group of people involved. To
an educational administrator it is a building of a certain size, for a defined set of pupils and
having a detailed schedule of furnishings. To 2 pupil it is a place where a large part of one’s
life is spent, other children are encountered and teachers experienced. To teachers the school
building is primarily a selection of rooms, perhaps inadequately equipped and serviced. To
parents it may be predominantly the assembly hall where their child is performing or singing
on a platformn along with other children. To caretakers and cleaners it is often a place of
problems in how to keep things clean, of pipes that burst, of floors to polish, windows to
repair and fittings to maintain,

The research activity that follows will concentrate on the teachers’ layer of meaning.

Background Propositions
The buildings available for schooling are of interest in at least three ways:

1. They suggest possibilities and opportusities for schooling.

2, They place constraints on what can be done,

3. They imply psychological, philosophical, sociological and pedagogical ideas about
schooling that are ofton taken for granted, but are open to question.

Alm

The aim of this exercise is to analyse the various features of the building from the teacher’s
point of view, and to relate these to teaching possibilities, teaching constraints and the
underlying theoretical assumptions about teaching and learning.

Procedure

1. Obtain a plan of a school or make a plan using paces as a measure or by sketching from
memory.
2. Fill in the schedules below or design a preferred schedule suitable for the purpose.
(a)} General allocation of school spaces. Work out the percentage of school space given
over to:
(1} general purpose teaching spaces, e.g. classrooms;
(2) specialized teaching spaces, e.g. science/technology rooms;
{3} mulii-purpose teaching spaces, e.g. halls;
{4) circulation space, e.g. comddors;
{5} administration space, e.g. offices;
{6} other spaces, both teaching and non-teaching, e.g. playground, staff room,
dining, caretaker.
{b) What styles of furnishing are employed in each of the areas?
{£) _ Write your comments, ¢.g. what assumptions are made here about how children
learn, what they should leam, relationships between teachers and children, how the
school is to be organized, sizes of groups appropriate for learning, structure of the
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staff, who has most space allocated, who has least, the key tasks of the institution,

{d) How doos the building differ from a factory?

{e) What assumptions underlie the design of a factory?

) How do these differ from assumptions underlying the design of the school you are
analysing?

{g) How are they similar to those of the factory?

() Comment on the teaching possibilities of the building.

(i) Comment on the limitations set by the building.

(7} How does the building differ from the houses and flats of the pupils?

(k} Any other observations,

Biscussion

Clearly, findings will vary from building type to building type: a study of primary schools
will not yield identical results o a study of secondary schools, nor open plan buildings to
‘egg crate’ plan buildings. However, some conumon propositions that emerge are:

1. A group size of 30 to 40 under the surveillance of one adult is often belisved to be the
most suitable for the learning process.

2. The process of education is seen as both orderly and apparently uncomfortable for the
learners. The buildings tend to have the clinical sustetity of places in which one is con-
fined for purposes othier than pleasure,

3. There is an asymmetrical relationship in the allocation of space and facilities: teachers
have larger desks, padded chairs, lockable cupboards and access to more of the school
territory, whereas pupils have inferior claims on the building’s resowrces, It is a teach-
ers” building rather than a pupils’ building: if is “their’ building rather than “our’ build-
ing.

4. The design on which classrooms are based is not unlike a factory, in that the children
pass through ‘stages of production or process’, according to certain eriteria like age and
sex, in regular sized compartments, in regular sized groups and at regular sized desks or
tables.

5. A ‘production manager’ (headteacher) is allocated extra space and facilities to supervise
the production activities of the teachers.

6. The buildings are not conducive to individual learning and small group learning.

7. The buildings tend to obstruct the development of cooperative and democratic relation-
ships between teachers and pupils.

8, The buildings provide some facilities not available in homes, such as libraries, computer
facilitios and physical education equipment.

9. The buildings tend to introduce some ideas not present in houses and flats, like separate
tnilets for the sexes, learning regulnrly in large groups and large areas of space with
access forbidden to children.

There are many other possible observations. One analysis (Hardy, 1977 stresses bow the
inadequacies of design may foree teachers into an authoritarian role to compensate:

One basic determinant of the relationship between teachers and pupils lies in the belief that
where both see a system that is fair and sensible, there is less likely 1o be misunderstanding; but
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would a couple of 11 stone 16 year olds, rocking gently on a new upholstered bench seat, see
this if persistently a teacher on social area supervision during the lunch hour tells them to sit
still?

Is the teacher being reasonable? What about the teacher who tells off a pupil for kicking the
lavatory door open at the bottom with his foot? Unreasonable? Perhaps, but a metal kick plate
has already been provided for just such a purpose.

Surely the member of staff on cutside break duty is being totally unreasonable in the eyes of
the child when he insists that the two first year pupils playing tick and dodging from each other’s
clutches around a pillar with an attached drainpipe should go elsewhere. Is it fair on a group of
pupils that they should be excluded from their social area by a deputy head, who is tired of
asking them not to lean on an internal wall with their heels against the bottom of it, while chat-
ting about the success of the local soccer team, or who is going out with whom?

In these instances, most adults and children would feel the teachers are behaving unreason-
ably. It is just such petty attitudes of teachers that prevent many pupils from enjoying school.

The teachers’ actions cannot be excused on the grounds that any of these instances amount
te vandalism. Yet the effect is to continuously and imperceptibly erode relationships between
the staff and the pupils. And without cause?

A closer investigation would show that the metal legs supporting the upholstered bench seat
were fixed on to chipboard by 1/2 in. screws. Above the kick plate on the lavatory door was a
ventilation grill made of thin moulded plastic.
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teachers wrote to parents asking them to say goodbye at the gate, and others did this ver-
bally. In one school the parents toed a white line painted on the playground: beyond this they
were not expected to pass.

Some of the territory within the school can be a source of dispute. Evans found that head-
teachers had mixed experiences with caretakers. One-third of the headteachers were full of
praise for their caretakers, but another third reported constant difficulties. One headteacher
commented that her biggest problems in running the school were with the caretaker, who
neglected the floors and carpets, and let the toilets become smelly. For even the smallest jobs
he insisted on sending for an expert.

A RESEARCH ACTIVITY ON CLASSROOMS

In the classrooms of Downers Grove school, Chicago, for children of junior school age,
‘caves’ once replaced desks. Each child had an octagonal plywood cave which was situated
in a three-tiered honeycomb from floor to ceiling. The idea was analysed in a report by
Bealing (1972):

The problem with the pitlar and its drainpipe was that they were attached by a thin plastic
fastener. In dodging round the pillar from one side to the other with their hands on the pipe for
support the fastener breaks, the pipe swings free, and water gushes everywhere when it rains.

The problem for the deputy head was that he knew that the interior wall was merely plaster
board concealed by hessian, and that anyone leaning against the wall talking can place their heel
on the base of the wall, and either through tapping or continual pressure, a hole would soon
appear which would progressively grow in size.

The quality of these fixtures is poor, and certainly not able to stand for long the fair wear and
tear of young adolescents behaving in a not unreasonable manner , .

In all of the instances described above, the teachers have been forced into an authoritarian
and custodial role to offsct the inadequacies of design. Architects have a constructive part to
play, therefore, in helping pupils and teachers to establish better relationships.

Hardy, 1977

Open plan schools provide interesting contrasts in a number of features of space and
design, because the classrooms lose their 'front’ and ‘back’, leaving teachers to move every-
where. Desks and tables are so arranged that pupils have eye contact with each other and are
likely to share more experiences and communicate with each other more frequently. The
learning environment is likely to be more relaxed. In some schools corriders were turned
into work areas and book reference places, Washing and toilet facilities were planned in
direct association with learning spaces (see Pearson, 1971).

Older schools provided their own particular problems of spatial layout for the users to
solve. Gould (1976) comments that in an Edwardian school building where he once worked
several classrooms were connected so that the entrance to the first was through a cloakroom,
the second was entered from the first, and the third from the second. The middle classroom
acted as a passageway and the teacher in this room had to accept that other staff and pupils
would come through at various times, some scheduled, some unscheduled.

The spaces outside the school building may be indicative of assumptions about relation-
ships. Evans (1974b) notes that it was Simmel who first drew attention to the significance
that a border line has for a group. It defines who is included and who is excluded. In her
study of infants schools, Evans notes that only one still displayed a notice saying that par-
ents should not enter the school, but the same effect was achieved in other ways. Some head-

An article in this week’s issue of Educational Research (Volume 14, No. 3), ‘“The organization
of junior school classrooms’, casts doubt on the revolution said to have taken place in the orga-
nization of the classrooms of Britain’s primary schools in recent years, ‘Despite the relatively
informal classroom layout adopted by the vast majority of teachers, there was so much evidence
of tight teacher control over such matters as where children sit and move that it seems highly
doubtful that there is much opportunity for children to choose or organize their own activities
in most classrooms.” Practical necessity, rather than pedagogical theory, probably accounts for
this, says the author of the article, Deanne Bealing.

Practical necessities do have a way of exerting their influence, so is it that to change the orga-
nization and behaviour in classrooms one needs to change the structure itself in a rather more
adventurous manner than has yet been tried?

All the children of Downers Grove school in Chicago would answer yes — for they inhabit
classrooms unique in this respect. There are no desks ~ instead, each child has an octagenal ply-
wood ‘cave’ which is piled with others in a three tiered honeycomb from floor to ceiling. The
idea is to give every child his own area where he can stash his books, clothes, siring and what-
not and read or draw whenever he feels that he wanis to.

The project is the brainchild of the school head, Avery Coonley, who conceived the idea for
the caves with educationist Larry Busch. The children climb into their hideouts by means of car-
peted hand and footholds on the lower caves, and each space contains a seat, working surface,
a light and storage space. The seat and storage space can be folded flush with the walls in order
to give more room,

The caves are ~ almost literally — the children's castles; they are assigned at the beginning of
the year and from then on outsiders can enter by invitation only. The teaching day at Downers
Grove is structured at present so that an hour and a half is set aside specifically to be spent in
the caves, but children are allowed to spend as much time as they want there,

Schoolwork, as a result of this project, says Coonley, has become more original even over
the few short months it’s been in operation. The children stick with their various academic activ-
ities longer now and because they can't look over each other’s shoulders, there is more origi-
nality in their work, Often, just the opportunity to get away from the rest of the class is
rewarding: fidgets often withdraw and only come back once they are more settled .

‘The children themselves (up to age 11 or thereabouts) like the cave arrangement: being able
to get away from others, and somewhere to leave things lying about, are the main attractions. In
fact several want more privacy - the doorway closed up, for instance, and locks.

But the biggest changes have occurred in the children who are from larger families and who
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don’t have rooms of their own at home. The caves are cheap t
. X 0 make, says C
could be an effective help in inner city schools. i ¥ Soonley. so they

(This first appeared in New Society, 29 June 1972, London, the weekly review of the
social sciences.)

The point of il.moducing these data on caves in classrooms is as an alerting device: clasg
rooms can be quite different from those with which we are familiar. : )

Background Propositions
The spaces available specifically for teaching are of interest in at least three ways:

1. They suggest possibilities and opportunities for teaching,
2. They place constraints on what can be done.
3. They imply psychological philosophical, sociologi ical i
' . gical and pedagogical ideas that
often taken for granted, but are open to question, 5 e

.

Aim

The aim of this exercise is to analyse the various features of teaching spaces and o relate

gmse to teaching possibilities, teaching constraints and the underlying theoretical assump-
ons.

Procedure

1. Make a sketch plan of a room or space known to you, including its furniture. This can

be based on an actual visit or drawn from memory. .

2. Make notes on the following features:

{a) The shape of the room/space.

(b} The arrangement of desks/tables,

(¢} The arrangement of chairs.

(d) The position of the teachers’ desk.

(e) The windows,

(f)  The display boards (e.g. position, number),

(8) The storage units (e.g. position, access).

(h) Any other furniture and fittings.

(i) Has the room space a ‘front’ and ‘back’?

()  Access points (number, off a corridor?).

(k) Write your comments, e.g. what assumptions are made about how children learn
and what they should learn, the relationship between teacher and pupils, how the
school is to be organized.

(' How does this room differ from a public house, a theatre, a créche, a church or a
youth club?

(m) What assumptions underlie the design of a public bar, a theatre, a créche, a church
or a youth club?
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(n} How do these differ from the assumptions underlying the design of the room you
are analysing?

(0} Comment on the teaching possibilities of the room/space.

(p) Comment on the limitations set by the room/space.

Discussion

As in the case of the school building as a whole, there will be variations in the findings from
classroom to classroom and space to space. Some propositions that emerge are:

1. In most classrooms the placement of tables, desks and chairs gives the room a front and
a back. The teacher’s territory is usually well marked by a larger desk, the position of
the blackboard or white board, a space to the doorway, the position of a waste basket or
some combination of these. This teacher territory may often occupy as much as a third
of the space available.

2. Many classrooms, particularly in secondary schools, are rather Spartan in appearance
and in furnishings. The transitory nature of the pupils’ stay is signalled by the relative
lack of displays of work and other ‘involvements’ with the room, e.g. the occupants do
not choose the decor or decorate the room themselves,

3. The arrangement of seating indicates an expected channe! of communication. In most
cases this is seen as mostly teacher-centred or entirely teacher-centred. Teachers have
the power to vary this and some do, particularly in infant schools,

4, Classrooms tend to signal -social distance and teaching styles which are authoritarian,
i.e. the learners are dependent on the teacher throughout. The layout often suggests a
confrontation. An analogy is that of baitle: in battle, territories are clearly established,
sorties into each other’s territory are regarded with suspicion and there is victory, defeat
or truce.

5. Primary schools show some differences from secondary schools. Yet the teacher’s terri-
tory remains well marked in most classrooms. In a study of infant schools in 1974: ‘Of
the 145 classrooms visited, there were only six which did not sport a teacher’s desk or
table. The most favoured position for this was still the traditional centre front, at right
angles to the main access door. In 42 cases, the teacher was actually seated at her desk
for the whole or part of the time the observer was in the room’ (Evans, 1974b). While
circumstances may have improved for some years it seems likely that recent educational
initiatives may encourage a return to such didacticism. Since the publication of
Classroom Organisation in the Primary School (Alexander et al., 1992) teachers have
been increasingly under pressure to spend more time with whole-class teaching than
with groupwork and in ‘telling’ children things rather than in setting questions. Evans
concluded that, in her studies of infants’ classrooms: ‘elements of tradition and conti-
nuity are stronger in English infants schools than is sometimes assumed . . . Many teach-
ers were at pains to describe themselves as “old fashioned”’ (Evans, 1974b). Such
statements remain familiar today,

6. Comparisons with a modern public house are interesting. As in schools, large numbers
of people are catered for over long periods of time. The standards of decor and comfort
are usually higher in the public house and informal grouping and activity are encour-

aged by the layout.
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7. Acréche is often equipped with cornfortable furnishings, carpets and cushions. Distinct
activity arcas are defined and individual children are given a free choice in visiting
them.

8. A theatre often has the territorial feares of many classrooms, unless it is a theatre in
the round, The performance is highly resourced, both professionally and technicaiiy,
and the clients experience high levels of comfort and consideration.

9, ‘The limitations set by classrooms can be overstated: theatre designers use & similar area
to achieve remarkable vartations. The Chicago experiment with ‘caves’ presents only
one possible variation.

CONCLUSION
Environmental Competence

There are many practical implications of studies of spage in schooling. One is contained in
the idea of envirommental competence. This is defined as:

(a) a person’s ahility to be aware of the surrounding environment and its impact on him; and (5)

his ability to use or change his settings o help bim achieve his goals without inappropriately

destraying the setting or reducing his senss of sffectiveness or that of the people around him.
Steele, 1973

On thig definition, it can be argued that the behaviour of many teachers shows limited envi-
ronmental compeience. A common arrangement of furniture in a secondary school class-
room is where the desks are set in rows facing the ‘front’ of the room, defined by the
teacher’s desk and other features like a blackboard. The teachers can usually see all or most
of the pupils and from their point of view the classroom is ordered and idy. The pupils can
sec only their neighbours and the teacher. The message of the arrangement is to look ahead.
Unless the room is raked, what they actually see is a cluttered space of people’s shoulders,
heads and bits of the teacher.

The learning message is ‘sit and listen™: & lecture or instructional approach is implied. This
style is appropriate some of the time, but if a wacher desires general discussion or group dis-
cussion, the furniture arrangements are opposed to it. The teacher may be attemapting o
exchange and explore ideas in a physical arrangement that inhibits this. In this situation many
teachers accuse the pupils of being unresponsive, when in fact the teachers have not maxi-
mized the chances of getting responses. Discussion is also facilitated by comfortable fumni-
ture and pleasant wall and floor coverings, as evidenced in most modemn public honses,

There are mere mundane examples of environmental competence. Many smdent teachers
have had to be warned about the territorial ¢laims senfor staff have on paris of the staff room
and on particular chairs, and those who have not been given such warnings may find that
their image with the staff quickly becomes an unfavourable one.

Walteenspuhl (1994) has suggested an architectural model developed from the curricu-

jum and divided according to three distinet pedagogic categories, with the teaching being |

done in spaces which are themselves of three distinct achitectural types (Figure 7.1):

This is so that the pupil can beiter distinguish the nature of the scholastic disciplines which are

faught, each within 2 suitable ambience,
Walteenispuhl, 1994, p. 124
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The Historical Dimensien

One dimension of the descriptions and explanations for spatial layout largely overlooked in
this chapter is the historical dimension. One of the continuities in educational activity lies
in the relative permanence of buildings, which may well outlast the theories of education o
which their design was based. Later users may find that their different teaching ideas are
effectively reduced or outlawed by the inherited architecture. (See Seaborne and Lowe,
1977, for a useful treatment from the historical point of view.)

However, the furniture i3 less permanent and provides more scope for modification,
School furniture before 1944 tended to coasist of items like heavy cast iron frame desks,
usuatly constructed in pairs. Light tubular furniture, stackable or mobile, increases the
options open to teachers. Walls designed to have things pinned on them rather than painted
brick designed purely to keep the roof up are another aspect of increased choice for teach-
ers (Dale, 1972a),

The Papils’ Perspective

For the most part, the analysis so far has centred on the teachers’ layer of meaning and the
teachers’ viewpoint, as have most of the Himited researches available. To devote a little space
to the pupils’ viewpoint would seem 1o be appropriate.

Theory and Practice

There is some light shed on the matters of theory and practice in the studies of educationsl
spaces. The notion that ‘theory’ is opposed to practice is dubious in the light of evidence
about space and behaviour. The theory underpinning the use of space may be implicit or
explicit, recognized or unrecognized. A particular theory may be apglicd, misapplied or
avoided. But one of the assumptions of this chapter is that all practices have an underpin-
ning theory and that alternative practices and theories can be discovered, Teachers who do
not recognize these competing theories are vulnerable 1o having decisions made for them,
rather than exercising the choices that are open 10 them.

It would be misleading to see space as determining. In studies of classrooms (Evans,
1974b), headteachers’ rooms {(Bvans, 1974a) and commercial offices (Joiner, 1971), the
variety of uses of the same space and furniture is stressed. ‘People, it scems, whatever the
architect had in mind, can impose quite a lot of themselves on their surroundings’ (Joiner,
1971}, But as Mead (1934) points out, the changes individuals make in the social orders in
which they are implicated usuaily involve changes in themselves and in their seif-concepts.

SUMMARY

1. Relatively little attention has been given to analysing the influence of the spaces pro-
vided in schools on educating. o

2. Teachers’ rooms may indicate a great deal about them and their views of education.

3. The experience of using a school building is one illustration of layers of meaning: it
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varies considerably with the groups of people involved.

4, A research exercise on the school building may yield a series of taken-for-granted
assumptions about schooling.

5. Inadequacies of design may force teachers into 2 more authoritarian role to compensate.
The promiotion of authoritarian teaching styles may also result in the rearrangement of
classroom furniture.

6. Aresemrch exercise on classrooms may yield further taken-for-granted assumptions,

7, Many teachers show limited environmental competence: room arrangements often fail
to back up the teachers’ intentions. _

§. Buildings may outlast the theories of education on which their design was based, and
create problems for later users who have different ideas.

9. Pupils have considerable awareness of the buildings, and many would like some say and
involvement in improving them,

10. Spatial influences are important rather than determining, but their importance is often
underestimated.
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Discussion and Activities

L. Using the two research activities in the chapter for ideas, devise your own list of questions for
rescarch into specialized spaces in a school, e.g. g secondary school science laboratary, a school
libeary.

2. Teachers are sometimes thought to be akin to actors in having to give performances. Does this
comparison break down in the case of environmental competence, with actors taking this much
more sericusly than teachers?

Signposts

L, Education without specialized buildings

The Open University, cofrespondence colleges and the radio schools of the Australian outback sll
operate without the normial spatial features of special educational building. A state school in the USA
operates in this way too; see Farrington, P, Pritchard, G. and Raynor, 1. (1973) ‘“The Parkway
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Programume’, in J, Raynor and 1. Harden (eds), Readings in Urban Bducation, Volume 2: Equality and

City Schools, Milton Keynes: Open University Press.

2 Open Pl e s Sgﬁamizmd and Wales are open plan. One study is Bennelt, 8N

{ primary schools in Eng ' , : :
A:;b:zut (138?{;}: Bﬁ:p?;n Schools: Teaching, Curriculum, Design., Wmﬁsarf.‘ gﬁgﬁﬁ;ﬂ:}e;‘?lsr;g
saﬁol:ls are the focus of two articles: Cooper, I (1982} “The Maintenance o

ings'. Briti 7 Education, 3, 3: and Cooper, L (1981)
in Primary Buildings'. British Journal of Sveiolagy of : Coop ]
ifi‘:: Pﬁiiﬁf: t;go;?ﬁ:aﬁog and Architectural Design: The Instructive Example of British Primary
Education’. British Edwcational Research Jowrnal, 7, 2.

Chapter 8

Timetables

Suddenly o White Rabbit with pink eves ran close by her. There was nothing so
very remarkatle in that; nor did Alice think it so very much out of the way o hear
the rabbit say to itself, ‘Oh dear! Oh dear! I shall be too {laie!’ (when she thought
it over afterwards, it vccurred to her that she ought to have wondered at this, but
at the time it all seemed quite natural).

Lewis Carrol, Alice s Adventures in Wonderland

INTRODUCTION: THE ALLOCATION OF TIME

In sityations where it is believed that there is not enough time 1o do everything, systems of
allocating time to chosen activities have to be established. Schools face a time allocation
problem. There are competing claims about what sheuld be learnt in schools and the number
of subjects to be included in the curriculum is seen as being greater than the time available,
so time is defined as a scarce item that needs to be rationed in some way. At an early stage
in the introduction of the National Curriculum, primary schools were required to andit the
number of hours spent in teaching each subject. The apparently reasonable assumption
being made was that the way in which time was allocated in the schools would contribute
some insight into what goes on there and the hidden assumptions that were involved, as with
the spaces and the architecture. In the case of the primary scheol curricnlum, the reality
proved more complex than the research instruments applied. It proved extremely difficult 1o
allocate ‘subject’ hours to infegrated topic work.

The timetable also becomes part of the consciousness of the pupils, and it is generally
taken for granted. In fact, it is one of the features of the culture of the school that is offen
taken for granted by all those invalved, as #t may seem too obvious and ungquestionable.

Within a very shert time of entering a schoo!, a pupil begins to take for granted that the
school day is broken down into blocks of time called periods. Play time is at a set time, and
80 is lunch time, the start of the afternocon and the end of the school day. This system was
created by previous members of the school and has some theoretical base, but this iz not
explained to the pupii; and it becomes accepted as the “natural’, if not inevitable, way of
doing things.

SOCIOLOGICAL QUESTIONS

Associological approach tries to resist this ‘taken-for-grantedness’ and instead asks questions
about the particular kinds of timstables in use, the assumptions underpinning these and the
implications and consequences for the learning of all who arc involved. A number of gen-
ezal questions may be asked:
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Who timetables?

What is timetabled?

How is the timetabling undertaken?

Why timetabling and what are its consequences?

.

A RESEARCH ACTIVITY: THE SCHOOL TIMETABLE
Background Propositions

The allocation of time in school is deliberate and codified in a timetable. The principles that
underlie this allocation are of interest, since they may:

1. have implications for what is learnt;
2. imply psychological, philosophical, sociological and pedagogical ideas that may be
taken for granted, but are still open to question.

Aim

The aim of this exercise is to begin the process of questioning and analysing the underlying
assumptions of school timetables.

Procedure

Obtain a copy of a school timetable or consider a timetable you have experienced, or obtain
access to a timetable board. (A class timetable will yield some results if the school timetable
is inaccessible.) It should be possible to deduce most answers from the timetable itself: any
questions to school staff must obviously be handled with politeness and tact.

I. Who designed the timetable?

2. Who was consulted?

3. Who, in the school community, was not consulted?
4. When was it devised?

What assumptions are being made here?

5. How are groups formed: Allocated? Chosen? Age? Sex? Attainment?
6. Do all groups study the same subjects?
7. If not, when do differences begin?

‘What assumptions are being made here?

8. Which three subjects/activities are most frequently timetabled?
9. Which three subjects/activities are least frequently timetabled?
10. Which subjects/activities are absent from the timetable?
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11. Does the frequency of subject/activity timetabling vary with different groups of chil-
dren?

what assumptions are being made here?

12. How long are the periods allocated?

13, What subjects/activities are given double periods?

14. Are activities planned to fit the timetable or are activities carried over to the next lesson?
15. Are the timetables of boys and girls the same?

16. If they differ, give details.

What assumptions are being made here?

17. How does the school timetable compare with:
(a) A child’s programme of choices in a creche or nursery; or
(b} A youth club programme (either one night a week or full time); or
(¢) A technical college timetable?

18. Why was the timetable devised in this particular way?

DISCUSSION

One general difference in timetables that can be seen is between those of infan_ts, junipr and
secondary schools. The secondary school timetable tends to be made up of 2 wnde'vanety (?f
subjects and the task of fitting all these in with appropriate classes and teache'rs is complil-
cated ~ so complicated that many schools use a computer for the purpose. Until recently, in
infant school classrooms broadly defined activities were usual, like language work, numbet
work and creative activities based on art and crafts. Junior and middle schools occupied an
interim position, where the inclusion of subjects like history, science and music of.ten meant
that a finer division of time was required than in the infants class. Some schools integrated
these subjects to work on extended topics such as *Ourselves’, “The seasm?s’ or ‘Tr.ansport‘.
Following the introduction of the National Curriculum, a good deal of this work is carried
out in separate subject lessons and the influence of this statutory curriculum has been felt
even in nurseries and play schools (Sylva and Siraj-Blatchford, 1992).

Who Timetables and When?

The general question ‘Who timetables?’ raises some interesting issues. A hierarchy of some
kind usually emerges. The pupils are rarely consulted. Usually only some of the teachers are
involved, and these tend to be senior teachers. Caretakers and cleaners are usually expected
to arrange their activities to fit in with the timetable. ‘Outside’ clients like parents are not
usually consulted. _

The answer to the question ‘When was the timetable devised?’ is usually that thls.takes
place before the pupils arrive in school and, in the case of a new intake, before the <_:h1]dren
have been met. There is an assumption here that the needs, achievements and w1§hes of
pupils can be predicted or are irrelevant. Some schools have challenged the assumption that
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a school timetable should be imposed in an authoritarian way upon learners,

. and have deve.
oped fimetables based on negotiation:

We talked . . . and about his timetable. On the basis of chats with his teachers at the other schiog)
chats with me, and what he had heard from specialists here he chose the following subjects u;
study (in addition to what he would be studying in team time which would nclude maths,
English, social studies and a variety of other things): art, visual commurnication, music, control
technology, chemistry, PE and games. He had changed his mind about German after talking i
over with his parents, He was especially excited by the idea of controf technology because of
the construction involved, music because of the possibility of using the organ and synthesizer,
and visual communication because of a conversation with the person who was going to teach it
who had talked about the possibilities of photography. Later he drapped PE and games and saig
he vsfuuld play five-a-side *during team time if he felt the urge’. He also added typing at my sug.
gestion . .,

At the start of term I'd suggested to Phil that he kept 2 journal. This is how he deseribed hig
school life after two weeks.

' have been at this school now for two weeks and now I have
Ilike to do and enjoy. Once you get to know the other students they are friendly towards you,
When you get down to hard work, time seems to pass a lat quicker, but the first week we ware
Just working out timetables and going to different classes to see what the different subjects were
like and so time seemed to drift slowly by! I like it at this school, you learn things at your own
pace and not like at my last school where for example in maths you go through different sub-
Jects in that category like an express teain so you don’t gather much knowledge.”

Watts, 1977

settled i and doing subjects

What Is Timetabled?

Timetables indicate the dual nature of what is being processed in schools,

knowledge and
people.

People

Pupils are formed into groups and these groups tend to be allocated rather than chosen,
Allocation takes place on the multiple criteria of age, sex and achtevement. The first group-
ings experienced by pupils tend to be on the basis of age. Some infants schools developed
& family grouping system where children of various ages worked with one teacher, but the
most common system is (o allocate children into groups defined by the National Curriculom;
Reception, Year 1, Year 2, etc. Age grouping is less rigid in other educational institutions,
e.g. in further and higher education.

The next experience of grouping may be by sex, Certain activities tend to be designated
as boys® activities and others as girls” activities. Games provide an example: football for
boys and netball for girfs, Until relatively recently, domestic science for girls and metabwork
for boys offered much more formally sex-typed aspects of the thnetable, Most schools have
adopted the alternative of non-sex-typed timetables, where all subjects are sidied by both
boys and gitls. More commonly, children are given an ‘equal opportunity’ to select at least
some of their examination subjects. In these circumstances many subjects remain highly
gendered, and this tendency may be encouraged when option subjects that are especially
gendered are set against each other (timetabled at the same time),

Grouping by achievement is encountered by most pupils. An early experience may be
grouping within classes into “top’ tables and *bottom’ tables. Later experiences may involve
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Tuble 8.1 Proportions of time on basic subjects and other subjects in a range of research studies and
in National Curriculum policy guidance

- Percenvage of curricalum time
Spent on
Basic Cther
subjects Subfecis
(a) Research
Bagsey (1977) Junior 54 a5
Bennett ef of. (1980} Infant 53 25
Bennett ef of, {1980) Junior 48 38
Galton et al. (1980) Junior 49 51
DES Primary Staffing Survey (1987) Junior 49 51
Tizard e al. (1988) Infant 52 40
Alexander (1992) Primary 52 48
Campbell and Neil (1992) K81 51 39
Camnpbell and Neil {1993) K82 44 45
Meyer et i, (1992} Primary/Elementary 56 50
{0 Policy/Guidlance
Guidance 1o National Curticilum 40 60
Working Parties. KSUKS2
NCC Plarning the Curriculens af K52 (1993) 37 63

Nete: Dther subjocts are expressed either as in the research data, or if data were not giv?:n, by subtgac{ing “brasic
subject’ percentages from 100. In the former cases, the proportions of time left for non-basics are consistently lower
then in the latter cases,

From J. Campbell {19%4) ‘Mansging the Primary Camiculom: The Issue of Time Allocation’. Education 3-13, 22,1

streaming, when a whole class is grouped on the basis of similar achievement, and setting,
where achievement in one subject or activity is the basis for grouping pupils together,

Teachers are allocated to the timetable on the basis of subject identification in most sec-
ondary schools, and on the basis of class teaching of a wide range of activities in primary
schools. Middle scheols and some secondary and primary schools have a mixed classifica-
tion of subject and general teaching, and teachers do some of both. In recent years the
School Cwrriculum and Assessment Authority (SCAAY has been encouraging primary
schools to provide more subject teaching.

Knowledge
The knowledge to be processed is allocated to periods of time by being divided up into sub-
jects. These subjects are more loosely organized in some schools than in others: in infants
schools the organization is often broadly based in termy of number work, language activi-
Hes, creative activities, ete., while in secondary schools the division of knowledge into a
range of subjects is usually more rigid,

Some subjects and activities are allocated more time than others. Frequently English and
maths, or their equivatent, head the Hist, and physical education, including games, is often
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third. Subjects that tend to be allocated least time are religions education and music. Despite
calls for a *back to basics’ approach, ¢lassroom observation studies show that about half of
the primary curricutum is devoted to the ‘basics’ of reading, writing and arithmetic,
Campbell’s (1994) study of 105 teachers showed that the calls for a “back to basicy’
approach are actually 8 nonsense (se¢ Table 8.13. As Campbell argues, primary teachery
have always emphasized the basics and, in so far as there has been a real problem in man.
aging the primary curricolum,

the fundemental problem of manageability is not overload or over detailed preseription, impor-
tant as these are, nof i it the teacher workload. The fundamental problem is ideclogical, in that
the broad and balanced conception of the curticulum runs counter to the essentially traditional,
elementary ideology and practice of most teachers on curriculun matters,

Campbell, 1994, p. 10

There are other ideological influences. Some subjects, such az ethics, philosophy, logic,
saciology, anthropology, politics, psychology and even education, are missing from the
timetables of most schools entirely. These omissions raise some interesting guestions. For
example, since logic, rather than mathematics, underpins most of the subjscts on the
timetable, there is a case for its being the basic tool subject. The courses in “thinking’ pro-
duced by Edward de Bono have been adopted on these grounds in some schools. Subjects
are also placed at different tinies in the day: in primary schools English and mathematics are
often taught in the morning, as it is assumed that children are at their best at that time. As
Jones (1992) argues, research shows that this notion that children are more capable in the
morning is actually a myth, yet children may well be quieter and more passive at that time,
Jones argues that this might account for teachers organising more active mental work in the
mornings. The teachers are interpreting what is essentially a teaching problem as & leaming
problem: “active minds and bodies are probably more difficult to manage’ (p. 84).

The performance of tasks, with the exception of some limited short-term memory tasks,
actually improves as the day progresses. The evidence suggests that despite a short post-
lunch dip in arousal and performance, performance continues to improve until the early
svening.

The assumptions made about knowledge make an interesting list of propositions:

ey

Knowledge is best compartmentalized into subjects.
2. Some knowledge deserves more timetable space than other knowledge, and knowledge
is thus stratified.
3. Some knowledge is legally compulsory, ¢.g. the National Cogriculum ‘subjects’.
4, Some knowledge is examinable and some is not, e.g. physical education is not usually
examined.
5. Different children should have different packages of knowledge, raiher than there being
a common curriculum.
6. Some knowledge is considered more suitable for boys and others for girls.
7. Some knowledge (e.g. economics, sociology, parenting) has been seen as worthy of
timetable space by some schools and not by others.
8. The most suitable knowledge for schools is past-orientated and based on an ancient
system of subject classification, rather than present-orientated and based cn integrated
- themes like censorship, terrorism and environmental poilution. which cross the ancient
subiect boundaries,
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. Puture-orientated knowledge systems stressing the skills of %eamipg to c;‘eafzﬁ new
knowledge and cope with constant changes in information are given little space in most
timetables. ‘ ‘

10. Some knowledge within the subject traditions is best excluded from the timetable, e.g.

logic, philosophy and psychology.

How Is Timetabling Undertaken?

The division of time into periods, days and weeks has consequences for thg type ‘of ‘learmng
that can take place. All subjects or activities have to be faugh‘f. and leuarm, ina s.amllar. way,
in regularized blocks of time. Some concession to variatxgns in leam;pg may appear in the
form of double periods, but this illustrates the point that, if double periods are needed, why
not & half day, a whole day, several days or a week? _

This division of time has implications for teaching methods. It tends to place a premium
an third- and fourth-hand experiences. In history this may mean reading whata wagher other
than your own has to say about manor houses rather than vigiting tpe one a few 1f1lometres
away. It may mean secing a short filim about canals instead of travelling algz:g oneina barlg?.
It may mean copying pictures of locks and lock gates rather than sketchifng from the origi-
nal. It may mean reading a play over a series of lessons instead of attending a pez:fermance
at a local theatre. When outings of the above type are organized, they are special avents
rather than the basic mode of learning. ’

The timetable tends to be imposed: it is a set menu rather than a ch{:{me-based menu. A
further or higher education college timetable is based on the same principle: zs&z;;fients enrgi
for courses rather than have an imposed allocation of subjects. A youth club timetable is
negotiated even further, and is fashioned from the wishes and needs of the members,

Why Timetabling and with What Consequences?

At the beginning of the chapter we saw that breaing up time into lsmaﬁ seggnents isa
common activity. The timetable represents a school’s attempt to cope with competing claims
about what should be Iearnt in schools and by whom. Particular views of knowledge andl a
particular view of teaching and learning are implied in these arrangements, Therefore pupx}s
involved in a timetable learn considerably more than where to go for 2 lesson at 4 cerfain
time. They are being exposed to a series of hidden messages about W?lai counts as kr.mwl-
edge, which knowledge is thought to be appropriate for themn, and which knnw}edg? is nof
made available to them, The questions surrounding what constiiutes an apgféypna}tf canon

have caused a great deal more debate in the USA than in the UK, where the legitimacy of

i es and heroines is rarely questioned.

htg;?gaﬁ that particular perspect);\?es on time are related to social class, It has been sug-
gested that the time perspective associated with white-collar workers !{ends o be future-ori-
entated, impersonal, planned and built on the notion of ciafc:.rmd gratification, whereas the
time perspective of blue-collar workers tends to be present-orientated, personal, sponte‘meouz
and implying immediate gratification. Schools and teachers tend to afiopt the first view o

time. Pupils used to the second view of time may quickly‘ﬁe seen a8 laz_y,‘careless, 1mpu}~
sive, uninvolved’. A school’s promise to pupils is that it will all be worth il in the long Tun:
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Tl}e pupils are promised that the value of subjects whose relevance is totally mysterious to them
will some day be recognized, and with gratinde. Such encouragements and promises, if is
argued, work very much better with the middie-class child, whose cultural background supports
tf?e deferment of gratification, than with the working-class child, whose time perspective leads
him to want his cake new,

Dale, 19721

In the USA, Lois Weis also refers to the notion of CPT (Ccloured People’s Time), Weis
argues that it is important to note that time, as expressed in strest activity and adolescent
ghetto culture, is not simply a deficient use of dominant time ~ it is oppositional in that it
represents, as Horton (1979, p. 44) has put it, 'a positive adaptation to generations of living
whencver and wherever possible outside of the sound and control of the white man’s clock.’

From the moment that they enter an educational institution students are bombarded with -

messages about the appropriate use of time. From this perspective, they are bombarded with
dominant time — and they often resist.

THE SOCIOLOGY OF TIME, AND TIME IN SCHOOLS

So far the analysis has concentrated on school timetables, but there are other timetables in
operation. The school timetable vieids a class timetable, and & pupil’s individual timetable
may be derived from that. There are also year timetables and career timetables, The year
timetable introduces other features. It is shorter than a calendar year and has within it para-
doxes such as the compulsion to attend the school building for part of the calendar year, and
exclusion, on the threat of trespass, at other times in the year,

A career timetable is built out of the year timetables. Although the years are of similar
Fength, some are marked off as special. Years of transfer from one school 1o another, exam-
ination years and school-leaving years are examples. Some school carcer timetables are
io&ger than others, for various reasons. Barly staris are the experience of some because of
accidents of birth dates or because of an ‘optional’ norsery school experience. The sixth
form experience is for some but not for others. ‘Schooldays’ can mean anything from 11 to
16 years in school. Life chances are involved here, since length of school career is strongly
correlated with job prospects and standards of livieg,

Time in school links with time outside school, and the social class links have already heen
mentioned. The school career timetable provides another example of this link in the concept
of “planners’ and ‘drifiers*: usually pupils whe are ‘pushed” by parents who tend to plan
adopt the ‘rational, future-orientated’ fime perspective of the school, whereas dtifters do not,
;’lamem know what goals exist in the school and how to reach them, when important turn-
ing }::oints have arrived and what the consequences of the choices will be. Drifters are less
ce'xl‘tla;:a :i)f the goals and their order of importance, and where each of the possible choices
wi :

quhaps the differences between the two can best be summarized by a pair of similes. To the
drifter the school career is like a pinball machine and he has little control over how he pro-
gresses from one end to the other. To the planner, on the other hand, the school career is like a
road map with aliernative but clearly marked routes to various valued destinations,

Dale, 19726
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CONCLUSION

Many of the messages learnt from the spatial layout of schools and classrooms, as outlined
in the previous chapter, are reinforced by the messages learnt from the timetables. To parody
Kohl’s comments about classrooms, a timetable is not an arbitrary arrangement of time: it
represents in outline form the timetable designers’ beliefs and assumptions about knowl-
edge, about learning, about teaching and about the outcomes of schooling. This selection of
heliefs, often made by ancestors long gone, is only one of several alternative sets of belief
about these matters.

SUMMARY

The activity of breaking time into small segments is common to many situations.

2, Inschool there are competing claims about what shouid be learnt and sotime has to be
rationed as 4 scarce itenm.

3. Timetables are some of the most taken-for-granted aspects of school culture and the
hidden assumptions are rarely investigated.

4. A given timetable is only one of several possible ways of organizing, and the one chosen
will reflect features of an ideclogy of education.

5. Some of the features of the implicit ideclogy of education are revealed by asking ques-
tions about who timetables, when timetabling takes place and what is timetabled.

6. From a timetable, pupils learn a great deal more than where to go af a certain time. They
may also learn some messages of the hidden curriculum, e.g. which knowledge is seen
as male knowledge and which is seen as female.

7. 'The hidden assumption of deferred gratification may be a more familiar message to one
social class grouping than to another, and consequent adjustment 10 it less of a problem.

8. The subjective interpretations of timetables by pupils and staff illustrate the ambiguity
of many human experiences: the interpretations of like, dislike, useful and useless have
to be learned,

9. Many of the hidden messages of the spatial arrangements of schools are reinforced by

the timetable arrangements,

-y
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Discussion and Activities

L. Obtain coples of some of the following: a further or higher education prospectus; an infanis schico]
timetable; an Open University student’s personal timetable; any other educational timetahle,
Contpare them using some of the analysis of this chapter.

2. Discuss how you would organize your time if you decided to educate yourself or your children at
home. Analyse your timetable using any appropriste questions from the research exercise in this

chapter.

Signposts

1. Gender emé the compuiter studies option In secondary schools
One swdy is Hoyles, C. {1988) Girls and Computers. Institute of Education Bedford Way Papers.

2, Transfer to secondary schooling

A new style of timetabling is encountered by those pupils who leave middle school for secondary

school. See Measor, L. and Woods, P (1984) Changing Scheofs, Milton Keynes: Open University

Press. The same experience faces those who transfer from primary to secondary school, and a sotrce

ig?zrie is Derricott, R. (ed.) (1984) Curriculum Continuity: Primary to Secondary, Windsor: NFER-
elson,

3. Read the following account by Derry Hannam about Sudbury school and consider what it would
be like without a timetable — can we trust stidents and teachers 1o manage their own time?

QK You're Certified!

“OK. You're certified,” said the friendly ewelve-year-old boy. Throughout 25 years of advocating
the democtatisation of schools I have ofien feared these words yet when they were finally deliv-
ered the context was delightful, 1 was visiting the Sudbury Valley School in Pramingham,
Muassachusetts.

’Ijhe introductory tour took us to the music room. As a one-time jazz musician | have a cotn.
pulsion to try out musical instraments. On opening the grand piano our guide politely asked
‘Are yott certified to do that? I don't want to have to bring you up!” He explained that every spe-
cialist area of the schoul was managed by a ‘corporation’ of students and staff who had a par-
ticular expertise and interest in that area. I needed a siember of the music corporation to certify
me on the piano before I was free 1o play it. I asked who could do this.

I can,” he said. ‘Play me something you love.’

Eight bars of Satin Dol later - “That's real pretty. OK You're centified’. He added my name
to the list of the certified and in those few moments I leamed a great deal about this traly and
remarkably democratic school.

Had I not been certified I would have been brought up before the JC - Judicial Committee —
for breaking one of the many school rules, all of which are agreed by the school mesating or the
specialist corporation on a strictly ona person one vote basis, and all of which can be changed
democratically. The JC consists of students representing different age groups and a seaff
member, the business being conducted by two elected clerks who are always older students,

The first thing to strike a visitor to Sudbury Valley School is that there are a lot of people
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around. The school is currently Tull with 210 stedents aged from 4 10 19 and Tor the firsi dme
since its foundation in 1968 is oversubscribed with plans for extensions to the buildings. Yet
although there {s no overt adult supsrvision of anything, the facllities are well looked after, the
extensive library is in good shape, computers work and normally rooms are reasonably tidy
though everything is in constant use.

Diavid Gribble of Sands Schoo! had told me that ‘It will feel like break (recess) whes you
arrive’. He was right - and it went on fesling like break for the whole 4 days of our visit! Thers
aré no teacher organised lessons, the cmriculum being totlly generated by the students, The
many rooms of varving sizes do not fesl like classrooms. Individuals, small and not so small
graups of stedents are sverywhere. Occasionally they are with a staff member (not often referred
ter as teachers) working at anything from algebra to apple pie making. These tutorials/seminars
are atways at the raquest of students — either individoal or group (often of mixed ages) - and
will continue for as long as the students feel they need them. If after two sessions student inter-
est fades no pressure at all will be exerted by staff for the ‘course’ or “project” to be completed
to the satisfaction of the adults.

The USA is mercifully free of nationn] gxaminations, Hach state accredited school can devise
its own school leaving graduation, At Sudbury Valley this consists of a defended thesis, deliv-
ered to @ full school assembly of students, staff, governors and parents, justifying that the stu-
dent is ready to Ipave school and cope in the big wides world.

Of Ofsted’s Assessment, Recording and Reporting there is no sign. There 18 no formal assess-
ment of student’s work. No records of achievement or progress are kept and no reports given to
parents. There are currently ten staff but many are part-time, Their contracts are reviewed annu-
ally and by secret ballot students decide whose will be renewed and for how many days per
week, Although fees are low by US or UK standards the school is in good {inancial shape. Co-
operation with the local Framingham School Board is close and supportive. Roughly half the
students are ‘Hifers’ who have been at the school from early choice. The other half are ‘refugees”
from the region’s public (state} schools.

The support for the schooel of all the students 1 spoke to was total but especially inpressive
were the comments of seme of the refugees. Bullying was mentioned by several as their reason
for transferring to Sudbury Valley. ‘Does it happen here? 1 asked.

‘It's just not possible’, was the reply. *The bullies wonid be brought up at JC and it would
stop. If it didn’t the case would go fo ixial before the school meeting and if it still didn’t stop
they would be thrown out of school.’

“When was the last trial of a bully? 1 acked. Nobody could remember. Several JC cases that
we ohserved concerned what might be the first stage of bullying - they were all sctiled amica-
bly but firmly after very fair exploration of both sides.

The first teacher that | met from the school was Mimsy Sadofsky. I askad the obvious liter-
acy questions, ‘“They learn to read in their own time and when they feel the need,” she sdd
‘NWobody ever leaves the schooi unable to read though we have had quite a few who did not leamn
until they were nine or ten. Bven though statistically we must have had our 10% of potential
dysiexics there has never been a dyslexic student at Sudbury Valley.

I pressed Danny Greenberg, o founder staff momber and philosopher of the school, about
what becomes of ex-SVS students after they leave. He directed me to Legacy of Trust — the most
recent and extensive of two longitudinal studies of ex-students going back to the original intake
in 1968, Virtually all have made a success of iheir lives in their own terms and look back to SVS
as a time that truly belonged to them rather than some thing that was done o them by teachers
or 4 national curriculum! Tt makes exciting reading.

From Education News and Review, 11, Spring 1998, by Derry Hannam



Chapter 9

The Official Curriculum

The wish to preserve the past rather than the hope of creating the future dominates
the minds of those who control the teaching of the young.
Bertrand Russell

INTRODUCTION

This chapter concentrates on the hidden aspects of the official curriculum. Many of the writ-
ings on the hidden curriculum contrast it with the official curriculum, and the hidden aspects
of the content of schooling, of school knowledge itself, can all too easily be missed in such
an analysis. It is the ‘ghosts of the school-book writers’ referred to earlier and the ghosts of
curriculum designers that are looked for in what follows.

The two examples looked at in Chapter 6 are worth considering again briefly to establish
the approach. The world of the reading schemes in use in primary schools contains messages
along with the carefully graded exercises to build up learner reading skills in gradual stages,
These messages reflect the views of the writers about their world. One message is sexism:
dominant males involved with careers and work are contrasted with passive females in
domestic roles, and paralleled with similar roles for the children. Boys are involved in
adventures, while girls help mothers with housework. Lobban (1975) concludes that this is
even more sexist than the real world, and abdicates entirely any chance of helping boys and
gitls to think about possible future alternatives. ’

The other example given was sex education books, in which the writers pass on their
views about chastity, marriage and sex rather than informing pupils dispassionately about
human sexuality and the alternative views about it. Hoffman (1975) shows that in these
accounts erroneous information is passed off as fact and Victorian beliefs about sex are dom-
inant and expressed as the one right way of interpretation.

KNOWLEDGE IN SCHOOL IS NOT NEUTRAL

The proposition argued throughout this chapter is that the common-sense view that knowl-
edge in school is neutral is mistaken. This is not a new idea. In 1916, Russell was writing
about school subjects in this vein:

It is in history and religion and other controversial subjects that the actual instruction is posi-
tively harmful. These subjects touch the interests by which schools are maintained; and the
interests maintain the schools in order that certain views on these subjects may be instilled.
History, in every country, is so taught as to magnify that country: children learn to believe that
their own country has always been in the right and almost always victorious, that it has produced
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almost all the great men, and that it is in all respects superior to all other countries. Since these
beliefs are flattering, they are easily absorbed, and hardly ever distodged from instinct by later
knowledge.

SOCIOLOGICAL QUESTIONS ABQUT SCHOQL SUBJECTS

The use of the word ‘subject’ here is not meant to exclude the content of infants and primary
school curricula: ‘reading’, ‘number’ and ‘creative activities’ may be interpreted as broader,
more loosely organized school subjects, and the subjects of secondary schools as narrower
and more constrained versions of subjects.

Adopting a similar approach to that used earlier in an analysis of assessment, what fol-
lows will be an attempt to develop answers to the following questions:

1. Which subjects are selected, and which versions of subjects?

2. Whose subjects are these and who selects this knowledge?

3. Why subjects and what kind of knowledge is this?

4. How are subjects implemented and what kinds of presentation are adopted?
SCHOOL SUBJECTS

History

In the famous satire, /066 and All That, the outcome of much school history is portrayed
as oversimplification:

War with Zulus. Cause: the Zulus. Zulus exterminated. Peace with Zulus.

One aspect of this oversimplification is the charge that school history teaching promotes
nationalism and ethnocentric attitudes:

Every State wishes to promote national pride, and is conscious that this cannot]ae done by unbi-
ased history. The defenceless children are taught by distortions and suppressions and sugges-
tions. The false ideas as to the history of the world which are taught in the various countries are
of a kind which encourages strife and serves to keep alive a bigoted nationalism. If good rel.a-
tions between States were desired, one of the first steps ought to be to submit all teaching of his-
tory to an international commission, which sheuld produce neutral textbooks free from the
patriotic bias which is now demanded everywhere,

Even though these comments were written by Russell in 1916, there appears to be only
one case of their being taken seriously. The Scandinavian countries have a procedure for
submitting their history books for scrutiny so that inaccurate or biased comments about each
other can be identified. They can then be drawn to the attention of pupils, or the books can
be rewritten or juxtaposed with alternative versions. In support of Russell’s point, a recent
survey of history books in use in junior schools in Britain came to the following conclusions
about the teaching of the history of South Africa. Nash found that the bias of these books
was evident in their selectivity. Only four of the books mentioned the existence of black

slavery, and then only in passing:
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There were thousands upen thousands of siaves i i
; t ; in South Africa during the seventeenth. ej
53;:2 and mnctae{xm E‘,entunes,. tfut children taught from these texts would never kn?awj 2\%;:
EJe}pm[:fer mention is made, it is nsually in emiotionally neutral terms, ag if making slaves of
m W:{;re ﬂlaen;]ruﬂ:ezceieptable ;nd n&nﬁ:‘i way of treating them. For example: “To help them ip
used sigves who were i
hilinly A egrocs brought from other pants of Africa and poor

Nash, 1972
Nash comments that this is written in the same tone in which we might say that people uge

knives and forks to eat with, so that no reader would guess that the scars of over 200 years

of slavery remain, and that they still have & powerful influence on South Africa. In Nash’
view, the most significant evasion of the texts is that there is no m&ntiar; of whizz
supremacy. The total control by the white population of government, military, judici
;;ohf:e, industry and the mass media is not indicated by the books he studied %‘é}e b ml?,
§ve;d the wqrd apartheid: only one text contains it, even though all these b{?{)i{;} were Ozbf
lished or revised after 1948, when the apartheid policy was implemented. When suwep“
the textbooks Nash had before him the following five questions; vne

Is a history of South Africa given or onl i
: ¥ a history of European settlement?
Is the history of black slavery discussed? ’ o
Is white supremacy admitted?
Are éereggtery terms used when discussing black or coloured South Africans?
Is apartheid or segregation admitted?

BB LR e

The resulls are shown in Table 9.1,
Table 8.1 Summary of bias in 14 primary-schoof texibooks in their aceounts af South Africa

: No Yex
Histary begins before European setilement 12 2
vaes account of slavery 10 4
Discusses apartheid 12 2
Admits white supremacy 13* 1
Uses derogatory terms when discussing native Africans 4 31

. : ——
In four of these cases a bright child might infer from the contexy that the whites are in contsel, but there is ne closr statement,

. I: might ?e éa;f that South Africa is a particularly sensitive example and that perhaps the
catment of other countries is less slanted. Nash disagrees. Here are his find
histary of India in the same books: .  fincines sbout the

The history of India, for example provides a parall is i i
¢ , X parallel case. This is essentially the story of the
Efétllndm Con}pany {presented zs a respectable body of merchants engaged in legitima?u; trade}
and s wars with the French and the Indians, A great deal is made of native atrocities falways
cxem'phﬁeﬂ.l by the black hole of Calcuita) and of Robert Clive, In the following passage note
izm?, in typic&! sckooixnaster'ly language, Clive *punishes’ the *cruel’ native ruler;
wm;’gg;;nl; c}rzmmb{e:x;?waj E%owlah, a cruel native miler of Bengal. He attacked the East India
near Laicutta, but he was punished by Bob Clive, i
Plastey and then comaney o e p y €, who defeated his enemy at
And, of course British rule ~ just as it was in South Africa ~ is unreservedly maintained to
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have been beneficial to the development of India: “During the first half of Queen Victoria’s reign
Britain had done much to help the millions of peasants who were ignorant and poor, Steamers
now traded with all their ports; the frst rallroad was being laid between Caloutta and Bomibay;
and the lelegraph enabled important messages to iravel swiftly. Also, many cruel customs had
been abolished and plans had been made to feed sufferers in time of famine and to cducate
aative children.’

One hardly has to be an expert on colonial history to appreciate that meost of this is nonsense.
The motives for expansion inte India, even more than in Africa, were economic. The Indian sub-
continent was virtually stripped of 115 wealth during the 200 years of British imperialism. Its
thriving textile industry was mained for the benefit of Lancashire and, by the end of the nine-
teenth century, returns from India provided more than two-fifths of Britain's balance of pay-
ments surplus. This surely benefited the Indians less than ovrselves. )

Nash, 197

{This first appeared in New Society, London, the weekly review of the social sciences.)

Another hidden message of history teaching is sexism, according to various analyses of
the content of textbooks and syllabuses. Millstein concludes from a survey of USA school
books that history, as purveved by such textbooks, was quite clearly Ais-story and not her-
story (Millstein, 1972). An interesting example of how such a bias can influence a writer iy
given in the two fllusttations in Figure 9.1,

Figare 9.1 The medieval llustration shows women rabbit hunting. In A Portrait of Britain in the
Middle Ages 10661485, men have taken over in R, 8, Sherriff's otherwise simnijar illustration. From
the Times Educational Supplement, 29 Wovember 1574,

The conclusion of Davies (1974} about sex bias in history teaching is that:

the hidden curriculum in history teaching is heavily biased towards sexual inequality. I am not
complaining that most societies of the past were sexually unequal; that, fact or fiction, is beyend
my desire or capacity to change. It Is our present study of those societios that is sexist, and it
bears a heavy responsibility for forming the belief that it is somehow abnormal te be female. . .
the sexually prejudiced argas of our society are largely formed and reinforced by the way we -
teach and learn about the past.

Music

The content of school music has been subjected to analysis by Shepherd et af. (1977) and
provides some very clear examples of selection in content. The consequence, they argue, is
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the alienation of pupils from music teaching: pupils in school are usually very interested iy
music, but they are usually not very interested in school music. The problem is rooted more
in teachers’ definitions of music than in the supposed lack of ability of pupils. The content
of school music is usually defined so that:

university students as much as kids in school music lessons get a hidden curricolun of themes
like the following: that whilst popular music is socially signifieant and conditioned, ‘serions’
musie is not, but reflects simply the creative purpose of the composer; that ‘serious’ music
equals art, whilst popular rusic cannot be considered a5 “proper’ music at ail: that ‘serious”
music Is exempt from the commercial pressures which bedevil popular music; that analysis of
mugic presupposes analysis of musical notation and that musical analysis can objectively elugi-
date the meaning of music and act a5 a guide o relative musical value.

Yulliamy, 1978

All these assumptions, Vulliamy argues, can be shown to be dubious, First, the view that
there Is an objective vardstick by which you can measure classical music against jazz or rock
music fails to recognize that the musical languages are quite different: the first uses a
notated tradition, while the second two use improvisation in an aural tradition. It follows that
there can be criteria for good and bad classical music ard criteria for good and bad jaze, but
not criteria to compare the two. The commercial pressures on popular music led to the pop
musicians themselves identifying good ‘pop’ as against commercial “pop’, although the term
‘popular’ is a misleading oversimplification:

it must be emphasized that the term ‘pop” music is a thoroughly misleading one, in that it covers
many different types of music, some of which are poputar and some of which are not, some of
which are found on LP records (which since 1968 have outsold singles in absolute terms) and
some on singles records. Various types of so-cafled "pop” music (soul, Tamla Motown, teeny-
boppar pop, rock, folk, reggae, 'progressive’ musice, to name but a few) not only have very dif-
ferent musical origins and qualities but also appeal to widely different social groups.

Vulliamy, [978

Vulliamy staies that the view that all ‘pop’ music is commercial is a vast oversimplification.
Although the prime consideration of some musicians is money, others set out fo ereate what
they regard as serious artistic music. However, serious jazz or rock musicians who want to
create music which, owing to its experimental nature, is unlikely to be commercial, rarely
get help from the grant-aiding bodies. They also miss out on media exposure: the BBC
policy appears to be 1 exclude serious jfazz and rock from the radio. Radio 1, which is said
1o be the popular music provision, promotes commercial singles, and the two categories of
music shown to be most popular with schoolchildren, namely progressive rock, and reggae
and soul, are largely absent,

Vulliamy concludes that there has been an almost total neglect of jazz, rock and other
forms of music in schools in both the USA and the UK. Academic music is totally domi-
nated by so-called ‘serious’ music in the notated European tradition, and neither GCSE nor
A level syllabuses consider the varions forms of Afro-American music with their non-nota-
tional traditions. The conclusion is that pupils’ musical knowledge and concerns are
invalidly rejectedd: school music is “their’ music, not ‘our” mustc, and the reasons for this tell
us more about the misconceptions of the musical establishments in universities and else-
where than about the nature of music.
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pomestic Science

The subject of domestic science raises other issues. First, it illustrates the idea of the strati-
fication of knowledge, i.e. that some subjects are deemed to be more important than and
superior to others, For the purposes of university entrance, an Alevel in domestic science is
usually counted as GCSE only, In studies of the sixth form curriculum, it consistently comes
at the bottom of the list of acceptable subjects, whether viewed by university tutors, employ-
ers, teachers or pupils. Yet as those who have experienced domestic science courses have
consistently reported, the courses are demanding in both writien and practical examinations.
Domestic science is a required study in some European countries, and required equally
for boys and girls. In Britain, however, it is defined in practice as a girls’ subject. The actual
questions used in examinations signal this clearly:
You and your hasband are going to spend a weekend with your parents. Launder 2 selection of
your own and your husband’s clothes: these should include a variety of fabrics and finishes.
Namie these fabries with Jabels, when displaying your finished work, Prepare & meatless evening

mieal for the two of vou, using up lefiover cooked vegetables and staie bread.
Metropoliten CSE paper, 1974

Defined as a girls’ subject, domestic science becomes a potential carrier for sexist assump-
tions about society. In a survey of textbooks available for teaching the subject, Wynn (1977)
discerns these messages to gitls and to the few boys who study domestic science. She con-
cludes that any girl doubtful of the positive virtues of household tasks would be under
attack. It would be suggested that her marriage would break down. She would be warned
that her man would turn to drink if the home were not organized to his satisfaction. So any
man who drinks to excess is in a position to blame his wife's failings,
There have been some concessions made to the present interests of girls. One of these has been
the development of courses in ‘good grooming’, which includes hygiene, appearance, make-up
etc, These cousses, whilst scen by some s an antidote to the “fulure housewife’ orientation of
hope sconomics, actually serve similar interssts. Such courses help girls to think of themselves

as ornamental creatures whose main alm in lfe should be 1o caich a suitable husband
Wyrn, 1977

Wynn sees a theme which is missing from most domestic science courses: that of possi-
ble alternatives, especially those that would increase the chances of dual-carcer families. For
Wynn, the characteristics of domestic science teaching in schools are sexist in that they mark
out an almost exclusive domestic role for women. Employment is seen as a temporary activ.
ity that fills in awkward bits of time for women, rather than as a serious alternative to
domesticity. Wyno concludes:

Women's tasks in the home are envisaged as inevitable, as is the continuation of the family in
its present form, Thus the stage is set for women to be used as cheap labour and o be sxpk;it?é,
The cultural pressures on women 1o conform to sex stereotypes start in infancy, and are rein-
forced in home economics.

Religiouz Edocation

Religious education had a unique place in the curriculum of schools in Britain before 1988
since here alone among the couniries in Europe, it was compulsory by law. The only other
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compulsion of this kind was also religious — the daily act of worship in schools. RE is still
compulsory but so are all the other subjects of the National Curriculum,

The hidden curriculum of RE teaching is perhaps indicated in the title of a document pub-
lished in 1975 by the British Humanist Association arguing for the reform of the 1944
Education Act’s provisions regarding the subject in schools. It was entitled ‘Objective, Fair
and Balanced’, the assumption being that RE teaching was unbalanced and unfair and failed
to be objective. One of the key objections of this document was that RE was often taught as
if there were no alternative to Christianity, whether it be other religions or non-religious
belief systems like humanism, existentialism or Marxism. Some advice to schoolteachers
coping with young children’s questions about religion will perhaps illustrate the point:

Who made God? The simple answer to this is “Nobody; God has always been there'. If He had
been made by somebady else, we should then want to know who had made that person, and so
we could go back until we got to someone who had started it all — and that Someone is God, If
we reflect a little, we soon discover that all things begin with God. For instance, the table in the
kitchen is made from wood, the wood came from a tree, but God put the tree there and made it
grow. The child’s woollen jersey came from a sheep — and who made the sheep and gave it life?
-God.
So we can go on, tracing all things back to God, who is the beginning of everything,
Hunt, 1974

Objections to this advice as failing to be objective are made on two grounds:

1. The logical form of the question is not pursued: the next question, using such a logical
sequence, must be ‘and who started or created God?’ It is just as logical to argue that
the universe has always been there as it is to argue that God has always been there,

2. By omitting any qualification like ‘the answer that believers or Christians give is . . .,
the hidden message is that everyone agrees that this is the answer: alternative answers,
by implication, simply do not exist, or are not recognized.

Interestingly, Hunt goes on to say, with unconscious irony in the light of the objection claim-
ing that this approach is dishonest, *Itis very important to give an honest and truthful answer
to a child’s questions.’

The teaching of RE is difficult to analyse because there are many competing versions of
the subject in existence at the same time. Stopes-Roe (1976} has listed three major versions,
which can be described as:

i. Religious instruction, where the intention is to convert children to Christianity.

2. Religious education, where the intention is to convert children to religious thinking and
sympathies, without necessarily specifying which religion.

3. Life stances education, where the intention is to teach dispassionately about belief sys-
tems, whether supernatural or secular.

The outcome of much religious ¢ducation in schools has been seen as the advocacy of belief
rather than thought:

The prevention of free inquiry is unavoidable so long as the purpose of education is to produce
belief rather than thought, to compel the young to hold positive opinions on doubtful matters
rather than to let them see the doubtfulness and be encouraged to independence of mind.
Education cught to foster the wish for truth, not the conviction that some particular creed is the
truth.

Russell, 1916
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In contrast, the advice offered to teachers in 1974 by Hunt stressed belief rather than
thought: “We know that there is a heaven because Jesus told us so’.

The fact that we don’t know all the answers can be one way of pointing out how great
and wonderful God is — the only Being who does know everything. There is nothing wrong
in thus instilling a sense of awe into a child, and little children will happily accept that there
is One who is above (in the right sense) us all, and to whom we can safely leave these big
puzzles, because He loves us all so much. .

An alternative view from the advocates of religious education is less dogmatic. As Owen

Cole {1978) writes:

if we are helping the pupil in his search for meaning we must not predetermine the limits and
say that his solution will be religious. He should, therefore, be given some understapdmg of how
people can work out their place in existence without reference to religion. Humanism provides
such a coherent alternative view of life.

Geography Education

How is the world portrayed to children? Figure 9.2 provides three examples.

As Hodgkinson (1987) has pointed out, maps and atlases have always been made for spe-
cific religious, social, economic or political purposes. It is therefore unsurprising that hidden
biases may be found. Maps of the world seek to represent a three-dimensional reality on to
a two-dimensional plane. The Mercator projection was developed in the sixteenth century
primarily for navigation purposes. The map emphasizes those parts of the world considered
most important at that time. Northern Europe provided the central axis to provide the tradi-
tional Eurocentric world view. Children take map design very literally, and the Peters pro-
jection was developed for UNICEF and Christian Aid in 1972. The Peters projection
corrects the distortions introduced by Mercator; in particular it reduces the size of Europe
and enlarges Africa to provide more realistic proportions. The map also restores the equator
to the true centre of the map so that Africa can be seen to be a mainly northern, not south-
ern, continent. It also shows India and Central America above the equator.

MacArthur produced his Universal Corrective Map by simply inverting the Mercator pro-
jection so that Europe is relegated to the bottom right-hand corner. As Hodgkinson says, the
projection provides a fairly obvious piece of propaganda and is provided with an inset text:
‘So spread the word. Spread the map! South is superior. South dominates! Long live AUS-
TRALIA — RULER OF THE UNIVERSE’.

Hodgkinson argues for an educational approach that makes the most of ‘that most pow-
erful pedagogic weapon, cognitive dissonance’. A course is outlined that provides a history
of the development of our geographical framework:

Images of the world — Hindu, Amerindian, Eastern.

Early maps — ancient, medieval perspectives.

Carving up the world ~ Papal’s line of 1494, Mercator and navigation.

World time — Harrison’s chronometer, Greenwich, railway timetables, Universal Time.
Maps as world views, East/West and North/South conceptions. The politicization of

maps.

b oo
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Figure 9.2 Different fiat map projections of the globe. {a) Mercator’s projection, (b} Peiers’s pro-
Jjection, () MacAsthur’s universal corregtive map. {d) Peters/MacArthur projection,
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Political Education

In the UK, political education has tended to be neglected as part of the official taught cug.
riculum. This is not the case in other states, as Harber {1984) has noted. However, the hidden
curriculum of the rest of school life is highly political, as was seen in the overview chapter
of this section of the book. Harber (1984) quotes a cartoon that summarizes the findings
well. A headteacher explains to an inspector, “We concentrate on the 3Rs here: tight wing
views, reactionary ideas and respect for authority.” Harber’s analysis concludes: “The gen-
eral thrust of schooling in terms of day to day messages and assumptions favours centre.
right political values rather than centre-left ones.” It follows that the list of attitudes at the
start of Chapter 6 and derived from Postman and Weingartner (1971) is, according to one
point of view, the required outcome of education and is therefore good education.

The political education that does occur in the official curriculum has parallels with the
cas; of religious education, in having various forms related to different ideologies of the
subject,

1. The British constitution form — where the intention is to encourage children to adopt the
British version of Westminster style representative democracy and therefore 1o perpet-
vate the status guo.

2. The democratic studies form ~ where the intention is to convert children to 2 general-
ized sympathy for democratic ideas without specifying a particular form of democracy,

3. The political enquiry form — where the intention is to explore critically all politicat
belief systems and encourage political thinking and political skills rather than specific
political beliefs.

The Curriculum Review Unit's Initial Training Pane! has outlined five rather than three pos-
sible positions on political education. These are conservative, liberal, apolitical, reformist
and radical (Porter ¢t al., 1983), However, Harber (1984) proposes that two positions oceur
more frequently in debates about the UK curriculum than any others, He describes these as
the conservative and the liberal-reformist, the first limiting political education to the British
constitution approach, the second favouring the democratic studies form, with the added
idea of increasing the potential for democratic participation in economic, educational and
political influence groups (such as pressure and interest groups), Harber (1984) argues that
‘Conservative resistance to newer approaches in political education [is] not about a threat
from the left but about a threat to their own hegemony’.

Russell, writing in 1916, saw the conservative approach as an infringement of the rights of
children and tantamount o lying to pupils:

Education is, as a rule, the strongest force on the side of what exists and against fundamental
change: threatened institutions, while they are still powerful, possess themselves of the sduce-
tiopal machine, and instil a respect for their own excellence into the malleable minds of the
young. Reformers retort by trying & oust their opponents from their positions of vantage. The
children themselves are not considered by either party; they’re merely so much material, to be
recrudted into one army or the other, If the children themselves were considered, education
would not aim at making them belong fo this party or that but at enabling them to choose intel-
ligently between the parties; it would aim at making them able to think, not st meking them
think what their teachers think. Education as a pelitical weapon could not exist if we respected
the rights of children. If we respected the rights of children, we should educate them so as to

v
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give them the knowledge and the mental habits required for forming independent opinions; but
education as a political institution endeavours to form habits and to circumscribe knowledge in
such 2 way as to make one set of opinions inevitable,

Russell’s analysis is lost on those who respond to any attempt to reform political education
with the comment that it is left-wing indoctrination,

Science

One view of science teaching in schools is that it serves as a scciological case study of the
jrony of human action. Science education was seen by its pioneers as radical, as leading to
thought rather than belief, as undermining dogmatic forms of knowledge. Young (1976)
argues that it has become almost the opposite, bas developed as an alternative dogma, has
becoms, in Russell’s terms, ‘s grave of intelligence’.

Young sess school science as carrying a serios of hidden messages. The first, exemplified
¢learly in the specialized room of the laboratory, is that science is removed from everyday
life:

School science separates science from pupils” everyday lives, and in particular their noa-schocl
knowledge of the nanwal world. It is learnt primanily as a laboratory activity, in e room full of
special rales, many of which bave no real necessity except in terms of the social organization
of the school.

In contrast, the Open University foundation course in science operates without a laboratory,
and undergraduate students do their experiments at home in the kitchen or garage, using a
home experiment kit and improvised apparatus.

A second message, Young argues, is that if it is relevant science or applied science it is
inferior. A rather starfling example is the polarization of science and domestic science: the
chemistry, physics and biology of kitchen, household, cooking, cleaning and house maints-
nance are so low in status that an A level in their study counts as a GCSE in one of the “pure’
sciences. Further examples are the separation of applied sciences like metalwork and wood-
work, which then require a special project technology to try to upgrade these technological
subjects in the knowledge hierarchy.

A third message stressed by Hine (1975) is that science, as presented in school, is dehu-
manized. He argues that there is no attempt to present Mewton in the round, i.¢. Newton as
a person, his place in history, his nen-scientific concerns. The work is extracted and pre-
sented out of human context as an explanation of so-called non-human events. This dehu-
manization makes the material completely different from that in other subjects.

It is possible that a more complete study of Newton, inchuding his preocoupation with magie,
s relationship to his contemporaries, his particular use of the scientific method, o give only 2
few possibilities, could complement the study of Shakespeare, for instance. A smdy of Newion

eonld show the fallibility of science, instead of enpbasiziog its dogmatic elemenis.
Hing, 1973

The methods of teaching science in school are also beld to carry hidden messages. In a
study of how teachers use language in schools, Barnes et al. (1963) conclude about both arts
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teachers and later science teachers in their sample: ‘teachers were teaching as though thejr
tasks were more concerned with information than thought. If so, this is the version of the
subjects that the children were learning.’ This effect is reinforced by something like an
obsession with technical terms: “The act of giving a technical name seems for many teach.
ers to have taken on a value of its own in separation from its utility.’

Barnes et al. find that, whether they intend it or not, by their use of language, science
teachers were portraying their subjects as ready-reckoner systems of true answers, rather
than principles of thinking through problems and constantly reviewing answers always held
as probabilities, rather than certainties. In addition, they were signalling to pupils that their
role as learners was passive: it was to reproduce information or reasoning, rather than to
think for themselves.

None of these hidden messages is inevitable. An account by Hoskyns (1976) describes
how he set about reducing both the message of laboratories as alien places and the message
of the separation of pupils’ everyday science and school science:

I opened the labs in the lunch hour and after school and pursued a policy of reacting to what-
ever the students suggesied with a ‘yes’ rather than a ‘no’, 1 introduced a number of routines and
activities which I dropped if students rejected them and kept if they were enthusiastic. The
atmosphere in the lab was not right, so I fitted a hi-fi amplifier and speakers into the lab with a
radio and turntable; some pupils actually found it easier to work with Radio I in the background,
while others started to bring their own records. We started a record loan club. As I got to know
the students (especially in the evenings when they came up to work in the Youth Centre) I
decided to build on the success of the music and make available other facilities which could be
loosely allied to physics. We introduced a loan service for equipment at the weckend. We
designed and built radio-controlled cars and introduced photography with a permanent dark-
room. We built a discotheque and used it in the school hall and local clubs. We encouraged those
with an interest in electronics to build and test circuits out of Practical Electronics and similar
magazines. We got some guitar amplifiers and cabinet speakers and let groups of two or three
students use a room to practise with microphones and tape recorders in the Youth Centre in the
evenings. [ discovered that the computer terminal was free of charge after 6.30 p.m., so that stu-
dents could run programmes up until 2.30 p.m, I got four people from Imperial Cotlege to help
with the cars, the computing and the electronics in the evening. A number of third-year under-
graduates came during the day and in the holidays to study the experiments in the Nuiffield
Course, to help students doing them and also to improve that section of the course for the fol-
lowing year. They responded particularly to the informality of the lab and the music and the con-
fident way in which our pupils could talk about the difficulties they were having with the
Physics.

These sorts of facilities, which have developed over a number of years, are based upon an
initial attempt to create the right atmosphere for mutual confidence between pupils and teach-
ers, [t is not particular innovations (music, model cars, etc.) that are important as any kind of
magic formula. What is important is the continual effort to create a rich rather than a desiccated
environment — one in which the activities and initiatives of the pupils and teachers are stimu-
Iated rather than stunted, and one above all in which pupils have time to explore and familiar-
ize themselves with equipment, ask questions and regain the confidence their earlier experience
of schooling has so often removed.

In his account, Hoskyns notes how important it was to involve pupils in course planning
to maintain pupil interest and concerns. Each holiday or the end of a term was a period of
intense discussion about what was to be done in the next term or half term, and this ensured
that pupils’ needs were central to the work that followed. This approach also changed the
use of resources. These became sheived until called on, rather than being fed in automati-
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cally to a preset plan. Such a course needed careful attention to stfucture, Hoskyns found,
and, as a teacher, he could do too much or too little, for understanding came (o be seen as a

ocess that was full of contradictions. A student had to be free to pursue under.standmg in
a way that was best for him, yet the information had to be available as hfa .wanted it. Hoskyns
found that the creative skills were given a chance to develop in the writing up of the work.
To the question, “What shall T write?’, he learnt to reply ‘Just anythin_g you have done’,
instead of prescribing a rigid format. He found that his reply ‘just anything you h‘fxve dor_le’
stimulated a clear, often beautiful piece of work, Most science teaching in schools is not l1k}3
this, Young (1976} suggests in his analysis of secondary school teaching. He argues that it
tends to produce three broad groupings of people ready to fit into niches in society. These
are the pure scientists, whose relations with the natural world are of a rather absu:acted
nature; the applied scientists, whose identity is essentially pragmatic — given something to
be done, it is done, but ends are given, not selected; and third, there is the large group, the
mass of people whose schooling teaches them that science is a specialized activity over
which they neither have nor could have control.

Other Subjects

Most of the subjects in the school curriculum have been held to carry hidden messages, and
a few are worth mentioning briefly.

Social science
Like science, social science was thought to be radical in its content and therefore to lead
pupils to question and think rather than accept and believe. In practice, Reeves (1976)

argues, the content:

has passed through a complex filtration process, analogous (o the processes gf a sewage 'worlks.
By the time it reaches the student, through the filter beds of various committees, examination
board, schools council, publishing houses, headmaster, head of department and teacher, it is
likely to have been cleansed of its most interesting radical pollutants.

The result, Reeves argues, is that pupils learn the hidden message that the parts of society
fit together to form a relatively smooth-running machine of splendid complexity, with
opportunities for small cogs to become larger cogs, provided they accept the modest start-
ing positions awaiting the majority and believe in the virtue of the dominant group mem-
bers.

Art

Art has been interpreted consistently as sculpture and painting, and the popular arts that
many people practise, such as photography and gardening, have been either excluded or
given supplementary status. The answer to the question “Whose art?’ often turns out to be
‘their’ art, high cuiture, upper-class art, and there are many similarities between art and

music, examined earlier.

Languages o _
The case of languages raises an interesting issue. The attempts at future-looking, interna-
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tional cooperation- and commurication-building languages like Esperanto are excludeg
from schools and universities. Examination boards refuse to recognize them. Latin, Gregk
and other ancient Janguages are ‘suitable’; European languages are encouraged but in a fony,
that stresses written rather than spoken skills; Russian and Chinesc are reserved for a minoy.
ity-interest group. These selections make plausible the charge that schools celebrate the past
cather than prepare pupils for the future, ,

Mathematics

Maths dominates the curriculum as a ‘true’ subject of certain facts and reliable information,
though many mathematicians would hold to a relativity view of their discipline and see
school maths as ‘imitation maths’ of inferior quality (Sawyer, 1943). It dominates becaugs
it is held {0 be essential to so many other subjects. Yet logic, which is essential to an under.
standing of gven more subjects, is exchuled. School mathematics encourages belief ang
linear thinking, as Sawyer (19473} sugpests, while logic encourages question, analysis and
Iateral thinking. One attempt to rectify this situation is that of de Bono and his CORT mate-
rials, designed to help pupils to learn w0 think logically.

THE SQCIOLOGY OF KNOWLEDGE

The sociology of knowledge is concerned with the existential conditions of knowledge and
therefore with the study of the relationships between thought and society. Among the basic
premises are that ideas are produced and received in a socio-historical setting and that
knowledge is permitted or limited by social structures. Micro-perspectives in sociology
stress that individuals are not entirely passive in this bur are engaged in an active process of
constructing their own knowledge and their own reality.

Putting this more simply, the proposition is that the knowledge needed at a particular time
is produced in a society and restrictions are made on any knowledge produced that is not
interpreted as desirable. For example, the technological knowledge fo effect moon landings
was produced in two societies when the political and military needs were established.

This kind of analysis can proceed only with a particular view of knowledge. It requires
that the idea of ‘best’ knowledge or ‘truz objective’ knowledge be suspended. Instead,
knowledge is defined as what the participants believe or think is knowledge. It embraces the
members’ expectations, attitudes, myths, information and misinformation,

A SOCIOLOGY OF SCHOOL KNOWLEDGE

A number of questions are raised by a sociological approach to knowledge and schooling.
They include;

1. What knowledge is available in ¢lassrooms?

2. If there are different stocks of knowledge, where do they come from?
3. What are the characteristics of school knowledge?

4. ‘What happens if two stocks of knowledge are in competition?

5. Is some knowledge rejected or avoided?

6. Do the institutional features restrict knowledge?

7. How is knowledge assessed and with whai consequences?

8. What alternative theories of knowledge are available?
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Content

gchool knowledge may be interpreted as predominantly pasbo?ientatefi,‘ p‘fesent-c{rieniz{;afi
or future-orientated. Past-orientated approaches will rely hﬂgva!y on existing sub]ect“dm-
sions on the grounds that the knowledge gathered in the past is comprehensive and reliable,
and the allocation into subject areas soundly based, .

Present-orientated knowledge approaches stress integration of some kind on the g‘wunds
that current ‘problems’ like terrorism, pollution, compuier technology and mass media com-
munication are both cross-disciplinary and in need of new kinds of knowledge to cope with
them. )
Future-orientated knowledge approaches stress that the rate of change technology a{ad
society, and the rate of production of new knowledge, imply that learners ﬁé&fi o goguie
skills of learning, releamning and developing new knowledge. Generally, education ﬁﬁfﬁii& to
cope with the ‘knowledge explosion’, where, it is argued, the amount of knowledge is est-
mated to be doubling every ten years. ‘

It follows that a past-orientated view would favour Latin as part of the sa@euiusa, apre-
sent-orientated view contemporary French and German, and a future-orientated v“;mw
Esperanto as an international language with political implications for the ‘preblem of

nationalism.

Structure: Stratification of School Xnowledge

Some knowledge in schools is granted high status and some low status, One divisiqn %s
between examined knowledge and non-examined knowledge. A case that illustrates this is
that of the social sciences in the school cutriculum. Cannon (1964) shows how social §taii~
ies remained of low status until some of the individual social sciences became established
as examination subjects at A and O level. Psychology, economics and sociology now gtiract
Targe numbers of candidates, especiaily at A level examinations, . .

The examination subjects themselves are ranked though the perception of these rankings
may vary. Among parents, perception varies with social class. Miles (1969) show?d that the
correlation between subjects at O level and social class of parents supportet? the u'lterprefw
tion that parents in higher social/feconomic groups favour non-practical sul,ajects like Lapn,
whereas the reverse applies in the case of parents in lower s&cial/scongmlc groups. {sing
IQ as an indicator, Miles argues that an undue number of higher social/economic back-
ground candidates are missing from the practical subjects and vice versa.

The interpretations by university admission personnel are available from a study of t!te
sixth form curriculum (Reid, 1972). This shows that science subjects hana wide mpmbil~
ity, although internally ranked in the order of maths, physics, chemistry and biology,
whereas arts and social science subjects have less acceptability. Thus a stratification of sub-
jects is found on astempting entrance to a university: some subjects have greater market
value than others. The rankings are given in Table 9.2.

Another aspect of stratification is that of subjects as opposed to integrated fielclis of study,
Young (1971) argues that the modifications in the curriculum have been of two ‘lﬂ.nds. There
are those that maintain the view of subjects as the most suitable way of organizing kngwl-
edge and therefore introduce new subjects or rewtite a syllabus for an existing subject.
Second, there are those that propose an alternative view of knowledge, e.g. as integrated
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Table 9.2 Acceptability of ‘A’ levet subject passes 10 o sample of university departments {n = 84)

,
Mathematics [Pure) 092  German
Mathematics (Pure w. Stat.) 0.83  Bconomics e
Math‘emames {Pure w. Mech.) 0.82  Greek D2
Physics . D81 Geology ggf
Mathematics (SMP) 078  Biology (Nufficld) o
Ma@tmatzcs (further) 0.78  Latin ' {).60
Physagal Science 0.71  British Government 022
Chemistry - 070 General Smidies 0‘49
Pgrther Mathematics (SMP) 6.69  Engineering Scisnce {}‘%
};}sisry 0.67  Scriptare Knowledge {}'4{3
fology 0.66 Music 0‘44
Geography 066  Ar 037
renc ‘
; . 0.65  Eilewments of Eng, Diesign 0
Eingi;s‘h Literature 0.64  Geometry and Eng. Drawing i}é‘;
Chemistry (Nutfield) 0.64  Housecraft 0.15

Spanish 0.64

by creating new courses in ‘low status’ knowledge areas and restictin it availabili

w]'{o h'a»"e alreatjly ‘failefi’ in terms of academic definitions of kmwledggg:ig;eaii?ﬁlm ;getggess
as individual f:a_ﬂurﬁs, either of motivation, abikity or circumstances, and not failares of the ac
demic system itself. These courses, which explicitly deny pupils access to the kinds of Imow?:
edge which are associated with rewards, prestige and power in our society, are thus given a king

of legitimacy, whi h ;
defi e ‘éﬂ;@{“’h miasks the fact that educational success in terms of them would still e

Young has also stggested the maip criteria for the established subjects with high status:

These are litesacy, o an emphasis on written as o ion; i
. ; : pposed to oral presentation; individualism
iffsxe ej group work or Goroperativeness) . . . which focuses on how academic workﬁ';;
e ﬁa_mbss a charateristic of both the ‘process’ of knowing and the way the ‘product’ is
g;gsﬂcntef ,ha stractness of the knowledge and i structuring and compartmentalizing indepen-
d : uﬁ r{;.l ;t ;} il:g;:sug?d a%ﬁ ;;;m h‘:an.m]. . t;nany and linked to the former is what 1 have called
: acemic corricula, which ref i ‘ !
Wit daty e oot poaden cxpetionce 15 1o the extent to which they are “at odds

The consequences of this stratification of knowledge are that teachers became stratified,

pupils became stratified, school organizational s i !
i ) ystems stratify and the school duct’ -
pupils at the end of their school career - is stratified, i proft

Subjects as Social Systems

;E‘h; anglogy of subjects as social systems includes the following propositions. Subjects tend
O nave:
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1. Initiation procedures. Newcomners are required to prove their acceptability by undergo-
ing examinations at varions levels: GCSE, A level, university degree. This establishes
their cogumitment to the “tribe’ of chemists, geographers, sociologists or whatever,

2. Specialist languages. Many of the terms used in subjects have everyday-speech equiva-
lents, but a technical language is developed and subject members are required to use this
to maintain credibility,

3. Boundary maintenance procedures. Considerable effort goes into marking off taymen
from initiated members and also into defining how the subject differs from other sub-
jects. ‘Popularizers’ are usually regarded with antagonism, because they appear fo
dispel some of the mystery of the subject.

4, Research conventions. The conventions of research paper production and subject con-
ferences encourage researchers fo stay within a discipline. Cross-disciplinary and inter-
disciplinary efforts are Iess likely to be acceptable. Moreover, the finance of research is
organized by subject committees,

Ths operation of subjects as social systems has at least three possible consequences:

1. Teachers' aclivities are constrained and the way they perceive school activities and pos-
sibilities is limited: ‘Just as most secondary teachers take their pupils as they find them,
so they take for granted what it is they are supposed to be teaching. What they are teach-
ing, if vague ideals like “caltivation” and “liberal knowledge™ are set aside, is a body of
subject matier related to their college or university specialism, Sometimes this knowl-
edge is seen ag simply utilitarian and directly vocational, sometimes as a training of the
mind or even as an opportupity for self-awareness’ (Holly, 1973). Holly argues that sub-
ject specialists are recruited to teach predefined aress of knowledge in a way that is not
really open to discussion. It {s therefore a rationalization, not a rationale, for a true ratio-
nale is possible only where the decisions have not already been made. In most sec-
ondary schools all the real curricular decisions have been made, he suggests,

2. A rationzsl debate about change is unlikely and the development of a present or future
viaw of knowledge 1o replace the past orientation of subjects is made difficole ‘On the
whole, the most well established secondary school subjects are those which were devel-
oped at universities during the nineteenth century the time when the secondary currico-
lum was last basically reformed from the classical tradition of the Renaissance — henice
English, history, peography, atithmetic of the stovks-and-shares variety. Euclidian

gevmetry, algebra, Newtonian physics, inorganic chemistry, ‘governess’ French, mus-
cular-Christian game, classificatory biology plus a residue of Latin® (Holly, 1973). This
is still the curriculum of the majority of secondary schools. To say that this curriculumn
in the last quarter of the twentisth ceniury is at all rationally derived would be to fly in
the face of reason, Holly conclodes. Demonstrably it is the result of a historical process.

3. The stocks of knowledge brought to school by pupils are rejected. The knowledge and
its sources available in classrooms can be represented diagrammatically, as shown in

Figure 9.3,

The result of such a situation is that one definition of knowledge, a subject definition, is
usually imposed, or an attempt is made 1o impose it, on the pupils. The case of music iltus-
trated this well. The pupils’ knowledge of music 1s rejecied in an atiempt to replace it with
a subject-defined and, a5 Vuolliamy argues, fallacious version of music. The outcome is that
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Figure 9.3 Teacher-pupil interaction as a confrontation of different stocks of knowledge.

large numl_:)ers of [_Jupils are alienated from school music and are prevented from having a
symp:.athetlcv experience of classical among other musical forms, thus adopting an alternative
fallacious view of music limited to African-American forms.

CONCLUSION

The case studies and the review of ideas from the sociology of knowledge should enable us
to make some propositions in answer to the questions posed at the outset, which were:

Which subjects are selected, and which versions of subjects?

Whose subjects are these and who selects this knowledge?

Why subjects and what kind of knowledge is this?

How are subjects implemented and what kinds of presentation are adopted?

Pl o

The following are some of the possibilities that were explored in this chapter:

1. The subjects selected tend to be those developed at universities during the nineteenth
century. A few new subjects, e.g. sociology, have been partially adopted provided that
they were presented as ‘subjects’. The versions of subjects include history with strong
nationalistic and sexist perspectives, music and art with a ‘high culture’ selection,
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domestic science with a sexist outlook, a non-radical version of science and social sci-
ence, both stressing acceptance and right-answer systems, a parochial and non-interna-
tionalist version of languages and a version of religion that excludes the outlook of
many groups and individuals in Britain today.

7. Given the original date of many of these subjects, they often turn out to be the subjects
of our ancestors: sex education has a Victorian morality and purpose; domestic science,
the preservation of male dominance; RE, the prevention of a dispassionate look at alter-
natives to Christianity; and music and art, the subjects previously enjoyed by a wealthy
minority group. The selection of this knowledge is maintained by the operation of sub-
jects as social systems, thus tending to limit the outlook of teachers, to restrict change
and to perpetuate a past orientation of school knowledge.

3. Subjects tend to persist for historical and social rather than for rational or educational
reasons. Present- and future-based systems of knowledge are available outside more
than they are inside schools, in the mass media, in industry and in government infor-
mation services, in order to deal with modern problems like poliution, terrorism, the
knowledge explosion, computerization and energy provision. School knowledge tends
to remain past-orientated, to encourage belief and acceptance rather than thought and
adaptation, to be a filtered and selected kind of knowledge. It is mostly non-integrated,
fragmented and specialized.

4. Subjects are implemented by subject teachers’ perception of their task as some kind of
imposition requiring the rejection of much pupil knowledge. The social systems of sub-
jects stratify teachers as well as pupils and schools, and limit perceptions of alternative
ways of presenting knowledge.

Earlier in the book the limitation of analogies was mentioned; the hidden curriculum con-
cept stresses selected features, The above summary is not meant to be a complete statement
of what subjects achieve.

As a note of caution, the official curriculum teaches more than its hidden curriculum
aspects, so pupils may be receiving complex and contradictory messages. A remaining gues-
tion, therefore, is which set of messages is the most effective, or whether they cancel each
other out. One answer is that of Postman and Weingartner, given in Chapter 6. However, it
is not the only one.

SUMMARY

1. The central proposition of this chapter is that the common-sense view that school
knowledge is neutral is mistaken.

2. 'The case of history indicates how bias can enter a school subject through oversimplifi-
cation and selectivity. These biases may be systematic in promoting sexism, or an eth-
nocentric view of the world, or some other set of beliefs.

3. School music can be shown to teach a dubious view of musical styles based on the fal-
lacy of objective standards across musical languages.

4. The characteristics of domestic science, as taught in most schools, can be shown to be
sexist.

5. The only compulsory subject, religious education, is a potential and in many cases an
actual source of indoctrination, and this is recognized by religious as well as non-reli-
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gious critics. Political education raises similar issues.

6. The teaching of science frequently results in a view of the subject as more concerneg
with information than thought, as well as producing an alienated response from the
majority of learners.

7. Other school subjects like art, languages and mathematics can be shown to lack the ney.
trality comumonly seen as associated with them, Conversely, the supposed radicalism of
social science in schools can be shown to be almost non-existent.

8. School knowledge can tend to be past-orientated, present-orientated or future-oriep-
tated, The first appears to be more common than the last.

9. School knowledge is stratified into high- and low-status subjects, and consequences of
this include the eventual stratification of both teachers and pupils.

10. School subjects take on some of the characteristics of social systems and are therefore
capable of perpetuating themselves beyond their time of usefulness, leaving us tied to
the inadequate formulations of our ancestors.

11. The stock of knowledge brought to school by pupils is frequently rejected in favour of
the teacher’s stock of subject knowledge.
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Discussion and Activities

1. Take a subject that is not discussed in the chapter, e.g. English, design and technology or physi-
cal education, and consider any hidden messages contained in their presentation in school.

2. Reading schemes are analysed by Lobban in terms of their sexist messages. Look at them in terms
of their ethnic messages, their view of social class and their view of nationalism,

3. The compulsory act of worship has been seen as the source of varying degrees of attempted indoc-
trination. Discuss this aspect of the official curriculum. Useful sources are Hull, 1. (1975) School
Worship: An Obituary, London: SCM; and BHA (1979) Gbjective, Fair and Balanced, London:
British Humanist Association, The first gives a Christian viewpoint, the second a humanist view-
point.
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Signposts

1. Microcomputers . .
The arrival of microcomputers in schools could make Russell’s verdict quoted at the head of this chap-

jer questionable. A start can be made with Chandler, D. (1984) Young Learners and ithe
Microcomputer, Milton Keynes: Open University Press. A source on primary schools is Garland, R.
(1982) Microcomputers and Children in the Primary School, Lewes: Falmer Press.

2. Take a look at Vulliamy, G. (1992) “The Impact of Global Education INSET’, paper available from
the Department of Educational Studies, University of York.

3. Political education -
The issue of political education in schools has received attention in the UK recently. On:c collelc.tlon of
ideas is Harber, C. and Meighan, R, (1984) “Political Education in 19817, Special edition of
Educational Review, 36, 2. In Stradling, R. (ed.) (1983) Political Education in West Germany and
Britain, London: Hansard Society, there is a checklist of twenty strategies for teachers to make sure
pupils remain uncritically attached to the status quo. Sample strategies are:

+ Do not allow the school council to develop to an extent where really important issues can be
raised. The democratic decision-making in the school council is only a simulation. Safe
agendas are best managed by the deputy head (pastoral), who understands the complexities
of pupils’ thinking. Free votes are usually safe however on subjects such as coffee-machines,
fund raising, and prefect duties. N.B. If a school council does vote the wrong way on an
important issue the following statement from the head is always a winner, ‘In considering
your proposal I have had to take account of the quality of the argument. Unfortunately otper
factors which you failed to consider have had to be borne in mind and I find myseif having
to overrule your proposition.’

« Label political education teachers who use a variety of learning strategies as ‘progressive’.
Any movement away from ‘chalk-and-talk’ is likely to cause you difficulties with your
classes, Flexibility is anathema to the dedicated teacher who cannot afford to waste time
preparing interesting or stimulating lesson material aimed at the ability levels of the pupils.
Remember, uninterested pupils do not deserve time to be spent on thern.

+ Never feel guilty about showing favouritism to nice, clean, guiet, well turned-out pupils. This
favouritism is good political education for the ‘thickees’ and ‘louts’ in a society where we
know preference is always given to those who grease quietly against those who complain
noisily, or try to change the rules of the system. o

+ Never allow pupils to participate in making decisions about planning after-school activities,
trips abroad, or about the distribution of funds they have raised. Participation is time-con-
suming and never leads to the outcome you want anyway. )

« Real-life experience of the pupils is to be ignored, since it confuses the formal learning they
must acquire. In any case, textbook political theory is to be preferred because it remains non-
active, and requires no real learning experience.

An interesting exercise would be to rewrite the twenty straicgies to promote the opposite aim of
encouraging political awareness.



Chapter 10

Organization

Institutions are to be judged by the good or harm they do to individuals.
Bertrand Russell

a sci?ool is an organization consisting of classrooms ( environment) in which pupils
(subjects) are brought together for the purpose of learning (object) through the
direction of teachers (agents).

Whittaker, 1993

INTRODUCTION

Three terms that are found in sociological writings to describe the patterned activity of a
p]atl:e like a school are ‘social system’, ‘organization’ and ‘institution’. These terms have
various meanings and can be used to mean very similar things, or, with other definitions, to
stress different aspects of patterning,

' The concern of this chapter is not to discuss these concepts but rather to focus on orga-
nizational or institutional style to see whether there are hidden messages in the form of orga-
nization adopted for mass schooling.

Qne approach to organizational theory has been to look for the aims of the organization.
Using this approach the question becomes one of whether or not schools are ‘successful’ in
achieving their aims. One successful institution is an army. It sets out to turn men and
women into killers, given certain stimuli like the ‘enemy’, ‘patriotism’ or ‘survival’, and has
along record of success in achieving this. Among unsuccessful institutions are perhaps large
pr'isons like Pentonville, which set out to reform inmates, make the public safer, and deter
criminals. From the sociological studies available, such institutions tend to have a reverse
effect, in that they confirm criminality, ‘educate’ inmates into more sophisticated criminal
methods (thus making them more dangerous to the public) and provide marks of status,
since inmates are considered ‘experienced’ criminals in criminal circles {see Morris and
Morris, 1963). A partially successful institution is a hospital, which has high rates of success
with some ailments and low rates with others,

"I‘he analysis of schools, then, becomes a question of locating them alongside armies,
prisons or hospitals in terms of success in achieving aims. Different writers have come to
contrary conclusit\ons here, because the aims of schools are not agreed; an agenda of aims
is given a different order of priority by different people (see Chapter 3 for a list of aims). To
the parents of a sixth former who achieves university entrance a school is successful, while
to other parents the success of this small minerily is seen as being achieved at the expense
of the rejection of the majority. We saw in Chapter 4 how parents had various agendas of
aims and in Chapter 3 how teachers varied in their priorities. .
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ORGANIZATIONAL STYLES

The question investigated here is not related to a particular set of aims but rather what alter-
native organizational styles can be identified and what consequences these have for the
behaviour of the people involved.

Etzioni’s Classification

Etzioni suggests a ninefold typology summarizing different kinds of compliance, based on
three kinds of power and three kinds of involvement of members. The three kinds of power

are:

1. Coercive, based on punishment.
2. Remunerative, based on positive incentives.
3. Normative, based on agreed rules.

People go along with these kinds of power in three ways:

1. Alienative: grudging compliance.
2, Calculative: calculating involvement.
3. Moral: morally identified with the regime.

The most common patterns from the nine possible combinations are where the type of com-
pliance is apparently matched by the type of power, i.e. alienative — coercive; calculating —
remunerative; and morally involved — normative.

Etzioni’s classification provides some interesting ideas, but has been criticized for a
number of hidden assumptions as well as for the failure of this typology to take into account
some examples of educational organization, such as the Hitler Youth or Spartan education:

this very neat set of types harbours a whole series of psychological assumptions which are an
integral part of the democratic ideology but which may be empirically incorrect. There seems,
for example, to be as much valid educational evidence in support of a relationship between coer-
cive power and moral involvement . . . as there is evidence supporting an association between

coercive power and alienative involvement,
Swift, 1969

Weber’s Classification

Weber distinguishes between charismatic, traditional and bureaucratic forms of authority.
Charismatic authority rests on the personal magnetism and public performance skills of an
individual to persuade followers to become disciples. The organizational style that results
can often be arbitrary and loose:

Because charismatic power rests, ultimately, on the unique impressions of the individual, it has
an arbitrary and eccentric quality about it which makes it a potential source of disruption to
more rational forms of power utilizations. The charismatic leader, as Weber nicely put it, is not
congenial to the idea of routine. To the contrary, because that person’s power is lodged within

personal qualities, he or she exists as a threat to routine and to the established order.
Cuzzort and King, 1976
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Charismatic organizational styles usually give way to a more routinized form, which may
be traditional or bureaucratic, to introduce stability and perpetuation. Traditional forms may
find new leaders by searching for a new charismatic power in appointed persons, ¢.g. priests,
by hereditary systems, as in monarchies, or by selection or election.

Bureaucratic forms establish leadership by promotion. Bureaucracy, as Weber analysed
it, in its ideai type was a detailed rule system for organizing large-scale administrative tacks
rationally, 1o minimize personal idiosyncrasies of individuals, including charismatics, A
useful summary of the key features is contained in Swift (1969):

Fundamentally, a bureaucracy is a rational arrangement of offices providing certain means for
atkninistration and control of the office-holders’ actions, Officials enter the bursaucracy expect-
ing security, specialization, salary and seniority based upon achievement and examinations. The
rights, duties and qualifications of the official will be carefully defined so that he is replaceable
with a minimum of upheaval to the smooth running of the organization. Offices will be hierar-
chically arranged so as to facilitate demarcation of responsibility and prometion according to
zhility.

Swift sees that among the intended consequences of all these arrangements are two that
social commentators tend fo fear — impersonality and uniformity. For goals to be schicved,
the actions of each office-holder have to be predictable according to the rights and duties of
the positions, and personal idiosyncrasies minimized.

There have been several attempts to claborate and develop Weber's concept of bureau-
cracy. In the case of schools, one view is that an alternative mode of organization, the pro-
fessional, exists alongside some of the features of bureaucracy. The professional is believed
to have appropriate skills, qualifications and attitudes related to a particular occupation
which has its own professional code, ethic and organization, Heensing practitiohers o serve
ire or out of various kinds of organization. Bidwell’s (1965) attempt to incorporate these two
forms in relation to American schools leads (o the listing of four major organizational fea-
tures o1 which schools may be composed. These were the grouping of puptls inio age
cohorts, the contractual hiring of teaching staff as licensed professionals, the mixed organi-
zational system of bureaucracy and professionalism, and the dual responsibility of educa-
tionalists to a clientele and to a public.

Another contribution has been the distinction between ‘tall’ and ‘flat’ organizational
styles. Tall organizations have many levels of authority, and these are arranged in a tight
hierarchy so that the shape of the authority structure is that of a pyramid. Flat organizations
have few levels of authority and operate on the basis of teams making collective decisions,
allowing for more professional and democratic forms of activity (see Cooper, 1965).

Goffman's Classification

Goffman’s work on organizational style has produced the concept of a total institution, This
describes the characteristics of a place of residence and work where the inmates are cut off
from outside society for considerable pericds of time, Prisons, mental hospitals, armies,
monasteries and residential schools are examples. Although Goffman's work is related to
such ‘closed” organizations, the characteristics he describes provide one means of describ-
ing and comparing the organizational styles of other organizations, in this case schools.
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These characteristics include the following:

1. All aspects of life are conducted in the same place and under the same single authority.
2. Each phase of activity is carried on in the immediate company of a batch of others, all
treated alike and required to do the same things together.
3, The day’s activities are tightly scheduled, with one activity leading to another at a pre-
arranged time.
4. The sequence of activities is imposed by a system of explicit formal rulings and a body
of officials whose task is surveillance.
5 The various activities are brought together in a single rational plan designed to fulfil the
official aims of the institution,
6. There is a basic split between a large managed group, the inmates and a small supervi-
SOrY group.
7. Each group tends to conceive of the other in terms of narrow, hostile stereotypes. Staff
tend to feel superior and righteous: inmates to feel inferior, biameworthy and guilty.
8. Social mobility between the two groups is severely restricted: soclal distance is great
and formally prescribed.
9, The passage of information about staff plans for inmates is restricted and inmates arc
excluded from decisions about their fate.
10. Incentives for work have little significance outside the institution. Groups have only
official points of contact.
11. There is a barrier between inmates and the outside world. Inmates are dispossessed of
basic rights,
12. High-ranking inmates have more authority than low-ranking supervisors. Inmates arc
expected to internalize the norms of the staff.

This list raises a key sociological issue: that the effect of a pattern like this is cumulative,
Taken individually, each of these features could be interpreted as trivial, but the cumulative
effect of a set of features operating together can be powerful. Goffman says that institutions
like this are the forcing houses for changing people and each is a natural experiment on what
can be attempted on the self. Thus armies convert people into killers by using a total-insti-
tution pattern for their organizational style.

There is also a qualitative aspect to be taken into account. How coercive is each of the
above features? Is negotiation possible? Can some kind of truce be called? The existence of
a particular feature may vary in its effect according to who decided that that feature was
desirable. An example is the existence of a school uniform. The effect is qualitatively dif-
ferent if a headteacher imposes a uniform, or if pupils and staff are consulted and a major-
ity agree that it is a good idea.

The application of this list of characteristics to schools can indicate an index of how far
a particular school is taking on the features of 2 total institution and how it compares with
other schools in that respect. Some of the variations to be found may be as follows:

1. ‘The same place’ — the school building ~ is a constant, but the freedom and frequency
of visits, expeditions, field work and other uses of the “outside’ is a variable, “The same
single authority’ varies according to the decision-making procedures, for in
some schools the headtcacher delegates and involves staff, sometimes parents and
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i4.

15,

16.

One analysis of secondary schooling that contains many of the features of Goffman’s |

oejési@nauy pupils, while in others the headteacher retains all powers of decision-
making,

- Grouping systems vary from set ‘batches’, e.g. class or stream groupings, to other sys.

tems like setting, family grouping or individualized systems,

. The timetable, as looked at in a previous chapter, shows variations in rigidity and flex.

ibility. In secondary schools tight scheduling is very common.

. There are variations in the amount of explicit ruling and surveillance nesded.
- The timetable embodies the ‘single rational plan’, but there are qualitative differences

in when it was produced and how widely consultation was conducted.

. The split betsween teachers and pupils varies with schools: in many, relationships are

rather distant, in some they are closer and in a few they are almost equal,

- The hostility between the two groups is well documented in some cases. One teachery’

union E,eader believed that ‘the swish of the cane may be one of the essential sounds in
education’ (Casey, 1974). In other schools, cooperation, sympathy and muiual concern
are it evidence.

- The variations in feelings of superiority and inferiority tend to parallel the incidence of

hostility between the groups,

- Pupils are rarely cailed on to help in teaching and mobility is restricted to some pupils

becoming teachers through teacher-training establishments.

"E'iae‘ secrecy of records about pupils and staff is still an emotive issue in education,
Pupils usually learn about decisions on their fate after the event has taken place.
Ticks, stars, house points and grades have no value outsids schools, although the minor-
ity who achieve certificates have a marketable commodity in terms of job applications,
etc,

Most interaction takes place in classrooms; the amount taking place elsewhere varies
from none to a substantial minority of time.

The ‘_symboh’c barrier” is the white line on the playground or the printed notice com-
manding visitors to report to a particular place to state their business. An interesting
contrast is with another public building, the public library, which has open aceess, and
a few schools operate rather like this.

The basic rights Goffman discusses include rights of dressing in clothes of one’s own
choice, of being able to use the toilet facilities whenever desired, of eating with some
choices about times and foods, of being addressed by chosen names and of being pro-
tected from body searches or physical assault, including physical punishments. Schools
clearly vary in how much they infringe these ‘rights’.

It is harder to find examples of high-ranking inmates, like tobacco barons in prisons; the
nearest equivalent would appear 1o be prefect systems, where old-established prefects
may appear 1o be more powerful than new young teachers on the staff,

Pew schools appear ta operate on the assumption that teachers can learn from the pupils
even when the pupils have considersble knowledge, e.g. about forms of music other
than the classical.

total institution is that of James (1968):

If for a moment we forget our preconceptions about secondary schooling 2ad imagine surselves
able to start fresh, can we really be content with the way in which our young people’s days are
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spent? Would we allow them, if we had the choice, to spend this time in squads {group is too
rich a word) being addressed or grilled by adults, one adult after another and in a totally inco-
herent order? . . . Would we not like them to leam to work co-operatively rather than in a moval
climate so competitive (hat sharing is denigrated 25 ‘cheating’ and acmally punished? Would we
really wish them to find much of their satisfaction in having some others to be better than? . .
Who rescues the children at the bottom of the heap, the bottom children in the bottom stream?
Somctimes a kindly, occasionally a superbly imaginative remedial teacher; certainly, never their
peers in higher streams.

Again, how do we explain 2 youth-time arbitrarily divided into spasins of 30, 40 or 43 min-
utes, punciuated by the clanging of bells, and often followed by a massive flocking in and ow
of corridors? How do we reconcile this planned incoherence with our knowledge of the differ-
ent rhythms of leaming different individuals have, of their different ways of thinking and leam-
ing? Ase we allowing millions of people in schools, children and adalis, w spend their time
disagreeably when it 18 quite unnecessary that they shosld do so?

In this passage, James also indicates some of the hidden curriculum of an organizational
style with a high index on ‘total’ featores. She includes:

Sl S

Competition rather than sharing.

Superiority rather than equality of consideration.
Incoherent learning rather than coherent,
Learning being unpleasant rather than joyful.
Learning consisting mostly of Hstening in groups.
Fragmented knowledge.

Reynolds and Delinguent Schools

A srudy of schoo! organizational styles in South Wales by Reynolds (1976) serves to empha-
size the consequences of variations in some of the features Goffruan described. Differsnces
between nine schools in a Welsh valley were located in terms of rates of attendance acade-
mie attainment and delinguency. Influences outside the school were found to be comparable
for all the schools, suggesting that it was school differences that would yield possible expla-
nations, The more ‘successful’ schools, with higher rates of attendance, higher academic
attainment and lower levels of delinquency, tended to:

B b e

Be smaller in size.

Be lower in staff turnover,
Have smaller classes,
Have older buildings.

Reynolds investigated organizational features. and gives these particular stress in his analy-
sis. Differences in organizational style were that the more *successiul’ schools:

L.
2.

3

Were more likely to have prefect systems.,

Enforced school uniform rules with less rigour, especially for fourth- and fifth-vear
pupils.

Enforced rules against three key behaviours, i.e. smoking, chewing gum and outside
school behaviour, in a less obsessive and relentless manner; in Reyaolds's terms, they
opted for ‘low rather than high control’, over senior pupils in particular.
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4. Used lower levels of physical punishment; the ‘unsuccessful’ schools use higher rateg

of coercion and produce lower commitment to the school on the part of the pupils as
result,

Reynolds describes the ‘successful’ schools in the sample:

The successful school, on the other hand, does not fight battles over chewing gurmn, smoking and
out-of-school behaviour that it knows it cannot win, and does not even attempt to enforce the
wearing of school uniform when that enforcement becomes problematic. It does not use high
rates of physical punishment and is not harshly authoritarian in its mode of contral.

Reynolds summarizes the ‘unsuccessful’ schools as follows:

The conflict between pupils and teachers is continually fuelled by the attempt of the staff to
exercise control in areas of the pupils’ lives where they expect autonomy, such as in their behav-
iour outside the school, and in some aspects of their behaviour inside it. In the schools like this
one that have no truce, there are many pupils who wish for one.

Reynolds observes that where there is this sort of conflict in a school, there will invari-
ably be vandalism within it, truanting from it and delinquency outside it. The attempt of the
teachers to exercise control over the pupils in areas of their life where they feel they should
have some autonomy is likely to set in motion a circular process of deviancy amplification,
The pupils will see the teachers as using illegitimate authority, and they are then less likely
to be responsive in other areas of school life. Teachers will tend to respond by increased
coercion, leading to a reaction in an increasingly alienated pupil body of defiance to the
‘oppressors’.

This research raises important issues for educational policies, Reynolds concludes, for his
research supports the proposition that the organizational style of a school is an important
influence upon its pupils’ levels of vandalism, truancy, delinquency and educational failure.
The common response has been to appoint more educational psychologists, advisers and
social workers, and more recently to create ‘disruptive pupil’ units. These ‘helping’ profes-
sions ‘help’, or, Reynolds argues, ‘force’ the child to adjust to the school, whether the real-
ity of the school is worth adjusting to or not.

Instead of continually merely treating the deviant and delinquent children, we should pethaps
begin to look and see if the reason for their rebellion lies squarely in the nature, process and
operation of some of the schools that we offer them. If the reason does lie there then perhaps we
should seek changes in some of our delinquents’ schools.

Reynolds, 1976

CONCLUSION

One theme that emerges from these various approaches to the study of the organizational
styles of schools is that some are capable of transmitting a marked authoritarian message.
The message is that you are to do as you are told without question. Woods (1977b) sees this
as contrasting with messages transmitted in families and other institutions in society, for
with the reduction of the working week, greater affluence, mass production, the mass media
and increased mobility, patterns of leisure and behaviour have changed:
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Today, children have more freedom and independence, more dislcussion and contact \f.ritl_l their
parents, more money and material things, more outings and holidays, more ler'uent discipline,
and fewer rules to obey and duties to perform, all of which increase the social d|1s.tance betwe_en
total institutions and the rest of society . . . Schools have been developing totalizing tendencies
in a society which has not stood still, which, indeed, has been moving in the opposite direction.

Woods also sees this organizational style as opposed to some educationalists’ views:

Modern educationist thought, of course, explicitly rejects many of the features of total institu-
tions which have long taken hold in schools, The split between inmfxtes and staff, for example,
regarded as inevitable by Waller in terms of ‘social distance’ . . . is deplored in the Plowden
Report, which denounces the division into ‘them and s’ in many sc.;hools, and recommends
tnore ‘kindness, humanity and personal contact, and less authoritariamsmf ... One of the main
changes, sought also by the Newsom Comimittee, was a ‘change of heart in teachers’.

Finally, some psychological studies link in here: a study by Biber and Minuchin (1971)
in the USA demonstrated how self-concepts of children varied with school regimes. The
work of Milgram (1971) on the tendency of people brought up in authoritarian rf:gime's to
go along with orders even when those orders are malevolent indicated that behaviour simi-
lar to that of officials in Nazi Germany could be replicated in citizens of New York and other
cities of the USA. In an authoritarian situation, people could be induced to hurt each other
with electric-shock machines because the authority said it was necessary. The estimates of
experts and others were that about 1 per cent of the population would do this, whereas inci-
dences ranging from 33 to over 50 per cent were actually recorded.

SUMMARY

1. One approach to organizational theory is to locate the aims of an organization and then
judge whether it is successful in achieving them. .

2. This approach yields different conclusions in the case of schools, since the aims of
schools are in dispute: the agenda of aims is given different orders of priority by differ-
ent people. .

3. Etzioni’s classification yields three common kinds of institution with contrasting pat-
terns of control and response from the membership. _

4. Weber’s three types of authority — charismatic, traditional and bureaucratic — have stitn-
ulated further work on organizational style. These include analyses identifying the ten-
sions and contradictions between the concepts of bureaucracy and of professional.

S. Goffman’s theory of total institutions has been used to describe some of the charact?r-
istics of schools. An index of how far a particular school is exhibiting the characteris-
tics of a total institution can be the outcome of this kind of analysis. o

6. The hidden curriculum of organizational style can include messages like: competition is
preferred to sharing; incoherent learning, rather than coherent, is experienced; and
learning is unpleasant.

7. The research of Reynolds supports the proposition that the organizational style of a
school can influence levels of vandalism, truancy, delinquency and educational failure.

8. The marked authoritarian message of many schools can be seen as contrasting with the
less authoritarian messages of other institutions in UK society.
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Discussion and Activities

. A Marxist view that schools correspond to the values of the other institations of a capitalist soci-
ety was given in Chapter 6. Contrast this with the interactionist view, given in this chapter, that
schools ars out of step with the other institwtions in society.

2. Take the list of Goffman's characteristics of a total institution and analyse an educational institu-
tion known to you. Compare your results with the discussion at the end of the section on
Goffman’s clagsifivation,

3. Do the messages of organizational style tend to reinforce the hidden curriculum messages of spa-
fial layout and timetabling? Specify any messages they have in common.

Signposts

1. Open schooling

Some schools and writers have tred fo establish the organizational patterns of non-authoritatian
schooling. Some examples are: Waits, J. {1980) Towards an Open School, Harlow: Longman;
Toogoeod, P. (1984) The Head's Tale, Telford: Dialogue Publications; Neill, A.S. (1968) Summerhill,
Harmondsworth: Pelican; Moon, B. (ed.) (1983) Comprehensive Schools: Challenge and Change,
Windsor: NFER-Nelson; Fletcher, C,, Caron, M. and Wiliams, W. (1985) Schools on Trigl, Milton
Keynes: Open University Press.

2. You con't get an education from school books

One good way lo sce the difference berween school books and real books is to examine the different
customs that separate librarians from school teachers . . . somewhere in the diffecences we're going
te find a key to unlock the secret of the war between education and schooling,

To begin with, the libraries I've visited have atways been comfortable and guiet, places where you
can read instead of just pretending to read. People of all ages work side by side in a library; not just a
pack of age-segregated kids, For some reason libraries are not age-segregated; nor do they presume to
segregate readers by questicnable tests of ability . . .

The librarian dossn’t tell me what to read, doesn’t tell me what sequence of reading I have to
follow, and doest’t grade my reading. The librarian appears to trust me. The librarian lets me ask my

own questions and helps me when [ want help, not when it's decided that 1 need help, 11 feel tke |

rzacing all day long that's OK with the librarian. I'm not wld o stop reading at regular intervals by
ringing a bell in my ear. The library keeps its nose out of my home oo, It docsn’t send letters to my

~F
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mother reporting on my library behaviour . . . or issue orders about how I should use my time at home,

There are no records at ali detailing a reader’s past victories or defeats. If the books [ want are avail-
able, 1 get them — even if that deprives a reader more gifted and talented than I am of the book . ., the
library doesn’t play favourites for any reason. It's very class blind, It's very talent blind. And that
scems proper in a country that calls itself & democracy. The library never humilisles me by posting
ranked Hsts of good readers foe all 1o seo, It presumes good reading is s own reward . . .

One of the strangest differences between library and school 15 that you slmost never see a kid
hehaving badly in a real library, slthough bad kids have exactly the same access to libraries as good
kids do. [ve taken literally thousands of bad kids into real libraries . . . not once in 29 years did [ have
a complaint. The library never makes predictions about my future based on my past reading habits;
not doss it imply that my days will be carefres if | read Shakespeare and troubled if T read Batbara
Cartland. B tolerates eccentric reading because it realises that free men and women are always ecoen-

tric.

Finally the library has real books, not school books. Its books are not written by collective pens,
nor sclected by screening committees. Its real books conform only to the private curriculum of each
author, and not 1o the invisible curriculum of a government burgaucracy, Real books are a vehicle to
transport us into an inaer realm of absolute solitude where nobody else can come. Real books gener-
ate unmonitored . , . mental growth. School books are tools made of paper. They are vehicles of train-
ing; they reinforce the school routines of clese order drill, public thinking, endless surveillance,
endless ranking, and endless intimidation. Real books educate, School books school, When you take
the free will out of education, that turns it into schooling. You cannot have it both ways.

From John Taylor Gatee's keynote speech at the US Options in Learning conference 1992,



Chapter 11

Teacher Expectations

I am not an underachiever. My teacher is an over-expecter.
Child’s response to a school report

INTRODUCTION

I the hidden curriculum is broadly defined as everything else that is learnt in addition to the
official curriculum, the research on the expectations pupils either read or absorb from their
teachers’ behaviour is worth careful scrutiny. The central proposition in studies of teacher
expectations is that pupils tend to perform as well or as badly as their teachers expect. The
teacher’s prediction of a pupil’s or group of pupils’ behaviour is held to be communicated
to them, frequently in unintended ways, thus influencing the actual behaviour that follows.
A brief account of four of the studies follows and is intended to be an alerting device, to
signal the thinking of this type of research

FOUR STUDIES IN TEACHER EXPECTATION

Garwood and McDavid (1975)

This study established that teachers had stereotypes related to first names. Boys named
David were viewed as good, strong, wise, active, serious, complex, sociable, excitable and
masculine. The same teachers viewed the name Harold as signifying weak, bad, foolish, pas-
sive, humorous, simple, unsociable and calm. Names rated as desirable included Craig,
Gregory, James, Jeffrey, John, Jonathan, Patrick, Richard and Thomas. Names rated by
teachers as undesirable included Bernard, Curtis, Darrell, Dionald, Gerald, Horace, Jerome,
Maurice, Roderick and Samuel.

The evidence of a further study by Garwood (1976), seeking to relate teachers’ ratings of
first names to pupil self-concept and school achievement, supported the hypothesis that
male pupils with first names that teachers considered desirable score higher on measures of
self-concept and achievement than do those with first names that teachers rate as undesir-
able. The same effect had been shown in experiments where teachers graded work which
was linked in authorship to desirable and undesirable names (Harari and McDavid, 1973).
The authors saw this as evidence of teacher expectancy at work. A study in England noted
similar results (Erwin and Caley, 1984).
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Palardy (1969)

The subject of a second study was expectation and sex typing. Palardy (1969) compared five
teachers of infants in the USA who believed that boys were almost as good as girls at learn-
ing to read, with five teachers who thought that boys were only about half as good as gitls.
At the outset the boys and girls had similar scores on pre-reading tests, and were from sim-
flar home backgrounds. After a period of time spent with their teachers, the performance of
the children varied according to the teacher they had. The boys taught by the teacher who
believed that they were almost as good as the girls had progressed as well as the girls in their
reading. The boys taught by the teacher who believed that girls were superior had not pro-
gressed as well as the girls in their class, and their performance was clearly below that of
the boys working with the first teacher. The author concluded that a self-fulfilling prophecy
was in evidence, so that the beliefs of the teachers were influencing the actual outcome in
terms of reading performance,

Harvey and Slatin (1976)

A study by Harvey and Slatin (1976} used photographs of pupils to investigate expectations.
The teachers, 96 in the sample, were shown 18 photographs of children from different social
class groups, evenly divided between the sexes, and evenly divided between white and
black. The teachers were invited to rate the children in the photographs on estimated school
adjustment, aspirations, homework attitudes, parental involvement and general school per-
formance.

The lower-class children were rated in markedly less favourable terms, especially when
they were black. The more experienced teachers were firmer in their categorizations than the
less experienced, expecting the black children, whom they saw in general as lower class, to
be failures. When asked how they arrived at their conclusions, teachers said that they based
their ratings on similarities of the children in the photographs to those they had taught in the
past, and on facial expressions.

Charkin et al. (1975)

If the studies are correct in concluding that pupils read teacher expectations and may be
influenced by them, the problem of how these messages are passed on remains. A study by
Charkin ef al. (1975) investigated the possibility of non-verbal communication being one
medium. A group of undergraduates comprising 24 men and 24 women taught a short lesson
on house safety to 4 ten-year-old boy. A third of the sample were told that the boy had a high
motivation to work and an IQ of 130. Another third were given no information and the
remaining third were told that the boy did badly at school and had an IQ of 84. An analysis
of the videotaped lessons that followed showed that the non-verbal behaviour of the teach-
ers varied. Those in the ‘high expectancy’ group leaned forward more than those in the other
two groups, looked pupils in the eye longer, nodded their heads up and down more and
smiled more. The researchers concluded that these gestures provided easily recognizable
indicators of approval which could be read by pupils, though not necessarily consciously.
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FALSE EXPECTATIONS

Forming impressions of others serves an important function in everyday life, and categoriz-
ing others is necessary, or remembering all the vast amounts of detailed information aboyt
all the people we meet would prove an impossible task. However, if these impressions are
inaccurate or false they may end up hindering rather than helping. In the four studies quoted,
teachers were prepared to make inferences about pupils (whom they had not even met in
some cases) on the basis of their first names, their sex, their appearance and information
about their supposed ability. The effect of teacher expectation can start with false diagnosis:

It is because most people are prepared to make inferences on the basis of the most slender evi-
dence that so many of our initial inferences about other people are misleading and sometimes
completely false . . . An elderly teacher once boxed the cars of a student teacher on his first day
of teaching practice for running along a corridor. He had inferred from the student’s age that he
must be a sixth form pupil.

Hargreaves, 1972

THE SEQUENCING OF TEACHER EXPECTATION

The build-up of expectations and the consequent actions and reactions make for a compli-
cated story. It is possible to discern a number of stages:

1. Predictions based on a teacher’s interpretive schemes or ideclogies of education before
meeting pupils for the first time.

2. The initial meetings.

3. Subsequent pattern of interaction.

4. Retrospective assessment and reflection, leading to reinforcement or modification of
interpretive schemes.

The various studies of teacher expectation tend to try to illuminate one or other of these
stages: studies following through all the stages are difficult to mount and therefore are rather
rare,

This sequence, seen here for convenience as having four stages, will be followed in the
analysis that follows, in an attempt to locate a number of the studies on teacher expectation.
However, it is as well to remember that these stages are not always present in
teacher—learner situations: sometimes learners are not actually met by their teachers and, in
the absence of such mestings, inferences are made on even more limited evidence. A study
of the behaviour of tutors in the Open University illustrates the point.

A study of the effects of penmanship and physical attractiveness on essay marking by
Open University tutors was undertaken by Bufl and Stevens (1976). The essay always had
the same content but it was given to markers in variable handwritings or typed, and with dif-
ferent photographs, ranging from unattractive to attractive, attached. The judgements about
good and bad handwriting and physical attractiveness were made by observers. The
researchers found considerable variation in the marking that resulted. For ‘style’, the essay
in typed form believed to have been written by an unattractive female received highest
marks. The same essay in poor handwriting from an unattractive female received lowest
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marks. For ‘talent’, the essay in good handwriting from an attractive female was highly
rated, but in the same handwriting from an unattractive female it was rated lowest of all.
When markers believed the writer to be male, fewer differences related to handwriting and
physical attractiveness were found. Half the markers were male. The results were complex,
put evidence of the effect of expectation upon marking and grading was present in the data,
the researchers concluded.

Predictions Based on Teachers’ Interpretive Schemes

A later chapter looks more analytically at the interpretive schemes of teachers, under the
heading of ideologies of education. Here the purpose is to review some studies that show
some of the features related to teacher expectations and consequent pupil behaviour.

A study by Nash (1973), using a repertory grid technique, revealed a number of con-
structs employed by primary and secondary school teachers in Scotland. The repertory grid
method is derived from Kelly (1955). Nash presented each teacher with three cards, each
bearing the name of a child in the class, and asked how one differed in some significant way
from the others, If the teacher comments on one being quiet and another noisy, the assump-
tion is that this is part of that teacher’s perceptual scheme. When no further differences
emerge from this technique, the teacher’s repertoire of personal constructs is assumed to be
exhausted. A particular teacher’s constructs may turn out to be:

bright — dull

quiet — noisy

mature — immature

well behaved — badly behaved
independent — gang member

able to work alone — unable to work alone
vivacious — subdued

good humoured — ill tempered

likeable — not likeable

Nash then compared the performance and behaviour of the pupils with the teachers’ eval-
vations of them and concluded that the way the pupils were perceived by their teachers had
a great influence upon their attainment. This was a greater influence than that of the pupils’
social class, as indicated by parental occupation.

Nash also followed the progress of some of the pupils into secondary schools, and con-
cluded that their behaviour varied with different teachers according to the teachers’ percep-
tions, Where pupils were perceived favourably they did well and said they liked being with
that teacher. Where they did not do well, they were in the situation of not being favourably
perceived by the teacher, and reported that they did not like being with that teacher. The pro-
file of a particular child’s performance thus varied according to teachers’ perceptions of him
or her more than according to other features, like social class.

The work of Nash is in many respects a replication of the work of Becker (1952) in
Chicago schools, where he demonstrated similar results. Both pointed out that their
researches did not remove social class as a source of influences on pupils, and concluded
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that the teachers’ perceptions of working-class children as less able meant that these chil-
dren could have no favourable evaluations from any teachers during their school experience,
Nash quotes the work of Goodacre (1968) in support of his conclusions, since she showed
that the perceptions of teachers about home background were least accurate in areas of low
social class.

Part of a teacher’s interpretive scheme may be expectations about gender. The study by
Palardy (1969} quoted earlier gives one indication of the possibilities in primary schools; the
outcome was that the teacher’s expectation was met in that if boys were expected to do
worse than girls at learning to read they did, and if they were expected to do as well as girls,
they did. In a study by Davies and Meighan (1975) of sex typing in secondary schools,
teachers of both sexes, in a forced-choice question, showed a marked preference to teach
boys rather than girls. Davies estimates that, on the basis of expectations theory, this pref-
erence is likely to be communicated to girls, and may help to explain the deterioration of
academic performance of girls in general during the secondary phase of schooling.

A study of how teachers plan their teaching (Taylor, 1970) throws some light on the inter-
pretive schemes of teachers. The strongest influences reported by teachers were within
schools, so the views of colleagues, particularly the headteacher, counted for much more in
decision-making than outside influences like advisers, inspectors, teaching associations,
parents, books or educational journals. The expectations of teachers, this study would sug-
gest, are most heavily influenced by parochial features: studies of attempts to change cur-
riculum practices by ‘outsider’-based projects have frequently found this to their cost (e.g.
Shipman, 1977). Thus, if the local influence system stresses orderly classrcoms and fow
noise levels, outside influences advocating alternative practices creating more noise and
reordered classrooms have little chance of becoming established in the teachers® interpretive
schemes.

Initial Meetings

Teachers take their expectations, based on their interpretive schemes, into the initial meet-
ings with a new group of pupils. There are only a few studies that have followed what hap-
pens next. Experiments by Lippitt and White (1958) indicated that the behaviour of pupils
soon took up a distinct pattern according to whether the regime of the teacher was ‘author-
itarian’ or ‘democratic’. The expectations of the teacher were read within a few minutes and
the pattern became habitual within a few meetings.

Older pupils may be more deliberating in their evaluation of their teachers. Werthman
(1963), in a study of secondary-age pupils defined as delinquent gang members, showed
how the pupils make decisions about whether to accept or reject the authority of a teacher
on various criteria related to how the teacher treats them, and how fairly marking of work is
done. The initial meetings are key occasions, when the interpretive scheme of the teacher is
‘researched’ extensively by these pupils. Werthman reports how the marking characteristics
of the teachers were established:

As soon as the grade is handed down, gang members behave like good social scientists. They
draw a sample, ask it questions, and compare the results with those predicted under alternative
hypotheses. The unit of analysis is a set of relevant grades. The one received by a particular st-
dent is only a single member. No intetpretation of a grade can be made before the others are
locked at.
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When their ‘research’ is complete, the delinquent gang members have their evidence about
whether the teacher is fair, and is for them or against them. If the verdict is ‘for them’, they
give cooperation; if ‘against them’, they obstruct.

In a study by Lacey (1970), he isolated two mechanisms at work in initial meetings with
pupils in the grammar schoel he studied. These were differentiation and polarization.
Differentiation referred mainly (o the activity of the teachers in ranking and categorizing
pupils in their meetings with new classes, whereas polarization referred mainly to the activ-
ity within the pupil body as a reaction to differentiation, resulting in the emergence of pro-
school and anti-school sub-cultures, The first few days established the bases for the later
hardened and habitual patterns:

As soon as the highly selected first-year population meets at the Grammar School and is allo-
cated to the four first-year classes, a complex process of interaction begins. It takes place
through a variety of encounters. Boys talk and listen to each other; talk and listen to teachers;
listen to conversations; notice details of accent, gestures, clothing; watch others at work and at
play in various situations and in innumerable different permutations.

The effect of differentiation and polarization was to reverse the self-concepts of a propor-
tion of the pupils on intake, since the new arrivals at the grammar school consisted of 11-
year-olds accustomed to playing what might be termed the ‘best pupil’ role, and having a
correspondingly positive self-image. Lacey reports that after six months in the second year
the ‘bottom’ stream was already becoming polarized. This reversal of the performance and
self-image of these pupils had taken only 18 months, and Lacey concluded that the inter-
pretive schemes of the teachers, represented in particular in streaming practices, were a sig-
nificant factor, and these operated swiftly: the die was cast in the initial meetings.

Subsequent Patterns of Interaction

There are many studies that concentrate on subsequent events when an expectation is in
operation. Most of these have been in intellectual activities, so one that concentrates on the
motor skills of swimming is interesting, if only for its novelty. Burnham and Hartsough
(1968) administered a fake test supposed to predict psychological readiness to swim. The
instructors, armed with this false information, gave their courses of instruction. Children
designated as ‘ready’ tended to pass more of the tests than the average for their group.

Perhaps the most famous, as well as the most scrutinized and criticized, study is that of
Rosenthal and Jacobson (1968) in the USA. Rosenthal noted that rats became brighter when
expected to by their researcher, and wondered whether it was possible that children also
become brighter when their teacher expects them to. He and Jacobson, of the south San
Francisco unified school district, set out to see if this was so. Every child in an elementary
school was given an intelligence test, a test described as one that would predict ‘intellectual
blooming’.

The school was in a lower socioeconomic area on the West Coast. There were three class-
rooms for each grade — one for children of above-average ability, one for children of aver-
age ability, and one for children of below-average ability. About 20 per cent of the children
in each class were chosen at random to form the experimental group. The teachers were
given the names of this group and told that these children had high scores on the test for
intellectual blooming, and would show remarkable gains in intellectual development during
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the next eight months. In reality, the only difference between these children and the rest wag
in the minds of their teachers.

At the end of the school year, all the children were again given the same 1Q test. In the school
as a whole, the children who had been designated as *bloomers’ showed only a slightly greater
gain in verbal IQ (two points) than their classmates. However, in total 1Q, the experimental
group gained four points more on average than their counterparts did, and in reasoning IQ the
average gain was seven poinis more,

Various reviews of the work of Rosenthal and Jacobson have cast doubt upon the statis-
tics (Snow, 1969), the technical design (Thorndike, 1968} and the failure of replication
attempts (Claiborn, 1969). As a pioneer study, it has stimulated considerable research, and
by 1973 Rosenthal was able to report that 242 studies had been completed, and that 84 had
demonstrated that teachers’ expectations do affect learners’ performances. The other studies
gave some clues that learners could resist expectation effects or be stimulated into ‘con-
founding’ behaviour to prove the teacher wrong, so that the expectation chain of events had
several possible outcomes: self-fulfilling prophecy effects were not inevitable.

The expectations of lecturers and students regarding assessment and the effect on subse-
quent interaction were a central theme of a study by Becker (1968). Lecturers operated on
a rhetoric of educational activity, e.g. learn the information and ideas of the course, or learn
to see the world differently through a discipline, whereas students learned that what really
counted for them, as well as in the final analysis the lecturers, was the grading of work. “The
realities of the situation lead him to define his classes as places in which he can get the
grades he wants by performing as the teacher wants him to’ (Becker, 1968). The students
therefore indulged in a complicated activity of ‘trading for grades’, of reading the lecturer
for grading clues, preferences and idiosyncrasies, and this activity gradually squeezed out or
eventually dominated all other kinds of learning. “Trading for grades’ largely extinguished
education.

This is not unlike the conclusion of Holt (1969) regarding children in schools; he sees his
pupils concentrating on cbtaining the right answer by the use of a complex series of strate-
gies of reading the teacher’s face, voice, gestures and responses, which may gradually
exclude thinking through the logic of problems, especially since wrong answers obtained in
this way are usually heavily penalized. Strategies for deducing the right answer largely
extinguish thinking, he concludes.

The work of Good and Brophy (1972) has concentrated on the differential expectations
of teachers of different members of the same class. Teachers of primary school children
named pupils in their classes who fell into each of four groups — attachment, concern, indif-
ference and rejection. The attachment group members initiated contact with teachers about
work more often than the others and conformed to classroom rules, therefore receiving few
chastisements. In return they received praise and more reading turns, and were asked more
questions requiring conceptual thought. The concern group, though initiating contact with
teachers, were prone 1o guessing and were less accurate in their work, thereby having more
opportunities to ask questions, and teachers initiated more private conversations with mem-
bers of this group. Teachers tended to praise them more often for success and criticize them
less often for failure, )

The indifference group members were passive and initiated few contacts with teachers.
Although teachers asked them as many questions as other children, they made less individ-
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pal contact with them and did not call on them to run errands or do special tasks. The rejec-
tion group sought out the teacher frequently and, particularly through calling out, received
most disciplinary responses. They were active in class, but were given fewer reading turns
and received less response from teachers for their work efforts.

These patterns were dependent on the teacher’s expectations, and Good and Brophy
(1970) indicated in another study how teachers behaved differently with a sample of high
achievers and with a sample of low achievers. The former were consistently favoured, in
demands for good performance, lower rates of criticism for wrong answers, help in rephras-
ing or repeating questions asked and the giving of praise for correct answers. When the
teachers were informed about these patterns they changed their behaviour so that pupils
were treated more equally, and the behaviour of the low-achieving group changed in respect
of an improvement in behaviour and achievement.

Retrospective Assessment and Reflection

The initial meetings and subsequent interaction yield experiences which appear to reinforce
or modify interpretive schemes of teachers, as well as those of pupils. However, only a few
studies have monitored this feature. One such study is that of Fuchs (1968), of 14 newly
qualified teachers in New York. She describes the process of the modification of their inter-
pretive schemes by the influence of the ‘parochial’ features outlined in Taylor’s study (pre-
viously mentioned).

First, the new teacher of class 1-5 in a slum school begins her career with a warm,
friendly attitude towards her students. Early in the new teacher’s career, however, a more
experienced teacher exposes this new teacher to the widely held belief that the inferior back-
grounds and the deficits in homes, e.g. lack of newspapers and parental care, prevent edu-
cational achievement. That the teachers and the school as an institution could contribute to
the failure of the children is not considered.

Early in her career this new teacher is aware of her deficiencies. As yet, she has not
unconsciously accepted the belief that the failure of children stems from gaps in their back-
grounds,

By the end of the term, the eventual failure of most of class 1-5 has been virtually
assured, for the teacher has come to rationalize this failure in terms of pupil inadequacy.
Fuchs sees the good intention of the teacher defeated as her interpretive scheme is modified
by in-school theories of pupil failure. The teacher has internalized the attitude that deficits
of the children themselves explain their failure in school:

The teacher of class 1-5 has been socialized by the school to accept its structure and values,
Despite her sincerity and warmth and obvious concern for the children, this teacher is not likely
to change the forecast of failure for most of these children — because she has come to accept the
very structural and attitudinal factors that make failure nearly certain.

Fuchs notes that this teacher came to her job with very positive attitades, but that her good
impuises were not enough. This young teacher was socialized by the attitudes of those
arcund her, and by the availability of a suitable rationale to explain her and the school’s fail-
ure to fulfil their ideal roles:
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she came to accept traditional slum-school attitudes towards the children — and traditional atti-
Fudes towards school organization as the way things have to be. This teacher is a pleasant, flex-
!ble, coopetative young woman to have on one’s staff. But she has learned to behave and think

;n ?ﬁ way that perpetuates a process by which disadvantaged children continue to be disadvan.
aged.

The study by Harvey and Slatin outlined at the beginning of this chapter showed that the
judgements of teachers based on photographs of children were more firmly stereotyped in
the case of experienced teachers. The interpretive schemes of inexperienced teachers were
less stereotyped and judgements less dogmatic.

The account by Hoskyns (1976) of his experiments in physics teaching was outlined in
Chapter 9 and provides an interesting case study of a reverse process. Here the Interpretive
scheme of the teacher was revised on the basis of a series of experiments in teaching meth-
ods.

CONCLUSION

A great deal of observational material reported in over a hundred different articles published
in the past ten years has lent support to the proposition that teacher expectations can have a
self-fulfilling prophecy effect. There are, however, many remaining areas of doubt, First, it
is not clear how frequently this effect occurs. Second, it is not clear whether it affects some
aspects of interaction, e.g. grading, more than others, e.g. praising and blaming. Third, it is
not clear how significant teacher expectations are: they may be a minor rather than a major
feature.

The studies have often proved to be difficult to replicate. The wide publicity given to the
Rosenthal and Jacobson experiments may have made it more difficult to convince teachers
about false information. In addition, the long chain of circumstances of a self-fulfilling
prophecy means that breakdown can occur at various points, making replication problem-
atic. This chain has been clearly spelt out by Barber and Silver (1968):

1. The student experimenter attended to the expectancy communication from the principal
investigator.

2. The experimenter comprehended the expectancy communication.

The experimenter retained the communication,

4. The experimenter (intentionally or unintentionally) attempted to transmit the
expectancy to the subject,

3. The subject (consciously or unconsciously) attended to the expectancy communication
from the experimenter.

6. The subject (consciously or unconsciously) comprehended the experimenter’s
expectancy.

7. The subject {consciously or unconsciously) retained the experimenter’s expectancy.

8. The subject (wittingly or unwittingly) acted upon (gave responses in harmony with) the
experimenter’s expectancy.

w

As Nash (1976} comments:

When one researcher, repeating another’s work, fails to get the same resul, it may be that the chain
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has failed at some point, And, since any replication involves a different set of people, this is hardly
to be wondered at. This built-in problem of replication must be held in mind throughout,

However, as regards the hidden curriculum of schooling, the area of teacher expectations is
potentiaily a considerable source of hidden messages, though precisely what weight is to be
attached to it awaits the findings of more research,

Self-fulfilling Prophesy

As Merton (1948) argued, the self-fulfilling prophesy begins with the false statement of a
situation, and this, in turn, leads people to act in such a way that creates the situation.

Public predictions of future developments are frequently not sustained precisely because the
prediction has become a new element in the concrete situation, thus tending to change the ini-
tial course of developments.

Desegregation of schools in the USA was achieved in large part because of the evidence
of ‘self-fulfilment’ contributed by Clarke (1955). The evidence presented in Brown v. Beard
of Education (1954) suggested that black children brought up in a society that held them to
be inferior learned to feel and act inferior, As Wineburg and Shulman have suggested, as the
perceived benefits of desegregation were seen not to be realized, another form of the self-
fulfilling prophesy was introduced. This time it was the teachers who were fulfilling their
own prophesy. They didn’t expect black children to succeed so they saved their resources
and time for those who would most benefit. Subsequent test scores reinforced the teachers’
misconceptions regarding the children’s ability.

In Rosenthal and Jacobson’s Pygmalion in the Classroom (1968), statistically significant
results were found in the first two grades but the findings were exaggerated, the tests were
inappropriate and the book was heavily criticized by reviewers. Pygmalion did, however,
pave the way for a number of other more adequate studies that have provided more adequate
evidence. As Wineburg and Shulman put it, a large number of studies have now ‘supported
the hypothesis that expectations can lead to marked variations in teachers responses to
pupils. Those responses, in turn, are associated with important variations in a variety of
pupils performance measures’. It does, however, remain the case that ‘the claim that teach-
ers’ expectations could influence measured intelligence has yet to be supported empirically’.

One of the major problems in all of this is that the teachers are often seen to be respond-
ing quite rationally to the evidence they have before them:

Although there are relationships between teacher expectations, teacher—student interaction, and
student achievernent, most of these are more accurately construed as student effects on teachers
rather than as teacher expectation effects on students. Most differential teacher expectations are
accurate and reality based, and most differential teacher interaction with students represents
either appropriate, proactive response to differential student need, or at least understandable
reactive response to differential student behaviour . . . although the potential for teachers’ expec-
tations to function as self-fulfilling prophesies always exists, the extent to which they actually

do so in typical classrooms is probably limited.
Brophy, 1983, p. 634

But, of course, this is problematic in itself, Why do teachers prioritize the very children who
would appear to be the least in need of assistance? The TESA (Kerman, 1979) programme
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provided some clues. Kerman found that teachers asserted that:

*  Asking the less able questions might embarrass them.

*  Asking the more able meant that all of the class could benefit from their answers,

* It was important to cover the curriculum content, and this meant there was little time o
give to the unprepared, slow or confused.

The TESA project involved teacher training and peer observation of teacher—pupil observa-
tion. The results have been fairly positive, with increased academic gains, and decreaseq
absenteeism and disciplinary referrals (Wineburg and Shulman).

Whereas the self-fulfilling prophesy involves a false definition of a problem the *self-sustaining
prophesy’ (Cooper and Good) begins with the status quo, and assumes that because something
is, it must be.

For Merton, a ‘belief system’ represented just as much a ‘prophesy’ as any individual
belief. The self-fulfilling prophesy may therefore be seen to be a restatement of the princi-
ple that scientific paradigms determine what may be observed rather than reality, or, to put
it another way, ‘we see what we want to see’. As Harry Nielsen put it, ‘Have you ever been
to Paris? Have you ever been to New Delhi? There you are then.’

SUMMARY

1. The central proposition in studies of teacher expectations is that pupils tend to perform
as well or as badly as their teachers expect.

2. Some support for this proposition is given by studies of teacher ratings of pupils by first
names, a study of variable reading performance according to teacher beliefs about boys’
and girls’ reading achievements, a study of teacher ratings of pupils by photographs and
a study of the non-verbal behaviour of student teachers in micro-teaching.

3. Ttis when the first impressions that a teacher forms are false or inaccurate that problems
arise,

4. Ttis possible to discern four stages in the build-up of expectations: (a} predictions based
on interpretive schemes; (b) first meetings; (c) subsequent patterns of interaction; (d)
retrospective assessment leading to reinforcement of interpretive schemes or their mod-
ification,

5. Teachers’ interpretive schemes can be investigated using a repertory grid technique.

6. Studies by Nash and Becker suggest that teacher expectations can be a more powerful
influence than social class features.

7. Part of a teacher’s interpretive scheme may be expectations related to beliefs about
gender.

8. The strongest influences on teachers’ interpretive schemes appear to be parochial rather
than outside-school influences.

9. In initial meetings, the interpretive scheme of the teacher may be researched intently by
the pupils, who may modify their behaviour accordingly.

10. Initial meetings may show two mechanisms at work — differentiation and polarization.
In some circumstances, pupils’ self-concepts can be reversed in the process.
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11. The studies of Rosenthal and Jacobson were an attempt to demonstrate how a self-ful-
filling prophecy derived from teacher expectations can develop.

12. Becker's notion of ‘trading for grades’ and Holt's notion of ‘right answerism’ are other
illustrations of the consequences of teacher expectancy.

13. A study by Fuchs indicates how the interpretive schemes of a new teacher can become
modified by the theories of experienced teachers, to the disadvantage of the children she
teaches.

14. There are considerable areas of doubt regarding teacher expectancy: its frequency and
its significance are open to varying interpretations. Replication of studies has proved to
be difficult owing to the long chain of circumstances involved,
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Discussion and Activities

1. Some of the studies reported in the chapter could be replicated in the form of an exercise, e.g.
Harvey and Slatin’s study based on photographs or Taylor’s study of how teachers plan their
courses. Start by reading the original study in full.

2. Do delinquent gang members or other ‘troublesome’ groups in the UK research their teachers as
the USA teenagers reported in Werthman’s study do? Willis, P. (1977} Learning to Labour,
London: Saxon House, is one source of material if you have no direct friendly access to such a
group.

3. Read the study by Fuchs, E. (1973) '‘How Teachers Learn to Help Children Fail’, in N. Keddie
(ed.), Tinker, Tailor . . . The Myth of Cultural Deprivation, Harmondsworth: Penguin, and then
interview some student teachers after a teaching practice, or teachers during their first year, to test
for any evidence of the same resocializing effects.

4. Discuss the proposition that the road to becoming an oppressive, bullying teacher is paved with
good intentions. (See Chapter 3 for material,}

Signposts

Improving teacher awareness

This is the subject of Good and Brophy (1984), who set out both to survey recent research on expec-
tations and to demonstrate how teachers can implement the findings to develop their teaching tech-
niques. See also books by John Holt (1969, 1971, 1973).
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Chapter 13

Assessment

Assessmant, far more than religion has become the opiate aof the people.
Patricia Broadfoot

INTRODUCTION

This chapter demonstrates how a sociologist may use a series of apparently simple questions
o iaﬁ;alyse behaviour. The behaviour chosen is that of assessment in schools, This is an
activity commonly regarded as a very important aspect of schooling, and a *good’ school is
often defined as one where pupils achieve higher than average grades in Standard
Assessment Tasks (SATs) or many examination passes in the General Certificate of
Secondary Education (GCSE).

Many concepts in the human sclences turn out to be ambiguous. It often helps to select
fron(: the competing ideas a working definttion. Such a definition may be refined and
Cl&l‘lf?ﬁﬁd during subsequent analysis, but it establishes a starting point. The working
definition adopted here will be a broad and general one, in the hope of opening up a wide
range of issues, At the oufset, assessment wili be taken to mean collecting information, on
which to basc judgements about learning experiences, in schools. Outside school,
assessment Is a regular feature of social life. We continually collect information abont
pcop?*&? places and products, on the dress, behaviour and values of other poople, on
television, news, consumer goods and sport, and pass judgement on them,

In C}ha?ter 1, it was stated that a key question asked by sociologists was: “What are
people doing with each other here? To pursue this question in the case of assessment, we
will ask four related questions: *

1. Who agsesses?

2. What is assessed?

3. How is assessment undertaken?
4. Why is assessment taking place?
WHO ASSESSES?

'.Ihe participants in the assessment activity in schools appear to be teachers, pupils and
inspectors. Several combinations of the participants are possible:

L. Pupils could assess pupils.
2. Pupils could assess teachers,
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3. Pupils could assess inspectors,

4. Teachers could assess pupils.

§. Teachers could assess teachers,
6. Teachers could assess inspectors,
1. Inspectors could assess pupils.

3. Inspectors conld assess teachers.
9.

Inspectors could assess inspectors.

These interactions do all take place in schools within the definition of assessment which has
been staizd, but, based on observations and experiences of schools, the incidence and the
significance accorded to them appear to vary considerably.

Pupils Assess Pupils

The highest incidence appears to be that of pupils assessing pupils. They are together for
much longer periods of time both in and out of classrooms. Dreeben (1968) discussed the
complexity of this activity, since the ¢lassroom is a public place where a pupil has to please
&t feast two avdiences that are present, teachers and fellow pupils, and possibly also ‘absent’
audiences of parents and examiners. This public assessment, Drecben suggests, relates to at
least three things:

1. Learning.
2. Institutional adiustment.
3. Character,

Drecben argued that, in the way schools are organizad and operate at present, peers are more
involved in the last two processes, and ‘being smart’, ‘cissy’, ‘teacher pleaser” or ‘cool’ are
examples of these assessments, Even ‘private’ consultations between one teacher and one
pupil usually take place in the presence of an attentive set of pupil eavesdroppers.

Despite the high incidence of this form of assessment, it is not accorded the highest
significance (at least not formal significance), since at the end of the schooling experience
the certificates and reports record other kinds of assessment, not pupils’ assessments of each
other. These assessments of each other do have some effects, however, that are now well
documented. We now know that peer group assessment of what is appropriate for girls
counts as one of a number of powerful influences that shape a girl’s self-concept and that
these influences, in the vast majority of cases, steer her gently but inevitably away from
some careers (e.g. computers, engineering) and into others. The influence of peer group
assessment has also been considered significant in explaining the underachisvement of
Black and ethnic minority pupils.

Pupils Assess Teachers

Little formal notice is taken of this activity, high in incidence though it may be. Indeed,
attemipts to research this activity and to establish the validity and reliability of these
assessments and possible uses of such feedback have been treated with hostility by some
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teachers, as was shown in Chapter 3, So, although pupils are often the most experienced
assessors of teachers, little formal significance has been attached to this.

Teachers Assess Pupils

The incidence of this activity is high and the assessment covers at least the three areas
mentioned, i.e. learning, institutional adjustment and character. When a teacher makes the
Jjudgement of ‘good pupil’, it tends to cover all three. This activity is accorded more formal
significance, since written reports, record cards and marking of work stem from it. Much of
their assessment is school based and undertaken entirely by a teacher who is in frequent
contact with the pupil, but pupils may also be assessed by teachers from other schools who
act as ‘external examiners’. Here an assumption is made that those unaware of the pupils’
‘adjustment’ and ‘character’ may be able to achieve greater objectivity in assessing their
‘learning’.

External examiners assess pupils only at certain prescribed times, and only at certain
stages in a pupil’s school career. Yet this is accorded especially high significance,
Examination and ‘standard assessment’ results, grades and certificates are heavily stressed
and considerable expenditure of money and resources is involved.

Inspectors Assess Pupils

As the National Curriculum first appeared on the political agenda in 1987-8 two major
concerns were widely voiced. The first was regarding the proposal for a ten subject
structure. As Lawton (1994) argued, this was defended by the ‘empty promise’ that ‘cross-
curriculum elements’ would be applied to fill the gaps. The second was the concern that any
national curticulum sheuld provide an entitlement rather than a back to basics, assessment
led core curriculum that might encourage teachers to ‘teach to the tests’. The Task Group for
Assessment and Testing (TGAT) provided a model ‘entitlement’ criteria-led approach that
provided integrated ‘standard assessment tasks’, providing a formative model of good
teaching and learning that augured well for the future. The revision of the National
Curriculum masterminded by Dearing has now resulted in a distinction being made between
formative ‘teacher assessments’ and the summative national standard “tests’ that are applied
to facilitate the construction of school league tables.

The simple question “Who assesses?’ therefore yields a puzzle for sociologists. Why are the
assessments of most incidence given least significance and those of least incidence given
highest significance? The mystery is deepened when you gain information that the external
examiner activity is absent from equivalent schools in other countries like Sweden, where
assessment is always school-based and undertaken by the teachers. Indeed, this system
replaced an external examiner-based systern many years ago.

There are, of course, comments to be made on other possible assessment combinations,
e.g. teachers assessing teachers (a more frequent activity where team teaching and appraisal
systems have been introduced). It is also significant that the Office for Standards in
Education (OFSTED) inspectors also assess teachers, but this is an exercise readers will be
invited to undertake for themselves at the end of the chapter.
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WHAT IS ASSESSED?

A lot of things happen in classrooms. People talk, people listen, people make decisions,
people produce writien material, people work in groups, people work on their own, people
laugh (sometimes), people learn. Activity includes reading, writing, answering questions,
drawing and reasoning. Among the learning outcomes are blocks of information, attitudes,
thinking skills and manual skills. Mammoth taxonomies exist to indicate the vast quantity
and diversity of classroom activity, Bloom’s Taxonomy of Educational Objectives, which
has three separate volumes, is one example.

From this wealth of happenings, some are habitually selected for assessment by the
participants. The selection differs according to the point of view. For examiners and
inspectors, the written end-product of an examination is selected. For pupils, the characters
of their teachers, in terms of good humour and patience and their instructional skills of
explaining clearly and organizing effectively, are given emphasis (see Chapter 3). Teachers
appear to select scholastic behaviour, institutional adjustment and personal character when
assessing pupils, though their final judgements emphasize writien end-products, as in the
case of the examiners and inspectors.

The assessments of teachers, examiners and inspectors tend to stress end-products rather
than processes. Diagnosis, adjustment, reappraisal and adaptation appear to be accorded
little respect in terms of assessment, One outcome Holt (1969) demonsirates is ‘right
answerism’. Pupils absorb the idea that learning means finding the right answer, whereas the
way of obtaining it is seen as of much less significance and, moreover, doubt and reservation
are not welcome. Holt’s remarkable journal records some of the strategies developed by his
pupils for gleaning the right answer from him in order to please teacher.

Miller and Parlett’s (1983) research suggested that pupils tend to fall into one of three
groups: the cue-conscious, the cue-seekers and the cue-deaf. The cue-conscious recognized
that they needed to work out certain things in order to do well under assessment. These
included working out which pieces of work really counted and which were exercises, which
method of presentation would get highest marks, what hints were available about
examination topics and what would please the staff marking particular work. None of this
was declared — it was all part of the hidden curriculum. The cue-conscious group were alert
and took up any information that came their way. The cue-seekers were much more active.
They quizzed members of staff, sought out information about external examiners, checked
the research interests of staff and deliberately set out to create a good impression. The cue-
deaf remained largely oblivious that this was an important feature of assessment: they had
failed to become aware of this aspect of the hidden curriculum.

Another related phenomenon was first identified by Becker (1968). Becker found that
two activities were rivals for a group of medical students’ attention. One was ‘learning to
think independently and critically’ and the other was ‘trading for grades’. The experience of
the studenits led them to abandon the former in favour of the latter. Over time they gave more
and more time to searching for cues to get the best grades from the lecturers and less
attention to developing independent thought.

Yet another feature common in the experience of teachers in secondary schools and
further education settings is that students claim that debate and discussion is not ‘real
learning’ — they consider that dictation of the right answer is real learning, Then by written
recall of these right answers students can demonstrate that they are worthy of a certificate
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saying that they are good learners.

Thers is one other possible subject of assessment; that is, the courses or learning
experiences themselves. Although it is people and their performance that are usualiy
assessed, there have been some afternpts fo assess courses rather than learners. One was the
programumed learning movement of the 1960s, which resulted in carefully structured courses
that were tested for their sffectiveness in teaching. Courses that did not teach over 90 per
cent of the target learners were rejected as unsuitable. This was perhaps the most radical ides
of the whole movement, because it shifted blarme for failore to learn from the learner to the
learning experience provided, in these cases a learning programme. The Open University
hasff adopted a similar approach to its tuition services through its educational technology
staft,

Such an approach could be applied to the National Curriculum. The 1988 Education
Reform Act (ERA) placed a statutory responsibility upon schools to provide ‘a broad and
balanced curriculum’ . Yet the ten subjects (English, maths, science, design and technology,
geography, history, art, music, physical education and foreign languages) and their
assessment have entirely dominated the curriculum at the expense of all of the cross.
curriculum elements.

The first National Curriculum Council (NCC) curriculum guidance originally referred to
three major dimensions that should ‘permeate every aspect of the curriculum’: ‘Gender
equality’, *Cultural diversity” and “Special needs of all kinds' (Curriculum Guidance Three,
p. 2). These dimensions relate to childrens’ current experiences at school, to equality of
opportunity and their access to the curriculum, and also to their preparation for their present
and future lives as citizens in a free and fair, democratic and diverse society. People who are
prejudiced usually believe that the inequality in attainment or capability that they see is
sufficient evidence to infer inferiority, Yet in this rapidly changing world we cannot predict
what capabilities will be most relevant for the future. It often seems difficult for schools to
give pupils the kind of education that seems relevant for today rather than vesterday, The
NCC curriculum guidance also referred to six cross-curricular skills;

communication;
numeracy;

stady;
problem-solving;
personal and social,
information technology.
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However, despite the NCC’s suggestion that *what is beyond dispuie is that in the next
century these skills, together with flexibility and adaptability, will be at a premium’
{Curriculum Guidance Three, p. 3}, the Mational Curricalum has not been structimed around
these — a subject approach has been adopted instead. Even the *desirable outcomes’ (S8CAA,
1996) for pre-scheol and nursery settings have been structured according to the National
Curriculum subject structure rathor than from these essential skills,

The simple guestion “What is assessed?’ thus yields another puzzle, Why is this
particular selection of what will be assessed made? Who decides, and for what reasons?
Some light may be thrown on these questions by considering how assessment is undertaken.
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HOW I8 ASSESSMENT UNDERTAKEN?

The definition of assessment given carlier implies five processes. These are:

1. Deciding what information to collect.

2, Deciding on a format or means of collecting it.
3. Collecting the information.

4. Recording it.

5.

Using the information,

The second, third and fourth processes appear to be essentially technical problems in
deciding which method is appropriate to achieve the ends specified in the first and last of
the processes listed. Therefore, the use of the information seems to be one of the critical
guestions in finding out how assessment takes place.

There are several possibilities. First, there is a diagnostic possibility, The information is
gathered to tell the teacher what the next stage of earning should be. An assessment of this
kind might show that the learner has gained sufficient understanding of one stage to proceed
to the next. Alternatively, it might show that further work on the first stage is necessary, An
example is that of reading schemes, where performance on one book is used to decide
whether the pupil transfers from, for example, level two, book 2A, to level three, book 3A,
or has further practice at level two by going on to book 2B or 2C.

A variation of this is diagnostic self-assessment. Here the information tells the learners
themselves what the next activity might be, e.g. a new activity or further work on the current
learning. One firm produces a reading scheme, consisting of boxes of reading cards, in
which pupils ¢an assess their own performance. Another possibility is formative assessment.

Formal tests and examinations may also be used to provide summative statements of
achievement. The pupils’ scores or grades on these tests may determine their place at the
secondary school or university of their choice, and they will often be referred to by
prospective employers as well. The main function of summative assessments is therefore 10
allocate the best courses and jobs to those pupils who achieve the highest grades. The
principle in play here appears to be that of rationing. There are only a limited number of
places, so the summative assessments are 1o be gained competitively. Tests and
examinations are usually norm-referenced, where the performance of one individual is
compared with the performance of others to arrive at a rank order of candidates. Test results
may also be used to construct crude school performance tables, although it is widely
recognized that the performance of a school depends upon the progress made by its pupils
rather than siraply their final examination grades. No matter how many GCSE grades are
awarded to its pupils, a school that uses entrance examinations 1o ensure that only those
pupils most likely to gain high grades are admitied may actually achieve less than a school
that achieves fewer grades with less ‘promising’ pupils. Various schemes for measuring the
‘value added’ are thus currently being tested and some version will undoubtably be applied
nationally in the near future. Curiously, while the term ‘value added’ is cutrently being
widely used in this context, there seems to be litle recognition that the actual values
involved are extremely narrowly and uncritically defined.

One alternative 1o all of this could be provided by criterion referencing. Here criteria of
performance are available to show whether a minimum standard has been reached and, if
more than the minimum, what standard has been reached. Individuals are tested, either by
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themselves or by others, against the criteria rather than against other people. The Nationa}
Curriculum was first presented as a criteria-referenced system, yet the level descriptions
often provide only a crude indication of ‘levelness’, and teachers fall back upon norm.
referencing for want of adequate moderation practices and procedures. The average pupil is
thus assumed to have achieved the average grade and the most capable and least capable
pupils are graded above and below this benchmark. ‘

As Murphy (1994) has said, Dearing’s decision to give teachers more responsibility for
assessing their own students is: ‘conceptually very different from having end results
criterion-referenced, and places the emphasis for development work much more firmly upon
In-service training . . . the problem with a national system of criterion-referencing is that it
is irreconcilable with the breadth and diversity of National Curriculum subjects and the
diverse achievements of the nation’s children’ (p. 11). Later, Murphy adds a rider:
‘particularly where there is a requirement to produce simple summary grades’. And here is
‘the rub’ — the aims of producing both summary grades and criterion referencing are actually
incompatible.

The publication of examination results each year is met with a storm of critical publicity,
If the average grades are higher than the year before the examiners are told they have made
the tests too easy; if the average grades have fallen then we are told that the schools are
underachieving, For many, given the critical climate and the assumption of hopeless
subjectivity, norm referencing provides the only ‘objective’ criterion for evaluating
standards. As long as it is the same limited proportion of pupils who achieve the highest
grades then all is considered well. An acceptance of criteria referencing, by contrast, might
bring the unsettling prospect of more pupils achieving the highest grades each year, even the
possibility that all but those with special educational needs might one day achieve these
highest grades before leaving school.

In criteria-referenced assessment many (sometimes an unlimited number of) attempts
may be allowed. Practical examples of this process are the driving test, first-aid proficiency
tests, physical and athletic tests and reading schemes. If the driving test, which tests a very
complicated and sophisticated set of psychomotor skills, quick decision-making and
information usage, were to be based on norm-referencing, the assumption would have been
made that there was only a limited ‘pool of ability’ to drive, so that only a minority of the
population could pass the test. However, the driving test is criteria-referenced and most of
the population therefore can, and do, become qualified drivers. The National Curriculum
could be applied in the same way if the will was there to do so.

WHY ASSESSMENT?

Earlier we noted that what is assessed with most significance in schools tends to be end-
products rather than processes of learning, learners rather than courses, teachers or
examiners, and written material rather than other activities. Moreover, this assessment is
norm-referenced rather than criterion-referenced, or diagnostic and performed by others
rather than self-assessed. This suggested the idea of rationing, so what might be being
rationed?

First, since the certificates accorded so much significance are used to get jobs,
occupations are rationed by this kind of assessment. Why schools are used in this way is not
immediately clear, as more than one writer has noted. Holly (1973) has described the
schools as being used to do the employers’ sorting task for them instead of educating pupils.
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It does not always happen like this in other countries, and the case of Sweden, where the
whole norm-referenced external examination system is simply absent from schools, has
already been mentioned. '

Second, occupations are given different social ranks, some being seen as superior’,
-upper class’, ‘white-collar’ or ‘professional’. So perhaps along with occupational
placement goes social placement into a social class and a linked set of life chances, In
Swedish society social placement appears to be mere muted and the distinctions between
social classes less marked, with life chances less differentiated. The theme of social class
difference is developed in a later chapter.

Third, not all the reasons are likely to lie outside the school, and listening to talk in
staffrooms suggests another possibility: examination classes are said to be easier both to
control and to teach, for the pupils can constantly be reminded of the consequences of failing
the examination and thereby are ‘motivated’ and brought under control. Husen (1974)
describes this view of education in the following way: ‘Pupils undertake to learn mainly to
avoid the disagreeable consequences if they do not: low marks, non-promotion, censure,
punishment, etc.” Husen argues for an alternative criterion reference approach which he sees
as preferable to this.

However, the case can be overstated and contradictions overlooked, because there are
other ideas talked about in schools, e.g. diagnostic reasons for assessment, personal
development based on personal profiles and the autonomy that derives from self-
assessment, but if we stay close to Berger’s question, “What are these people doing with
gach other here?’, the picture is closer to Husen’s description. To go further into the question
of “Why assessment?’ will require the more systematic use of concepts. The one we have
chosen to use here is the concept of ideologies of education.

IDEOLOGIES OF EDUCATION AND ASSESSMENT

‘Ideology’ may be defined in various ways. The meaning intended here is that of a broad but
interlinked set of ideas and beliefs about the world which are held by a group of people and
which those people demonstrate in both behaviour and conversation to various audiences.
These systems of belief are seen by the groups holding them to be descriptions of the way
‘things really are’, and they are the means by which sense is made of the world. ‘Tdeclogies
of education’ refer to the broad set of ideas and beliefs held by a group of people about the
formal arrangements for education, specifically schooling, and often, by implication and
extension, also about the informal aspects of education.

An analysis of competing ideologies can be attempted by comparing them on a series of
key component features which will be called ‘theories’, bearing in mind that this is an
ambiguous word that has both common and technical uses. In general, any ideology of
education will contain various theories, including:

A theory of knowledge.

A theory of learning and the learner’s role.

A theory of teaching and the teacher’s role.

A theory of resources appropriate for learning.

A theory of organization of learning situations.

A theory of aims, objectives and outcomes.

A theory of assessment to discover whether learning has been successful.

Nk w =
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The use of the concept of ideology here is to enable the puzzle about assessment outlineg
earlier to be explored further by showing how the selections of who assesses, what iz
assessed and how assessment takes place form part of one of several competing patterns of
ideas and beliefs about education.

A wide variety of ideologies of education has been described in educational literature.
They include: transmission and interpretation (Barnes and Shemilt, 1974); authoritarian and
democratic {(Lippitt and White, 1958); open and closed (Kohl, 1970); meaning making and
meaning receiving (Postman and Weingartner, 1971}; antonomous study (Husen, 1974);
competitive academic (Conneli, 1985); bully (Meighan, 1997); and the ubiquitous
‘traditional’ and ‘progressive’,

A comparison of three of these ideologies on four of the features given above (i.e. theory
of knowledge, theory of learning, theory of teaching and theory of assessment) will show
how the ideas about assessment vary with the ideology of education concerned. Table 13.1
makes such a comparison.

The central point that emerges from Table 13.1 is that there appears to be no neutral view
of assessment: all the alternatives can be said to be political because they make assumptions
about what counts as good education and bad education, and each has consequences for
what happens to the learners after assessmeat is over. Under one system they may go into a
lower-paid occupation, believing that they had their chance and were not ‘up to standard’,

Table 13.1 Comparisor of ideologies and education

Transmission ideology

Interpretation ideology

Autonomous ideology

Knowledge is believed to exist
in the form of public
disciplines known as subjects,
developed in the past and
currently being extended.

The learners’ performance is
valued so far as they measure
up to the standards and criteria
of the subjects. '

The teacher’s task is perceived
as correcting the learner’s
performance according to the
subject criteria known by the
teacher.

Assessment will be of the end
product in some examination
probably written, supervised
by teacher or examiner, and
where entry to the subject is
rationed for some reason,
norm-referencing will be the
system adopted.

Knowledge is believed to exist
in the knowers’ conscioushess
and in their ability to organize
thought and action. Subjects
are one of several available
resources.

The learner’s activity to
interpret their reality is valued,
50 that criteria arise from both
learner and teacher.

The teacher’s task is perceived
as the setting up of a dialogue
in which the learners can
reshape their knowledge
through interaction both with
others and with subjects seen
as resources.

Assessment will take place
throughout the course as a
means of monitoring the
reshaping of knowledge, phase
by phase. It will tend to be
criterion referenced wherever
possible to achieve this result

Knowledge is believed to exist
in the present and future, since
existing subject knowledge is
seen as limited in coping with
modern complex problems.

The learners’ performances in
learning techniques of learning
and developing new
knowledge and understanding
are valued.

The teacher’s task is perceived
as organizing learning
experiences so that the learners
gradually learn how to make
all the decisions about learning
for themselves.

Assessment will gradually pass
from the control of the teacher
to the learners as they learn
how to access effectively their
own learning. It will tend to be
criterion referenced
throughout.
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and that is that. Or they may go to such a job believing that second and third chances are
gvailable and that they may well achieve more later. Or, under another system, they may go
to such a job believing that they are capable of learning and relearning whenever an
opportunity arrives.

CONCLUSION

All sociological analyses tend to be incomplete, and this attempt is no exception. The
approach adopted has been an interactionist one and the four questions chosen ask about the
interactions of the participants with each other, with their schocl institution and their society,
and with the network of alternative ideas about education and assessment. An important
question is: what is missing from this kind of analysis?

One missing idea is that of a historical discussion. Norm-referenced assessment was seen
as a better way of allocating scarce occupations and life chances than patronage, and merit
was seen as a fairer rationing idea than favouritism. Out of this view grew ideas such as
equality of opportunity and the wastage of talent. A structural conflict approach such as the
Marxist sociological perspective would usually give a prominent place to a historical
discussion in the analysis. The differences between the various sociological perspectives are
the subject of later chapters.

SUMMARY

1. Some kinds of assessment occur very frequently in British schools. Examples are pupils
assessing each other and pupils assessing teachers.

2. Some kinds of assessment happen less often in British schools. Examples are inspectors
and examiners assessing pupils and inspectors assessing teachers.

3. The rarest assessments, those with low incidence, are given the highest formal
significance or valuation, whereas the most frequent assessments, those with high
incidence, are usually given least formal significance.

4. Of the wealth of happenings in classrooms, certain things are selected for formal

assessment. These tend to be written work taken as the end product of the learning

Process.

For pupils the characters of their teachers are given most emphasis.

6. The consequences of stressing written end products for formal assessment may be right
answetrism, the development of strategies to find approved answers without necessarily
developing thinking strategies and other outcomes, such as the belief that recall is the
highest form of intellectual activity.

7. The assessment of courses and learning experiences tends to be overlooked in favour of
assessing the learners’ performance. Blame for poor performance tends to be attached
to the learners rather than to the learning experiences.

8. Formal assessment in British schools is usually norm-referenced, specifying that only a
fixed proportion of candidates can be successful, and the alternatives of diagnostic
assessment and criterion-referenced assessment, where most candidates are expected to
succeed eventually, are largely overlooked.

9. Assessment of a norm-referencing kind may have more to do with allocating

b
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occupations, social class positions and life chances than with anything else.

10, Within schools, norm-referenced assessment systems may be seen as one means of
motivation and one methed of control.

11. The choice of an assessment system may relate to other ideas and beliefs about
education that form a coherent pattern described as an ideology of education.

12. Competing ideologies of education exist, each making assumptions about what counts
as good or bad education and each having consequences for the learners’ fates: this
suggests that there can be no neutral view of assessment or education. Each competing
ideology of education is political because of its assumptions and its consequences.

13. The interactionist approach adopted in this chapter has strengths and weaknesses. One
weakness is the tendency to overlook the historical dimension.

Further Reading

Blishen E. (1969) The School That 1'd Like. Harmondsworth: Penguin. The pupils’ viewpoint is the
subject of Chapter 7, ‘This Almighty God’.

Broadfoot, P. (1979) Assessment, Schools and Society. London: Methuen, Few hooks appear to
]ajp})roach assessment from a sociological perspective, but this is one exception, Another follows

elow.

Broadfoot, P. (ed.) (1984) Selection, Certification and Conirol. Lewes: Falmer Press.

DES (1988) Education Reform Act. London: HMSO.

Dore, R.P. (1976) The Diploma Disease. London: Allen and Unwin. This book develops the
proposition that schooling is increasingly dominated by the business of qualification at the expense
of the business of education.

Hartog, P.J. and Rhodes, E.C. (1935) An Examination of Examinations. London: Macmillan. A classic
study of examinations.

Hextall, L. (1976) "Marking Work’, in G, Whitty and M.ED. Young (eds), Explorations in the Politics
of School Knowledge. Driffield: Nafferton. This is a paper analysing the Implications of the daily
task of marking.

Murphy, (1994) ‘A Farewell to Criterion Referencing?, British Journal of Curriculum and
Assessment, 4, 3

Schools Curriculum and Assessment Authority (1996) Desirable Outcomes. London: DfEE

Discussion and Activities

1. 'Write comments on the combinations of participants in assessment not developed in the chapter,
€.g. teachers assessing teachers, teachers assessing inspectors, inspectors assessing teachers,

2. Discuss whether the quotation given at the head of this chapter is justifiable.

3. Discuss the guestions about technical aspects of assessment given at the end of the section “How
is assessment undertaken?”

4, Conduct an informal survey of beliefs about assessment among your friends and relations,

(a) Do they believe that examination (e.g. GCSE) grading systems are consistent? Compare with
the findings of A. Wilmott and D. Nuttall in a Schools Council investigation in 1975: they found
that the life chances of large numbers of candidates are based on a statistically unreliable
examination system. Their findings indicate that:

when it comes to an individual candidate every grade on a five-point scale should be read plus
or minus one. That is, a real distinction can be drawn between two candidates with grades
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separated by two points, but if you are comparing a grade one with a grade two, or a two with
a three, the difference quite likely depends on the luck of the draw.

A quarter of GCSE candidates are given the wrong grades as indicated above, and the chances
of substantially improving exam consistency are remote.

{b) Do they believe that script markers are reasonably consistent? Compare with:

All the experimental data has shown that for a particular performance expressed in terms of an
exam script, assessment by different examiners produces marks with considerable variability
such that in the determination of these marks, the part played by the examiner can be greater

than that of the performance of the examinee.
Pieron, 1969

the standards set by examinations whether those of a basic pass or an ABC . . . grading system
are in the last analysis wholly subjective, They are based on what candidates, in the opinion
of the examiners (or chief examiner) should attain; no internal consistency or other form of
reliability is published. The exam boards do not consider it part of their duties to inform

teachers and pupils of the reliability and validity of their products.
Lewis, 1978

{c) Do they believe that the standards in one subject at *A’ level are similar to those in another
subject? Compare with:

Recent research by Alison Kelly of Edinburgh University has produced evidence that there
were wide variations in the standards expected by different disciplines at the Higher Grade
Exams of the Scottish Certificate of Education. Research in Britain suggests that such

variability is not affected by national boundaries.
‘Tough Exams’, New Society, 13 April 1976

{d) Do they believe that the standards of different examination boards are similar? Compare with
the findings that candidates can improve results by changing boards, in Scott, JE (1975)
Comparability of Grade Standards in Mathematics at GCE A Level. London: Schools

Council/Evans/Methuen,

Signposts

1. Assessment in primary schools

Much of the writing concentrates on secondary schooling and beyond. Work on primary school
assessment can be found in Black, H. and Broadfoot, P. (1982) Keeping Track of Teaching, London:
Routledge and Kegan Paul; Richards C. (ed.) (1982) New Directions in Primary Education, Lewes:
Falmer Press; and Galton, M. and Simon, B. (eds) (1980) Progress and Performance in the Primary
School, London: Routledge and Kegan Paul.

2. The assessment of teachers
There is a link here with the chapter on teachers as victims and a starting point is Grace, G. (1985)
‘Judging Teachers: the Social and Political Contexts of Teacher Evaluation’, British Journal of

Sociology of Education, 6, 1.

3. Should children assess teachers?
Go back to Chapter 8, read the account by Derry Hannam of the way he was assessed by a 12-year-
old-boy and censider the implications of systematic assessment of teachers by pupils.



PART THREE

Ideologies of Educating

The word ‘ideology’ has had a chequered carcer, as Chapter 14 will show. Currently it can
be used for the purposes of preaching and prescribing a one right way, as an insult in
locating opposing or different beliefs as lunatic or misguided, or as a means of comparing
sets of ideas. The last use is the one that is advocated here,

For some, the very word ‘ideology” is negative or tainted, and replacing the word with a
synonym like ‘philosophies of education’ or ‘alternative visions of education’ may be
advisable.



Chapter 14

The Concept of Ideology

Every dogma must have its day.
Carolyn Wells

INTRODUCTION

Ideclogy is a highly ambiguous concept, and it is necessary 1o have some discussion of the
competing uses al the outset.

The Science of Ideas

An early usage of ideology was as a philosophical concept to distinguish a science of ideas
from an ancient metaphysics. The use of ideology in this sense is now rare.

Revolniionary Thinking

Another usage of ideology as a concept, traced to Napoleon Bonaparte (R. Williams, 1977),
was that of revolutionary thinking, this revolutionary thinking being interpreted as an
undesirable set of ideas. Ideology thus threatened *sound and sensible’ thinking sbout a
viston for a society. From this developed the notion of ideclogy as fanatical or impractical
theories about society, and it was largely a term of abuse.

False Consciousness

One use of ideology by Marx and Engels in The German ldeology (1845-7) is related to the
earlier view of undesirable sets of ideas. Ideclogy is interpreted as abstract thought sbout
human society which was false:

Ideology is a process accomplished by the so-called thinker consciously indeed, but with a false
consciousness. The real motives impelling hir remain unknown to him, otherwise it would not
be an ideclogical process at all. Hence he imagines false or apparent motives.

Engels, Letier to Mehring, 1893

The true consciousness is sometimes referred to as ‘science’, setting up a distinction
between Marxism, as science, and other social thought, as ideclogy. This notion of ideclogy
& illusion has become a common view:
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suspended, and the definition of knowledge is taken to be what the participants define as true
information, beliefs, ideas and attitudes. This allows any ideology to be investigated in
terms of how far it functions to advance or defend the interests of & particular group, and the
consequences of actions derived from that ideclogy. Nothing about the truth or falsity of an
ideclogy is indicated by this kind of analysis.

IDEOLOGIES IN COMPETITION

The idea of competition introduces an analogy with possible distorting effects; e.g.
ideologies can coexist in a state of mutual tolerance with no competition. However, where
the ideologies conflict and compete, several outcomes are possible.

Domination

One ideology may achieve a position of dominance over the others. One way in which this
may be done is through cultural domination. Gramsci calls this cultural hegemony, where a
dominant culture represents itself as the natural, obvious or mainstream culture and attempts
‘tg ccl)ntain all others within it. Such a dominant culture becomes the basis of a dominant
ideology.

Incorporation

One ideclogy may absorb, take over or combine with another in a variety of ways and, if
this is successful, it is referred to as incorporation. One example is the proposition of the
incorporation of radical educational ideas about equality in educational provision into the
traditional educational ideology, by the offer of equality of opportunity in the form of an
apparently equal start in the race to become unequal. This preserves the traditional idea of
an elite but appears to shift the means of recruitment from aristocratic inheritance and
patronage to merit. The incorporation is completed by ensuring that the competition is of
such a nature that those who enter the elite under the terit system are similar to those who
would have entered under the inheritance/patronage system,

Legitimation
To become dominant, one ideology has to achieve acceptance of its beliefs. One form of this

is direct repression through armies, police, secret police and prisons. Esland (1977) makes
the point that:

Of course, in many socicties where the dominant group is insecure legitimation occurs through
the methods of overt repression. Armies, secret police, machineries of summary imprisonment,
torture and execution have been, and continue to be, used by rulers and their socially-powerful
supporters o enforce their view of social order. Whether we talk about the Inguisition during
the sixteenth century, or Stalinist Russia in the 1930s, or the student uprisings of 1968, we have
to take account of the ‘legalized’ use of force which is always available to the controlling groups
in a society.
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Esland comments that, in contemporary Britain, it is important to remember that, just by
peing there, they are secondary reinforcement if the first line of legitimation gives way.
There are also numerous techniques of counter-intelligence and monitoring dissent, so that
an attack on the social order is likely to be anticipated. A softer form of legitimation is in the
use of major institutions, such as education, mass media, religion, law and the economy, to
put over a ‘consensus’, ‘common-sense’ or ‘sensible person's’ point of view as against the
‘lunatic fringe’ view, which turns out to be almost any view inconvenient to the group with
the dominant ideology. Control of the mass media and education may be one way of
preventing an alternative ideology from becoming available; for example, the British
television companies and the schools combine to give special privileges to one form of the
Christian viewpoint and to deny similar access by cither other religions or non-religious life
stances.

CONCLUSION: THE MULTIPLICITY OF IDEOLOGIES

The concept of ideology is ambiguous not only because of competing definitions but also
because it is used to describe sets of ideas operating at various levels in society and in
various contexts, A ruling class, a middle class or a working class: ail may be said to have
an ideclogy. Banks, retail organizations and trade unions may also be said to have them. So
may the professions, education, the mass media and the nation. Pressure groups of various
kinds, whether for car owners, for pedestrians, for motorways or against motorways, may be
said to have ideologies. It helps 1o try to specify the level or context of the ideologies in
question, and when this shifts. This is not always easy. In the analysis that follows,
ideologies of education operate at various levels, having several layers of meaning:
nationally in the Education Acts, regionally in local education authority policies, locally in
a particular school and internally between rival groups in a school. Furthermore, ideologies
of education are linked with other ideclogies: ideologies of politics, of the economy, of
social classes, Failure to grapple with this has created considerable confusion in educational
writing in the past.

SUMMARY

1. TIdeology is an ambiguous concept: its meanings range from fanatical visions of society,

to the false visions of others, to sets of belief that can be compared and analysed.

The approach employed in this book is the last — ideology as competing belief systems,

3. For the purposes of sociological 'a}nalysis. it is useful to see individuals as having beliefs
and opinions, and organiz@u’ps of people as having ideologies.

4. Ideologies may be: theoretical, in not yet having been adopted; non-available, because
a sponsoring group lacks the means or the desire to transmit its belief system widely; or
available, if it has both the means and policy of promulgation.

5. Issues of truth or falsity are scen here as philosophical rather than sociological concerns.

6. Where ideologies exist in a state of competition there are several possible outcomes,
including domination by one, incorporation and legitimation.

7. Another aspect of ambiguity is that ideology can be used to describe sets of beliefs
operating at various levels and in various contexts with several layers of meaning.

b2
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Further Reading
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Bignposts
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‘legitimation of a dominant group ideology’? A useful st i ip:
O S group By 7 A useful starter is Hull, J. (1975) School Worship: An

Chapter 15

Ideologies of Education

Do not do unto others as you would they should do unto you, their tastes may not

be the same.
George Bernard Shaw

INTRODUCTION

Amn ideology of education may be defined as the set of ideas and beliefs held by a group of
people about the formal arrangements for education, specifically schooling, and ofter, by
extension or by implication, also about informal aspects of education, e.g. learning at home,

DICHOTOMOUS APPROACHES

There have been attempis to describe alternative ideologies of education. Some of these
have been theoretical, while others have been based on empirical studies. A common
approach has been to contrast two polarized types, a dichotomons approach:

teacher-centred w child-centred (Plowden Report, 1967)

apen teaching v closed teaching (Kohl, 1970)

meaning receiving v. meaning making (Postman and Weingartner, 1971)
authoritarian v democratic (Lippitt and White, 1958)

traditional v. progressive (Bennett, 1976)

transmission v interpretation (Barnes and Shemilt, 1974)

open schools v closed schools (Bernstein, 1967)

dependent stady v autonomous study (Husen, 1974)

As an example of this approach, look back at the conclusions of the empirically based stady
of Barnes and Shemilt (1974), referred to in Chapter 12. Their study concemed the way in
which teachers use language in classtooms. Two contrasting patterns of language usage
emerge: these were described as transmission and interpretation. These patterns were
associated with two different ideologies of education, each having four elements {see Table
12.2).

The limitations of approaches based on dichotomies emerge if an attempt is made to link
the ones listed above, There is some similarity in the ideas of teacher-centred, closed,
meaning receiving, avthoritarian, traditional, transmission, closed schools and dependent
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study, although there is considerable variety of emphasis. But the other partners of the pairg
have little in common other than being contrasted with a similar alternative, Child-centred
open teaching, meaning making, democratic, progressive, interpretation, open schools an(i
autonomous study vary considerably, and can be seen as alternatives to each other,

"This becomes clear if we consider just one aspect, the activity of the learner. In one child.
centred a}pproach, the learners choose from a range of activities provided by the teacher,
whereas.m open .tnaching the learners make decisions about how learning is best uﬁdenakan,
In meaning making, the activity of learners is similar. In the misleadingly named demoefatic:,
system, lsez}xners respond to 4 pleasant authoritarian teacher who allows leamners some
pnvxleges in a conirived, pleasant working atmosphere. Progressive teaching is seen a5
something similar, In interpretation teaching, a negotiation takes place and g dialogue
emerges at the initiative of the teacher. The learners in open schools are alse involved in
seg’esiation:kiand ;ialogues. In autonomous study, the learners gradually take on all the

ecision-making about what to lzarn an i
S lmi}g o wha d how to learn until they are able to controf all
, The activity of teachers also varies. In some cases they make all the decisions but
zzzz;;i:ement them %n a pleasant, *nice strict’ fashion; in others they negotiate; in others they
facilitate the decisions of the learners; in others they initiate a dialogue; in others they
gradually hand over decision-making to the learners in a systematic way.

The conclusions are that these pairs of idevlogies are operating at different conceplual
levels and £ﬁ§f t%acre is a selection of contrasting pairs from 2 wider range of alternatives
The latter point is clear from the analysis above. The former point is clear if we note thaé
some of these pairs are describing classroom teaching ideologies, others ideologies of the
whole education system and others ideclogies of whole schools.

ATTEMPTS TO IDENTIFY MORE THAN TWO IDECGLOGIES OF EDUCATION

A number of attempts go beyond dichotomies, One well known attempt is that of Raynor
(1972). He outlines four ideologies of education: aristocratic, bourgeois, democratic and
proletarian. He defines as aristocratic the view which sees education as a means of preparing
a young person for his social role as a geatleman and as a Ieader, so education is seen as a
means of confirming a person in the social status into which he was hom.

The bourgeois is that view of education which sees fhe examination system as the
prmc;pa% means of selecting the individuals who are to fill the elite roles in society, so
success in ekéucation is seen as the means by which a person achieves the right to ﬁe%d
prestige positions in work and public life.

*’fhe‘ democratic view of education is concerned with the problem of distributing
ﬁ{%ﬁﬁaﬂon to everyone as a fundamental right, regardless of his social background and
fwxlhaut concern for the social position he will eventually fill, The child’s full development
is the centre of the educational process.

Einaliy, proletarian is that view of education (initially held by the aristocratic sections in
society, but later having a wider acceptance) which sees its purpose as filing the mass of
young people for the kind of work and lifestyle of the subordinate groups in society. It holds
;hat the education offered should be utilitarian, practical and relevant. Here, too, education
15 seen as a means of confirming 2 person in his social status.

Ideologies of Education 187

Another atiempt is that of Cosin (1972), He distinguishes between elitistfconservative,
rationalizing/technocratic, romanticfindividualist and egalitarian/democratic, and syms up
the key differences between them as follows. Elitism is concerned with the maintenance of
the established standards of cultural excellence through traditional methods of selection.
Technocratic/rationalizing has as its central concern the vocational relevance of education,
Romanticism is concerned with the development of all an individual’s innate abilities,
Egalitarianism concentrates on the principle that all have an equal right to be educated.

Davies (1969} also distinguishes between four ideofogies of education: conservative,
revisionist, romantic and democratic. They are defined as follows:

Educational ideologies fall into four categories: conservative, revisionist, romantic and
democratic. The first, obviousty, is concemed to maintain something Hke the status quo though
conservative positions range from crude dogmatism (which characterises many of the essays in
the Black Paper) to carefully formulated versions of Elite culture (T. 8. Eliot, E R. Leavis and
G. H. Bantock). The revisionisi argumenis are couchked in economic language or in a pseudo-
sociological concern with the ‘wastage’ created by the educational system. Its emphasis is on
improving the system’s efficiency in terms of the job requiremenss of the market Not
surprisingly, successive governments — Labour and Tory — have found this the most attractive
stance to adopt, snd most of the official reports have incorporated its logic. The romantic
attitude (which might also be called the psychological) owes much to a concern with individual
development and derives from the work of Froebel, Montessoti, Freud, Pestalozzi and Piaget. It
was central to the cstablishment of the private ‘progressive’ schools and has had considerable
influence on some forms of curriculum revision and on the primary schools, Its official
monument is the Plowden Report. Finally, the democratic socialist fradition, stemming from
socialist and liberal thinkers of the ningteenth comtury, secks equal opperunity for all
{recognising the difficulties presented by class and patterns of socialisation), and the progressive
elimination of the Elitist values inherent in established education, In its most recent articulate
form (Raymond Williams’ The Long Revolution), the democratic socialist approach celled for a
‘public education designed to gxpress the values of an educated democracy and 4 common

culture’.
This first appeared in New Society, London, the weekly review of the social sciences,

Bennett and Jordan (1975) attempted to go beyond the traditional/progressive dichotomy
in an empirical study based on primary school wacher self-reported teaching sirategics.
They established 12 types of teaching style among these teachers, based on six areas:
¢lassroom management and organization, teacher control and sanctions, curriculum content
and planning, instructional sirategies. and motivational techniques and asgsessment
procedure, Most teachers could not be firmly identified as traditional or progressive (taken
as equivalent to informal/discovery based teaching style) but had a mixed strategy. The 12
types identified were as follows,

£,

1. These teachers favour integration of subject matter and, unlike most other groups, allow
pupil choice of work whether undertaken individually or in groups. Most teachers in this
cluster allow pupil choice of seating; fewer than half curb movement and talk,
Assessment in all its forms, tests, grading and homewcrk appear t0 be discouraged,
while infrinsic motivation is favoured,

2. These teachers also prefer integration of subject matter. Teacher control appears 0 be
1ow, but there is less pupil choics of work. However, most of these teachers allow pupils
choice of seating, and only one-third curb movement and talk. Few test or grade work.

3. This group favours class teaching and groupwork. Imtegration of subject matier is
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preferred and pupils are taken out of school. These teachers appear to be strict; most of
thet?a cu.rb movement and talk and smack children who step out of line. The amount of
testing 1s average, but grading and homework are below average.

4. These teachers prefer separate subject teaching, but a high proportion allow pupil
choice of work in both groups and individual work. None seats pupils by ability. Thg
test and grade more than average. ) ’

5. A mixture of separate subject and integrated subject teaching is characteristic of this
group. The main teaching mode is pupils working in groups of their own choice on tagks
set by the teacher. Teacher talk is lower than average. Control is high with regard to
movement, but not to talk. Most give tests every week and many give homework
regularly. Stars are rarely used as rewards. Pupils are taken out of school regularly.

6. These teachers prefer to teach subjects separately, with emphasis on groups working on
teacher-specified tasks. The amount of individual work is small. These teachers appear
to bc.a fai_rly low on control, and are below average on assessment and the use of extrinsic
motivation.

7. This group teaches separate subjects, using class teaching together with individual
work. Teacher control appears to be tight; few allow movement or choice of seating, and
offenders are smacked. Assessment is, however, not used much. ,

8. This group of teachers has very similar characteristics to those in type 3, but they prefer
to organize the work on an individual rather than on a group basis. Freedom of
movement is restricted and most of the teachers expect pupils to be quiet.

9. These teachers favour separate subject teaching, with pupils mainly working on tasks
set by the teacher. Teacher control appears to be high; most curb movement and talk,
and seat by ability. Pupil choice is minimal. Regular spelling tests are given, but few
mark work or use stars,

10. The teaching mode favoured by this group is teacher talk to the whole class within
separate subjects. Pupils work in groups, determined by the teacher on tasks set by him
or her. Most teachers in this cluster curb movement and talk, and over two-thirds of
them smack for disruptive behaviour. There is regular testing and most of them give
stars for good work.

11. {\ll‘members of this group stress separate subject tcaching by way of class teaching and
individual work. Pupil choice of work is minimal, although most teachers allow choice
of f:eating. Movement and talk are curbed, with smacking used as punishment,

12, Th1§ is an extreme group in a number of respects. None favours an integrated approach.
subjects are taught separately by class teaching and individual work. None of the
teachers allows pupils choice of seating and every teacher curbs movement and talk.
'I'he.se teachers are above average on the use of all assessment procedures and extrinsic
motivation predominates.

The types have been placed, for the sake of clarity, in increasing order of ‘formality’. This
procedure may suggest that the cluster can be represented by points along a continuum of
‘progressive—traditional’, but this would be an oversimplification . The extreme types could
be adequately described in these terms, but the remaining types all contain elements of both
‘progressive’ and ‘traditional’ practices.

. These approaches have several features in common. They all attempt to go beyond
dlchqtomous models 1o more complex versions, but the problems associated with the former
remain;
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1. They appear to be selecting from a wider range of alternatives, since the attempts do not
match up well.

2. They are operating at different conceptual levels; some at the level of classrooms, some

at the level of comparing educational systems across states and nations.

A Network of Ideologies

It is tempting to try to solve the second problem, i.e. operation at different conceptual levels,
by categorizing into levels of operation. This would allow a comparison of ideologies of
whole education systems, competing ideologies within a national system, ideologies within
schools and ideologies of classroom practice. However, level is an analogy with the built-in
assumption of a hierarchy of power or influence of significance, and it therefore prejudges
the relationships between these levels. One attempt to avoid this has been the distinction
between ideologies of legitimation and ideologies of implementation, The first addresses the
question of why, the second the problem of how. Legitimation refers to the goals, values and
ends an education system should foster, whereas implementation refers to organizational
alternatives, methods of attempting to achieve the legitimated goals and, in general, the
means. A limitation of this approach is that most ideclogies of education contain ideas about
both ends and means.

A further possibility is to regard the ideclogies as networked. The ideologies of education
systems and of classrooms have some links, though they are not seen as tightly and
completely linked. The ideologies of education in the classroom may have some links with
other parts of the network, but also have logics of their own at the same time, according
some autonomy of action. An example from RE teaching shows the possibilities of this
pattern, RE teaching is compulsory by law, so secondary schools have appointed staff for
the subject and allocated time on the timetable for an agreed syllabus to be taught. Many
teachers, however, find this unteachable, either for their own personal reasons or because of
the reaction of pupils, or both, and so they spend the time teaching and learning about issues
like morals and decision-making in personal relationships, often without a specifically
religious interpretation. The national ideology here has consequences for the school
ideology but does not determine it.

Thus the notion of a network of ideologies allows contradictions to emerge which might
be hidden in a view of levels, or a view of legitimation distinct from implementation.

ANALYTICAL MODELS BASED ON CRITERIA

An alternative approach to describing ideologies of education is to establish criteria of the
major features of such ideologies and then to plot all the combinations that are possible.
Some will exist in practice and others may not.

One attempt to identify national ideologies of education in this way is that of Smith
{1973), and another is that of Hopper (1971}, Smith’s attempt is as follows:
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Some Major Elements in a Provisional Model of Education Systems
I Assumptions

i} An education system in an indusirial society participates centrally in a complex series of
distribution processes which include: the distribution of each generation among positions
within the social structure, in particular to positions within the occupation structure; and the
distribation among future role cceupants within the occupational and other structures of
‘knowledge’, skills and perceptions.

i} Processes of sclection (the disiribution of students among educational routes leading to
‘gualifications’) and transmission (the distribution to students, within educational routes, of
educational ‘knowledge’, training in technical and sockal skills, and ways of perceiving and
thinking about the world) occur within an education system and represent its mode of
pariicipating in the wider societal processes of distribution.

(ii) The way in which the 2ducation system participates in these wider sovietal distribution
processes varies according fo the character of the ‘external linkages” of the education system
with hierarchically ordered social strata and the occupational structiure; the character of the
structure of power relations hrough which constraints are imposed upon processes of
educational selection and the transmission of educational knowledge; the character of the
ideological forms which express valued objectives and procedures with respect to the
edugation system.

I Structural aspects

The above assumptions direct attention to four structural aspects of an education system:

{iy The structural relationship between the education system and social stratification; that is, the
relationship between distibution processes occurring within the education system and
distribution processes occurring between the eduwcation system, social sirata and the
occupational strocture.

(iiy The structure of administrative control; that is, the power relationships among agencies
exercising cominuing and direct control over the organization of selection and fransmission,

(ii1) Ideologies of implementation, which specify the appropriate criteria of student selection,
character of educational knowledge and mode of tramsmission, and ideolegics of
legitimization, which justify the possession of power by conirolling agencies and the
objectives that should be furthered by the use of this power.

(v} The organization of selection and transmission; that is, the administrative practices actaally
put irto effect with respect to student selection, the character of educational knowledge and
the mode of transmission.

This model can be used to compare features of different education systems in different
countrics and rival ideologies at the national leve] within one nation,

A model that concentrates on the ideologies within and among schools s that of
Hammersley {1977a, b). He develops five criteria — teacher’s role, pupil action, view of

knowledge, view of learning and teaching techniques — and breaks each of thess down into
sub-divisions: '

(1) Definition of the teacher’s role;
{a) authoritative role <3 no distinct role
(b} curriculum ¢> method
{¢} narrow & wide
(d} high degree of teacher controt ¢ low control
(&) universalistic & particularistic
{fy product «> process
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2. Conceptualization of pupil action:

(a) licensed child «»> apprentice adult & adult .
(b) individualistic & deterministic vocabulary of motives
(¢) pessimistic ¢> optimistic theory of human nature

3, Conceptualization of knowledge:

{a) distinct curriculum ¢ no distinct curticulum ‘
(b} knowledge objective and universally valid <> knowledge personal and/for tied
(¢) hierarchical structure ¢ no hierarchy

{(dy discipline-bound ¢ general

4, Conceptualization of learning:

(a) collective ¢» individual

(b) reproduction & production

(¢} extrinsic ¢ intrinsic motivation

(d) biological &> cultural learning path

(e) diagnosis ¢ pupil intuition ‘
(fy learning by hearing about &> learning by doing

5. Preferred or predominant techniques:

(a) formal <> informal organisation , )
(b) supervision and intervention <« participation and non-intervention
(c) imperative mode plus positional appeals & personal appeals
(d) class tests &> assessment compared (o past performance «¥ no formal
(e} =asscssment . .
ing +3 no groupin ‘ '
?;3 iiiﬁginé by ageg;ndpabi%ity » random, friendship or pupil-choice grouping

An attempt which includes features from the approaches of both Smith and Hammgrslcy*
1o give a model that might serve to snalyse particular classrooms, schools or systems, 1;?@
of Meighan (1978a), mentioned briefly in Chapter 2. Here an 1§eology of f;lueagan is taken
1o have various component ‘theories’. *Theory” here is used in its colloguial sense of a vi;w
about something rather than in its scientific sense. These components are as follows (the

order is not significant):

A theory of discipiine and order.

A theory of knowledge, its content and structure.
A theory of learning and the learner’s role.
Atheory of teaching and the teacher’s role.

A theory of resources appropriate for Jearning.

. A theory of organization of learning situations.
A theory of assessment that learning has taken place,
A theory of aims, objectives and outcomes.

. A theory of parents and the parent’s role.

. A theory of locations appropriate for learning.

. Atheory of power and its distribution,

- W0 B0 N ON W
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i i jon in fhis list, e.g. a theory of language and ifs
There may be other candidates for inclusion in this list, e.g. 2 ’
usage, and the components given above should not be regarded as exhausting the

possibilities.
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Each of these component theories can be analysed in detail by being broken down into
sub-divisions. The following discussion gives some examples of such sub-divisions.

A Theory of Discipline and Order

People sometimes think that discipline is the simple problem of adults making ahil;ireza
behave 1o instructions. This i only one kind of discipline — the authoritarian. Three kinds
can be identified. They are:

L. Awthoritarion ~ where order is based on rules imposed by adults. Power resides in an
individual or group of leaders.

2. Awonomoys - where order is based on self-discipline and self-imposed rational rules.
Power resides with the individual.

3. Democratic — where order is based on rules agreed after rational discussion Le. based
on evidence, human rights values and the logic of consequences. Power is shared
amongst the people in the sitaation.

There has been a centuries-old debate about which of these three is the best system of
discipline. It is increasingly a sterile debate. The complexities of modem life are such that
all three types of discipline have 2 place to play in the scheme of things. Sometimes we need
to follow instructions or take on leadership roles, thus following the authoritarian approach.
In an aeroplane, debating who should fly the aircraft and the rules of flying is not the
appropriate form of discipline that matches the situation. In a car, drivers needs autonomous
discipline and to make the decisions about driving the car without the confusions of being
overruled by an authoritarian or advised by a committee of back-seat drivers.

In many other situations, ‘several heads are likely to be better than one’ in deciding the
rules to be adopted based on the evidence and the rights of all involved: power-sharing,
although time-consuming, is then likely to lead to better, fairer and accepted decisions with
a cooperative system of order,

It follows that there are three types of ervor as regards discipline. One, the corrent error
of most UK schooling, is to select the authoritarian as the exclusive or predominant
approach. The second, the error of some radical thinkers, is to make the autonomous the One
Right Way. The third error, from another radical tradition, is to make the democratic the
exclusive approach. All these One Right Way approaches fail to match the need for young
people to learn how to be competent in the logistics and practice of all three types of
discipline and to select them appropriately.

A fourth error is to regard all three as of equal status and allocate equal time to them, In
the modern world, the democratic form of discipline is, in the end, the most significant, on
the grounds that Winston Churchill proposed: that democracy is the worst form of
organization — except for all the alternatives. Clive Harber, in his back Democratic Learning
and Learning Democracy, develops the idea that this implies the dual task of both learning
about democracy through effective political education and learning bow to do democracy by
acquiring the necessary behaviour patterns and skills,

The democratic form of discipline has another feature: it can incorporate the others. To
illustrate this point, when Roland Meighan trained teachers using the democratic approach,
where the group planned, administered and evaluated their own programme of fearning, and
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with the services and support of paid tutors acting as learning coaches, the group would
delegate considerable amounts of the preparatory work to be dong autonomously by
individuals, In deciding the best way to learn a particular theme or skill, the group x:muld
often choose to submit to an authoritarian form of learning as appropriate for that particular
task. ‘ ) !

Teachers have proved that the democratic approach is sffective with all ages of children.
Headteacher Bernard Trafford, in his book Sharing Power in Schools: Raiving Standards,
shows how this is working in Wolverhampton Grammar School. John Ingram and Norman
Worrall, in their Tegcher-Child Parmership: The Negotimed Classroom, show how this
works with infant and Junior classes. The sad conclusion is that most schools ,in ti'se,E}K, by
ignoring the democratic form of discipline, are doing their pupils a grave éassm:vzc@. The
result, Chris Shute argues in his Compuisory Schooling Disease, is that the ohs;sswe use of
authoritarian imposed discipline is the cause of many of the social problems it seis out to
‘cure’. Such schools are involved, as they have been since the start of compulsory schooling,
in compulsory mis-edocation.

A Theory of Knowledge: Its Content and Structure

Knowledge may be interpreted as predominantly past-orientated, presentu‘orian‘ta@"d or
future-orientated. Past-orientated approaches will rely heavily on existing subject lelS:lOﬂS.
on the grounds that the knowledge gathered in the past is comprehensive and reliable,
Present-orientated knowledge approaches will stress integration, on the gr‘ounds that current
problems like terrorism, pollution, computer technology and mass mef.ha are both cross-
disciplinary and in need of new knowledge to cope with them. F’Eatute-onantawd knowledge
approaches will stress the rate of change and the rate of production f’f new kmwfedge, and
the consequent need for learners to acquire skills of iearning, relearning an‘d developing and
adjusting to this ‘knowledge explosion’. It follows that a past-orientated view would favour
Latin, and a future-orientated view Esperanto as an attempted international language.

School knowledge may be interpreted as distinet from pupils' everyday knowledge. The
teaching task, consequently, will vary, from replacing the false or inadequate knowledge, to
establishing a dialogue, to grounding learning in the existing knowle;dge of the learners'

Scheol knowledge may be seen as hierarchically structured, in terms of perceived
difficulty and status of subjects, or of equal availability and similar status, or may not be
seen as subjects at all. In the first case, high-status subjects, e.g. mathematics, may be
contrasted with low-status ones, e.g. domestic science, so GCB A level in the latter \:Vlll be
interpreted as equivalent to only a GCSE for the purposes of university emr'ance, This also
illustrates a confrast between the view that knowledge is sex-typed, with some more
appropriate to females and others to males, and the view that all knowledge is equally
suitable for both sexes. ) )

The view of knowledge which holds that only & limited number of sgb;&cts or studies are
appropriate for schools may be contrasted with the view that a wide range should be
included, with few exceptions, and with the view that there s&muk'] be no exceptions. In the
case of foreign languages, the first view might imply that one stipulated foreign language
should be offered, the second view that a range of Western European languages shauid“be
available and the third that any language, including attempts at international languages like
Esperanto, should be available. (Currently, few schools teach Esperanto, and they cannot get
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it estabf,ished as an examination subject. In 1984, however, London University began its ﬁm
course in the language as part of a degree course in linguistics.)

A Theory of Learning and the Learner’s Role

One view of learning is that it is predominantly a collective activity best organized in
groups, another that it is predominantly an individual activity. The contrast between n
conventional university, with students attending lectures and seminars, and the Open
University, with students at home studying from units and broadcasts, shows how the
difference in emphasis leads to different organizational solations.

A view of learning as competitive against others may be contrasted with a view that it is
competitive agatnst criteria of achievement. A further view is that it is a cooperative venturs,

In one view learners learn to avoid disagreeable consequences, like low marks, censure,
non-promotion and punishment; in another view they learn to increase desired personal
competence; and in another, intellectal curiosity is a feature of human conscicusness unless
it is discouraged,
‘ In one view learning is related to ability manifested in the successful performance of the
increasingly complex tasks provided in schools. In an alternative view, learning is related to
the skill with which the learning situation has been devised: you do not kick the piano for
playing the wrong notes, the argument tuns,

Learning is best undertaken by listening; alternatively by seeing; alternatively by doing.

The learners’ role is to receive without question decisions made by the teachers, or to
engage in consuliations and negotiations of the teachers’ initiatives, or to make decisions for
themselves,

The learners’ role is to reproduce what the teacher knows, or to produce a personal
synthesis from the resources available, or to produce new insights and knowledge. Learners
are trainees, or scholars, or explorers.

A Theory of Teaching and the Teacher’s Role

The expertise claimed for the teacher's role can be of various kinds. It can be based on the
knowledge to be acquired where teachers are single subject teachers or multiple subject
class teachers. Alternatively, the claim can be based on methods of achieving learning in
learners, an educational technology or learning systems expertise. A third possibility is that
f}f facilitator and consuitant, where the teacher responds to the initiatives of the learners for
instruction, advice on learning systems, or whatever counselling is appropriate, In this case
the teacher is acting almost i loco parentis.

The teaching role is closely linked to the claim for expertise. Teachers may be
predominantly instructors, learning-systems designers and administrators or learning
counsellors,

Teaching may stress product or process. If the stress is on product, the task is to get
learners to give correct answers, Where the stress is on process, the task is to achieve
thinking, e.g. thinking historically, thinking scientifically or thinking critically, The latter i3
not entirely specifiable ot simple to assess, and requires some notion of *constructive doubt’
rather than the comfort of certainty. ‘
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Teaching may imply coercion, negotiation or control by democratic principles, with
pupils’ responses tending to compliance, bargaining and participant decision-making. The
various forms of authoritsrian teaching, where learners remain dependent on teachers, and
non-authoritarian teaching, where learners either have or eventually gain independence, are
discussed in detail in the next chapter.

A Theory of Resources Appropriate for Learning

Resources may be first-hand, second-hand or third-hand experiences. First-hand
experiences are research studies, simulations or making one’s own text or reading books,
Second-hand experiences are accounts of first-hand experiences given in books, in films or
by visiting spzakers, Third-hand experiences are contained in items like textbooks, which
give summaries of what people other than the writer experienced. Schools differ in the
emphasis they place on these kinds of resources,

Resources may be books, multimedia materials or first-hand experiences. In the first case
the prime resources for learning will be a schooi library, a class library and subject book
storerooms. In the second, the outcome may often be a multimedia school resources centre.
In the third case the whole environment of the learners, both in and out of school, is defined
as the prime resource,

Resources may be available to learners with varying degrees of access. Access may be
very limited, with resources available only through a teacher, or resources, such as domestic
science facilities, may be limited to one sex, o a resources centre may be open to teachers
and sixth formers only. Alternatively, access may be licensed to insiders only: community
schools operate on a different assumption — that both insiders and outsiders may have access
to some resources. Open access {0 Tesources is another possibility.

A Theory of Organization of Learning Situations

The general organization of a school may be seen a3 one individual's responsibility — the
headteacher’s — as a senior staff concern, as a whole staff concern, as the concern of the
whole staff and senior pupils or as the concern of the whole Tearning community, including
service personnel such as caretakers and cleaners.

Grouping of learners may be organized on the basis of age, sex, achievement, some
combination of these or none of these.

Timetables may be decided long before the arrival of the leamners, thus predicting their
activities, or as a result of learners’ options, or negotiated with learners as a first activity of
a new school year.

Teachers may be organized as subject teachers, as class teachers teaching a range of
topics of as 4 team of teachers working with a large group.

Other details of school organization may be expressed in various ways.

Resources
There may o may not be a resources centre, with various kinds of access.
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Records

There may be open record sysiems or secret record systems, with reporting systems of
various kinds.

Rewards and punishments

These may range from individual incentives to team incentives, from physical punistment
10 loss of privileges to restitutionary activities, decided in authoritarian or non-authoritarian
ways.

School uniforms

These may be present, absent or voluntary, with styles imposed or negotiated, and decisions
imposed or arrived at democratically.

House systems

These, or other sub-groupings of a school, may exist for various purpeses, pastoral, sporting,
or social.

Extra-curricular activities
These may range from school choirs, orchestras, plays, clubs and societies (o none at afl, as
in many European countries, where schooling is limited to classroom learning.

A Theory of Assessment that Learning Has Taken Place

Views as to who is best able to assess learning range from the external examiners of an
examination board, to the teachers of the learners, to the tearners themselves,

Notions of what should be assessed vary: the courses, for their efficiency in achieving
learning; the teachers, for their results; and the pupils, for their achievement in learning.

The purposes of assessment may be diagnostic, to direct further learning, or for selection
of some kind.

The method employed may vary from criterion-referencing, performance against known
criteria, to porm-referencing, to produce an agreed proportion of successes and failures,

The assessment may focus on the processes of learning, adapting, revising and thinking,
or on an end product of written right answers.

Assessment may refer to writion performances, non-written performances, institutional
adjustiment or personal character.

The form of assessment may vary, from references to reports, to profiles, to certificates,
to self-report profiles.

A Theory of Alms, Objectives and Outcomes

There is an agenda of aims from which different approaches to education select their
priorities.

The society for which education is thought to be preparing popils can be charactetized in
various ways. It may be seen as a society of rigid inequality where pupils are eventually
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allocated to occupational roles according 1o birth or patronage. Tt may be‘ seen as a stat? of
fluidity, with mobility for a minerity based on some means of compm‘izzcsg and selection,
Other visions of society stress some form of equality. Another alternative proposes a
pluralistic society with conflicts of interest resolved by democratic means. ’I’hwse c:!n:: not
exhaust the possibilities. The aims given most priority vary according to whzfsig vision of
society is being promoted and they will be selected from an agenda that includes the
following. Education should aim at:

»  preparation for living out the prescriptions of a particular religion;

+ preparation for personal autonomy and personal development;

« producing people whe will serve the needs of the economy,

preparation for constructive leisure;

producing people who will be participating citizens in a democracy;

preparation for economic aclivily as a consumer;

developing peopte who will conform o the society as itis;

producing people whe will change society through research and innovation; '
preparing citizens who are capable of adapting to changes that occur in an uncertain
future;

+ producing people who will serve their nation without question;

» preparing people for an increasingly international identity.

L3
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According to which order of priority these are given in a nation, and which are excluded, we
can begin to classify that country as heing predominately fascist, refigious fuzxiameptal_:st.
nationalist, democratic, pluralistic, totalitarian, communist, capitalist or some combination
of these, such as welfare capitalist. There are other possibilities still, such as internationalist.
In the UK, the nationalist-economic and conformist aims appear to be held as paramount
and this rather limited vision can be seen as contributing to the rigidity of the present system.

A Theory of Location

An expensive decision in terms of money to be spent concerns the theory of location
adopted. Learning may be seen as best undertaken in 2 special building, which may bn=T a
school, a college or a university. Alternatively, it may be undertaken in a conmmuty
operating from an organizational base, as in the case of the ‘anywhere’ or ‘ave:rywa?re’ or
sstreet’ schools that have been experimented with in the USA (e.g. the Parkway Praject in
Philadelphia), Or learning may be organized using home as a base, as in the case of tl'p QOpen
University or Education Otherwise families. In another view, the City as School in New
York has defined workplaces as the central focus for high school pupils and a succession of
work experiences makes up the core of the curriculum.

Under a flexible system of education, a wide varicty of locations can be used for learning
and this theme is pursued in the final section of this book.

A Theory of Parents

The role of the parent can be seen in different ways and one of these Wil.l !::s mleqted as the
predominant outlook, In one view, parents are spectators, preferably admiring, for if they are
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not admirers they may become problems (o be dealt with by professionally trained teachers,
Alternatively, they are the customers or clients who should control the activity of potentially
wayward teachers through governing bodies. In another view, they are para-professiona)
aides who can be useful to teachers providing they do what the teachers say. Next they may
be seen as partners with teachers, working to agreed schedules that involve negotiation and
inputs from both parties. In the last view, parents are the primary edocators, who may, or
may not, decide to involve teachers in their educational programme in various ways.

The first role defiition of parents as spectators, whether admirers, interferers, neglecters
or something else, has been predominant since the 1870s, when mass schooling was
established. Since most parents were then assumed to be illiterate with no experience of
schooling, it was thought that education was best Jeft to the professionals. As schooling has
been partially successful the other definitions of the parent’s role have been emerging with
growing but irregular frequency, ofien with strong oppoesition from schools,

A Theory of Power and Its Distribution

Power and order appear in rival forms. In authoritarian systems, power is concentrated in
the hands of one or a small group of people (e.g. a headteacher or a senior management
team) who believe they have the right or have been appointed to impose the decisions they
make upon others.

In non-authoritarian systems, power is dispersed. This has two major forms, autonomous,
where power is devolved to individuals, and democratic, where power is dispersed to
groups. In democratic systems power is shared in some form or other and to some degree or
other, so that decisions are made collectively or have some collective bass or approval.

As regards order or discipline systems, authoritarian order is a matter of imposition,
coercion or manipulation via ‘leadership’ or some other device, such as inheritarnce, s in the
case of 3 monarchy, Democratic order and discipline is a matter of negotiation, agreement
and contracts involving dialogue and discussion. Autonomous order stresses self-regulation
and self-discipline,

CONCLUSION

These are examples of how the theories can be analysed further by proposing sub-divisions,
and do not exhausi the possibilities. Future work no doubt will extend the list. But enongh
has been achieved here, itis claimed, to demonstrate that, although the concept of ideologics
of education is highly ambiguous, it is capable of being used as an analytical tool.

The attempts confined to dichotomies, it has been suggested, have severe limitations:
first, because they select two from a range of possible alternatives (frequently a different
pairing each time); second, because these attempis operate at various concepiugl Jevels,
ranging from national systems to individual schools, without always specifying the level in
question.

Autempts to establish more complex typologies of four or more ideologies of education
have pointed the way to a more systematic attempt based on criteria of comparison.

The atternpt to establish an analytical model based on criteria has centred on the
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establishment of various component theories that make up an ideology of education. These
theories can be looked at in detail by outlining sub-divisions within these theories.

A previous attempt along these lines (Hammersley, 1977a, b) suggested that these sub-
divisions were dichotomous, but the attempt discussed here has demonstrated that
frequently three or more alternatives can be discerned.

SUMMARY

1. Anideclogy of education may be defined as the set of ideas and beliefs held by a group
of people about the formal arrangements for education, particularly schooling.

2. A common approach to describing alternative ideologies has been the dichotomous,
which contrasts two patterns of assamptions.

3. Dichotomous approaches tend to understate the complexity of the activities of teachers
and learners,

4, Attempts 1o locate more than two ideologies get nearer to the complexities of schooling,
but still appear to be selecting from a much wider range of alternatives.

5, Analytical attempts based on criteria allow a wide range of actual and potential patierns
to be identified.

6. The version used here proposes that any given ideology of education can be compared
with others on the basis of a series of component theories about knowledge, learning,
teaching resources, organization, assessment and aims,

7. Although the concept of ideology is ambiguous, it is capable of being used as an
analytical tool to compare various patterns of educational beliefs and practices,

Further Reading

Bennett, N. (1976) Teaching Styles and Pupil Progress. London: Open Books. A complex attempt to
describe ideologies of education.
Freire, B {1972) Pedagogy of the Oppressed. Harmondsworth: Penguin, Uses a dichotomous
roach.
KO:EPH. {1970) The Open Classroom. London: Methuen. Another interesting book which uses a
dichotomons approach, '
Postman, N. and Weingartner, C. (1971) Teaching as a Subversive Activity, Harmondsworth: Penguin,
Also uses a dichotomous approach.

Raynor. J. (1972) The Curriculum in Englond. Milton Keynes: Open University Press. A more
complex attempt.

Taylor, L.C. (1971) Resources for Learning. Harmondsworth: Penguin. A particular component of an
ideology is the focus of the whole book.

Toogood, P, (1984) The Head'’s Tale. Telford: Dialogue Publications. One headteacher’s attempt to
establish a variant ideology of education. _

Watts, J. (1980) Towards an Open School. Harlow: Longman. Another headicacher’s experiences and
reflections.
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Discussion and Activities

1. Take the list of dichotomous approaches given at the start of the chapter and compare as many a5
you can, using the component theories approach.

2. Using the material in Chapter 12, produce an account of a further component — a theory of
language and its usage.

3. Is the components approach, which aims to identify a variety of ideologies of education, ' itself
ideological?

Signposts

Parents
A further component theory of an ideology of education may be that of a theory of parents and the
parents’ role. The materials and reading suggestions of Chapter 4 shouid provide a starting point,

How to democratise a school

In two short and lively books, heads teacher Bernard Trafford describes and analyses the process of

trying to move a school into more democratic behaviour patterns over a five year period:

Trafford, B. (1993) Sharing Power in Schools: Raising Standards. Derby: Education Now

Eraffqrd,;;é(lgw) Participation, Power-sharing and School Improvement, Nottingham: Educational
eretics 58.

Chapter 16

Authoritarian and Non-authoritarian Ideologies of
Education

The golden rule is that there are no golden rules.
George Bernard Shaw

INTRODUCTION

The model proposed in Chapter 15 has component ‘theories’ which make up an ideology of
education. A specific ideology is seen as containing a view, stated or implicit, on most, if not
all, of these theories. However, previous attempts to identify ideologies have given priority
to one or other of these component theories and usually are given a label that indicates this.

The first example we will look at is that of Raymond Williams (1961). In devising his
fourfold typology of Liberal/Conservative, bourgeois, democratic and populist/proletarian,
Williams has implicit theories of knowledge, learning, teaching and the other component
theories given earlier, but locates his classification, both by name and content, in the
component of aims, objectives and outcomes,

By contrast, the attempt by Kohl (1970) to juxtapose open and closed classrooms gives
priority to the components of teaching and the teacher’s role and learning and the learner’s
role. The classification of Bernstein (1967) also uses the terms ‘open’ and ‘closed’, but gives
stress to the components of organization of learning situations and of aims and objectives.

The classification of Barnes and Shemilt (1974) concentrates on the components of
teaching language usage in particular, and the teacher’s role, and develops from this an
explicit account of the components of knowledge, its content and structure.

It follows that one advantage of the proposed model is that it enables the existing atternpts
to be located and compared, and goes some way towards reducing the confusion created by
these rival attempts. Table 16.1 shows the picture that emerges as a first attempt at such a
comparison,

There are attempts that stress a theory of resources. Taylor (1971) juxtaposes learning
based on resources with learning based on formal teaching, and proposes a changed role for
learners in the process. An attempt that gives priority to a theory of assessment is the
proposal for an integrated social sciences advanced level GCE which links a school-based
assessment system, similar to the Swedish system, to a theory of learning through student
decision-making, first-hand experiences and a network theory of knowledge. Both the Open
University and Education Otherwise are examples where priority is given to the home as a
learning location.

Another advantage of the approach based on component theories is that it enables
ideologies of education that appear to be similar to be shown to vary in key details: they may
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Table 16,1 Comparison of component theories

iK TL TT TR TA TO TAO TLL

Wiiliams X
{Liberal/Conservative,
bourgeois.
democratic
populist/proletarian)
Kohl b4 X
{open and closed
classroom)
Bernstein X X
(open and closed
schools)
Bames and Schemit X X
{Transmission and
interpretation)
Postman and ®
Weingartner
{meaning-making,
meaning-receiving)
Lipitt and X X X
Whiiz
{muthoritarian
demaocratic)
Raynor X
(aristocratic,
bourgeois,
democratic,
proletarian)

X = priotity or stress given to this component or components
TK = theory of knowledge, its content and structure

TL  =theory of learning and the learnar’s role

TT  =theory of teaching and the weacher's role

TR =theory of resources appropriate for learning

TA  =iheory of assessment of learning situation

TO = theory of erganization of leaming situation

TAO = theory of aims, objectives and outcomes

TLL = theory of the location of learning

share several component theories in common but vary crucially in one or two others,
Sometimes it is possible to show that ideologies that are said to be contrasting in type are
actually very close, becaunse they have more in common in a range of component theories
than is recognized. An example of this is the Lippitt and White pair of ideologies of
education, authoritarian and democratic. It will be argued that the term democratic is highly
inappropriate, because it turns out to be a variant form of authoritarian.

Aurhoritarian and Non-auwthoritarian Ideclogies of Education 203

AUTHORITARIAN AND DEMOCRATIC IDEOLOGIES OF EDUCATION
Alternative Authoritarian Forms

If ‘authoritarian’ is taken to mean a discipline system with a dependence relationship in
which one person is dominant and another or others dependent, it is possible to suggest
several forms, One is the autocratic form. Here order is imposed through fear, which may
be either physical or psychological. The images related to this form are those of a dictator,
commanding officer or ringmaster. It is this form that is most frequently meant by the term
*authoritarian’ and it is the form predominantly investigated in the Lippitt and White (1958)
experimenis,

Next there is a parental form, Here order is obtained through deference. The related
nnages are those of a father, 3 mother, a priest or a village policeman. The paternal variant
may be seen in many secondary schools, while the maternal variant occurs in many primary
schools.

Third, there is the charismatic form. Here order is obtained through personal magnetism,
public performance skills or emotional persuasion. The related images are those of a leader
with his disciples, entertainer or pied piper.

Fourth, there is the organizational form. Here order is cbtained through detailed
organization, indicating a clear structure, giving full instructions and deciding ends and
means in a systematic way, The related images are those of an architect, production planner
or quantity surveyor,

Fifth, there is the expertise form. Here order is obtained through the possession of
information demonstrated to be useful or believed t¢ be necessary by the non-expert.
Related images are a doctor or a scientist.

Sixth, there is the consultative form. Here order is obtained through the use of feedback
from the learners so that they feel that the teacher has taken account of their ideas and
responses. The related images are those of a market researcher or a diagnostician,

In ali these cases the dependence relationship tends to persist unless the dominant person
decides otherwise, though reactions from the submissive persons can oceur. However, the
degree of dependence appears to vary with each type. With the autocratic it may be 100 per
gent, whereas with the other forms it may often be less than this.

The eoncept of authoritarian order thus breaks down into the types shown in Figure 16.1.
{There are echoes here of the classical analysis by Max Weber of three types of authority —
traditional, charismatic and bureaucratic.)

AUTOCRATIC PARENTAL CHARISMATIC EXPERTISE ORGANIZ- CONSULT-

l ATIONAL ATIVE
Fear Deference Charm Information  Systems design Feedback
Dictator Mother/Father Leader Sage Architect Market
Researcher

Figure 16,1 Authoritarian order.
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AGREED RULES REPRESENTATIVE COMMITTEE FORUM

Judgement - Representation Negotiation Open discussion

Figure 16.2 Democratic order.

‘ The varions forms of suthoritarian order shown in Figure 16.1 can be seen in ¢lassrooms
in a single manifestation, where a leacher relies almost exclusively on one type to establish
and maintain order. They are also seen in combination, where teachers use a variety of forms
according to the situation, their moods or the stage of their relationship with the class (the
*start autocratic and ease up later to become consultative, parenial or charismatic’ principle
frequently advocated in the phrase *start tough and case up later”),

Alternative Democratic Forms

The concept of democratic order suffers from a similar lack of clarification, and again there
is often a failore to distinguish between several types. If *democratic’ is taken to mean that
a discipline system has an independence element in the relationship, with the possibility of
ail the persons in it having some agreed level of participation in decision-making, there are
various possible forms.

One is the agreed rules form. Here order is obtained by appealing to rules agreed at some
previous date, The teacher administers the rules, but these are cpen to appeals or changes.
The related images are those of referee or judge,

Second, there is the representative form. Here the class elects spokestaen, either formally
or by an identification process, and these spokesmen can influence the decisions made.

Third, there is the commirtee form. Here several representatives are elected or nominated
to meet to make decisions, This is often in connection with a particular project, but it has a
potential wider application.

Fourth, there is the forum type. Here all members of a class are involved in open
discussion about decisions.

(In sl these cases the amount of real independence in the relationship can be manipulated
by the teacher, and sometimes eradicated, so that it becomes pseudodemocratic.)

The concept of democratic order thus breaks dows into the forms shown in Figure 16.2,

SHALLOW AND DEEP FORMS OF DEMOCRACY

In shallow forms of democracy only a small amount of power is shared, often under limited
licence which those in power can withdraw at will, and often confined to marginal activities,
As an example, many schools organize schools councils. They are usually allowed limited
time and Hmited scope, and if they try to extend their range of tasks, they are reprimanded
or shut down. Teachers relain a veto and use it whenever it suits them.
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Such shaliow democracy can degenerate to such a sham as to be counter-productive in
teading to cynicism, fatalism and a belief that ‘democracy does not work’. Sham democracy
certainly does not work. On the other hiand, shallow democracy can lead on to a gradual
development into more participation and influence for the learners, as Trafford (1993)
demonstraies.

Deep democracy is not simply about the number and range of items where power is
shared. Tt is also about the levels of decision-making. It is not just being involved in more
items on a longer agenda, but also having the opportunity to decide the agenda itself. In
shallow democracy, children may decide how to redesign and landscape the playground. In
deeper democracy, they may be involved in appointing new teachers, as they are in some
Scandinavian countries, and in redesigning the curriculum.

The terms ‘deep” and ‘shallow’ only indicate a general dimension. Hart (1992) has
developed a *ladder” of eight levels of children’s participation. By leaning his ladder against
a school it is possible to ses how many rungs children have the opportunity to climb in a
particular case. At the lowest rung is ‘manipulation’, where children are making choices in
an activity designed by adults which is not subject to any foedback or modification, At the
top rung is ‘child-designed activity with shared decisions with adults’. Among other rungs
below are ‘adult designed with shared decisions with children’, ‘child designed and
directed’ and ‘consulted and informed’.

Anather approach that indicates levels of democracy in operation in a school is that of
Davies (1994), where she develops a series of performance indicators of democracy
covering such areas as the structure of school management, decision-making arenss,
practice opportunities in democracy and preparation for active citizenship. Most secondary
schools in the UK score nil or little more on these performance indicators, supporting Carl
Rogers (1993) where he points out that schools, for the most part, despise and scorn
democracy:

Students do not participate in choosing the goals, the curriculum, or the manner of working.
These things are chosen for the students. Students have no part in the choice of teaching
personnel, nor any voice in educational policy. Likewise the teachers often have no choice in
choosing their administrative officers . . . All this is in striking contrast &y alt the teaching about
the virtues of democracy, the importance of the “free worlkd,” and the like, The political practices
of the school stand in the most striking contrast to what is taught. While being taught that
freedom and responsibilicy are the glorious features of our democracy, students are experiencing
powerlessness, and as having almost no opportunity to exercise choice or carry responsibility.

MISUSE OF THE TERM ‘DEMOCRATIC’

A summary of the Lippitt and White analysis of authoritarian and democratic regimes is
given in Chapier 6, From this analysis it is clear that Lippitt and White’s ‘democratic’ is a
misnomer. The independence relationship basic to the classification ‘democratic’ is missing,
and the characteristics match none of the democratic forms briefly outlined. It is, however,
close to the notion of parental authoritarian previously described. The conclusion is that, far
from the Lippitt and White regimes being a contrasting pair, they are similar and represent
two variants of the suthoritarian group of regimes: autocracy and parentalism.
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INADEQUACIES IN THE AUTHORITARIAN-DEMOCRATIC CONTINUUM VIEW

The above atlempt to develop the concepts of authoritarian and democratic ideclogios of
education seems inadequate on at least four counts:

L. The placing of each type on a continuum obscures the possibility that each may have its
own continuum that can bridge into democratic forms. Thus the organizational regime
can remain extremely authoritarian, or can operate to transfer learners gradually into
more independent systems of learning. This may be presented diagrammatically as
shown in Figure 16.3,

2. The use of the term ‘democratic’ rather than ‘non-authoritarian’ effectively prevents the
discussion of ideologies of education involving an independence element for
individuals rather than groups of learners. Such individually based independence
systemns of learning have been called by various names, including individualized study
and independent learning. The term uvsed here will be autonomous study, the term
?gzz;;;wd by the Council of Europe Committee for General and Technical Bducation in

3. The analysis is based predominantly on one component feature of ideologies of
education, the theory of teaching and the teacher's role. The other features are not
clearly indicated.

4. The possibility of there being ideologies lying between the authoritarian and democratic
regimes which could operate as bridges in either direction, i.e. towards more or less
independence for leamners, is overlooked, One such possibility is a consultative ideology
of education, where negotiations take place at the initiative of the teacher at first, but
later may become more democratic.

AUTHORITARIAN «— > DEMOCRATIC

Autocratic

e

Parental

{
¥

{litle potential for bridging
into democratic forms}

v

Charismatic

v

Expertise

v

Organizational

[
i

v

Consultative

l_ > {cansic{erabie potentif;i for bridging
into democratic forms)

?‘igure 16.3 The potential of the various forms of authoritarian regime for bridging into democratic
0rms,
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AUTHORITARIAN AND NON-AUTHORITARIAN

One limitation of the term ‘democratic’ has already been suggested: it obsoures the
possibility of other alternatives to authoritarian ideclogies of education. One candidate for
consideration is autonomous study, with its stress on individual learning rather than group
fearning, and this is the sabject of the next chapter,

This suggests that there are at least three groups of ideologies of education: authoritarian,
democratic and autonomous study. There can be overlaps, interactions and combinations
among these, but they can also be identified as having distinct characteristics, "Non-
authoritarian’ aflows for alternatives other than democratic to be considered.

A second advantage of these terms is that they have reference to several of the component
theories of ideologies of education, whereas some terms apply to only one, as was
demonstrated carlier; it is possible to talk of authoritarian teaching, learning, knowledge,
aims, objectives and outcomes, organization, resources and assessment. The term ‘non-
authoritarian’ also applies to these various components. This is not, of course, returning to
simple dichotomies, since these terms categorize groups of ideologies of education, and not
simple aliernatives.

BRIDGING

A consideration of autonomous study raises another issue regarding ideologies of education
which leads to confusion, Autonomous study can be interpreted as:

1. amethod of teaching and learning within an ideology of education, e.g. transmission;
ar

2. anideology of education in ifs own right; or

3. an option available to leamners operating in a democratic ideology of education.

In the first case we have a teacher-based system which uses, as one of a repertoire of
techniques, autonomous study methods, whereas in the second case the notion of
autonomous study dominates the theories of aims, learning, resources, etc. This dual
interpretation raises some practical possibilities of moving gradually from the situation
where autonomous study is one item in the repertoire of one ideology of education to the
situation where it is dominant, in other words the possibility of bridging from one ideology
of education to another, if a teacher so desires. The necessity for developing such bridging
techniques is signalied in a discussion by Goodson (1973) of the failure of one attempt, at
Countesthorpe College, to move from a ‘teachers’ cwrriculum’ approach fo an “integration
and individualization’ approach, Here, it would appear, bridging strategies had not been
clearly thought out, so the enterprise failed. Where bridging is taking place, a hybrid
ideology of education may emerge which has some features of, say, the authoritarian group
and some features of one of the other groups. Bridging and hybrid ideologies of education
appear to be significant for the understanding of the processes of curriculum change.
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CONCLUSION

ms chapter has tried to show how the approach using component theories that make up an
1deology of education can be used to clarify some of the confusions that exist in this field:

1. Existing attempts to describe ideologies of education can be compared to show how
they tend to give priority to one or other of the component theories. The labels used
indicate this: compare ‘bourgeois’, stressing aims, ‘transmission’, stressing teaching
and knowledge, and ‘open’, stressing teaching and/or organization,

2. Auempts at typologies claiming to be contrasting can sometimes be shown to be similar,

e.g. Lippitt and White's authoritarian and democratic turn out to be autocratic

authoritarian and parental authoritarian.

Another alternative can be identified, e.g. the autonomous study group of ideologies.

4. The possibility of developing bridging techniques to allow movement from one
ideology to another emerges.

w

SUMMARY

1. Previous attempts to identify ideologies of education have tended to focus explicitly on
one of the components and contain implicit theories of the other components,

2. One advantage of the component-theories approach is that previous attempts can be
compared to reduce some of the confusion created by their different emphases.

3. Another advantage is that two apparently similar ideologies of education can be shown
to vary in one or two component theories.

4. Authoritarian ideologies of education have a common view of the learner’s relationship
to the teacher: it is one of dependence.

3. Various forms of dependence give rise to different types of authoritarian approaches,
including autocratic, parental, charismatic, organizational, expert and consultative.

6. Democratic ideologies of education have a common view of independence in the
teacher—learner relationship.

7. Various forms and degrees of independence give rise to different types of democratic
approaches, including agreed rules, representative, committee and forum.

8. The component-theories approach allows confusions, like that of the Lippitt and White
misuse of the term ‘democratic’, to be located.

9. The view that authoritarian—democratic is a simple continuum is open to a series of
doubts.

10. The adoption of the term ‘non-authoritarian’ allows for other types of ideology of
education to be discerned, e.g. the individual learning approaches of the autonomous
education group.

11.The notion of bridging from one ideology to another emerges as a possible practical
consequence of the component-theories approach to ideologies of education.

12. The identification of hybrid forms of ideologies of education may further the
understanding of the processes of curriculum change.
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Discussion and Activities

1. Using the component theories approach, analyse the ideclogy of education of a school known to
yOIL.

2. Analyse the ideology of education of The Countesthorpe Experience, by J. Watts (1977) or
Pedagogy of the Oppressed, by P. Freire (1972).

3. Since the term “progressive’ has been used to describe varicus forms of authoritarian and

4. Take Table 16.1, which compares various attempts to locate ideologies of education, and develop
it, e.g. by filling in the implicit theories of each component of the attempts listed.

5. 1Is the Open University an example of a hybrid ideology of education?

Signposts

1. Deschooling

The deschooling writers, writing in 1971, concluded that most children left school after ten years of
schooling with little to show for it. Using a range of metaphors, e.g. prisons, hospitals, museums, the
proposition was that schools made most young people hostile to the idea of education. An analysis of
the ideas of these writers using the component theories approach is an interesting research activity.
References: Freire, P. (1972) Pedagogy of the Oppressed, Harmondsworth: Penguin; Goodman, P.
{1971) Compulsory Miseducation, Harmondsworth: Penguin; Hold, J. (1969) How Children Fail,
Harmondsworth: Penguin (the ideas of John Holt about how children leam to fail in schools, based on
observations of his own teaching); Illich, 1. (1971) Deschooling Society, Harmondsworth: Penguin;
Kozel, J. (1968) Death at an Early Age, Harmondsworth: Penguin; Lister, L. (ed.) (1974) Deschooling,
Cambridge: Cambridge University Press (an attempt to assemble the ideas about deschooling in one
volume); Reimer, E. (1971) School Is Dead, Harmondsworth: Penguin.

2. Management of schools

The notion of organization and management of schools has developed in recent years, particularly on
in-service courses for aspiring headteachers. What ideclogies of education underpin such courses? See
Handy, C. (1984) Taken for Granted? Understanding Schools as Organizations, York: Longman; and
Hughes, M.G., Ribbins, P. and Thomas, H. (eds) (1985} Managing Education, London; Holt, Rinehart
and Winston.

3. Multicultural education

The term multicultural is highly ambiguous and covers a variety of contradictory ideologies of
education. Some sources are Willey, R. (1984) Race, Equality and Schools, London: Methuen; Barton,
L. and Walker, S. (eds) (1983) Race, Class and Fducation, Beckenham: Croom Helm; and
Cherrington, D. {ed.) (1985) ‘Ethnic Minorities in Education’, special edition of Educational Review.
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Chapter 18

Case Studies: Democratic Education

Demacracy is the worst system devised by the wit of man, except for all the others,
Winston Churchill

INTRODUCTION

Most organized education operates under one of the versions of the authoritarian ideology
of education described earlier. This can lead to considerable ironies, ignorance and false
information. Barthclomew {1976) outlines one as he shows how teachers in traiping can be
wrged to operate non-authoritarian approaches in schools by lecturers using authoritarian
methods for this advocacy. In addition, teacher trainers may believe that they are advocating
radical approaches when they are merely describing one variation (e.g. consultative) rather
than another (e.g. autocratic), In schoals, young teachess may then be advised to ‘forget all
that radical nonsense they taught yvou in college’, when it was not the least bit radical in
terms of moving out of the authoritarian grouping of ideologies of education. Holt {1969)
saw this as the myth of the progressive teacher. Progressive education, Holt argued, reafly
meant a benign vartation of authoritariandsm:

They thought, or at least talked axd wrofe as if they thought, that there were good and bad
ways to coerce children {the bad ones mean, harsh, cruel, the good ones gentle, persussive,
subtle, kindly}, and that if tey avoided the bad and stuck to the good they would do no
harm,

CASE STUDIES OF DEMOCRATIC LEARNING

The following four reports are from people who have experienced democratic practices in
education. For Sonia Bonner, her A level sociology coutse left o lasting impression. James
Baldaro, a student on one of these A level courses, is now training to be a teacher, Lesley
Browne encountered democratic learning methods on her initial teacher training course for
her post graduate certificate of education. She subsequently offered her studerts the chance
to experience the same process. Her course had been tutored by Clive Harber and Roland
Meighan.
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THE DEMOCRATIC LEARNING COOPERATIVE - REFLECTIONS OF A
SECONDARY SCHOOL STUDENT

Sonia Bonner reports; ‘Although my memories of sixth form are fading fast, the one thing
still highlighted for me is the sociology democratic learning cooperative (DLC). After
twelve years of “traditional” learning and scaking up the information 1 was fed, it was a
most refreshing change to be given a choice.

‘On starting A level sociology I was pleasantly surprised by the democratic attitude taken
towards our course, At first many of us were unsure about taking on so much responsibility
for our education, what with the extra pressure of just beginning A levels. Also the thought
of putting our learning in the hands of oor classmates, po matker how much we liked them,
was a bit daunting, However, it soon came to light that the idea appealed to our academic
curiosity and after much debate we all agreed to give it our best shot.

‘It tovk 2 great deal of deliberation before the contract was signed by everyone, as we all
thought it too important to rush. Some obvious clauses were infroduced into the contract at
the beginning. For example, we must share work for mutual benefit, which was the whole
backbone of the DLC, Also every lesson should be attended and deadlines should be met
and essays completed. Later, we added into the contract that someone should cheir sach
lesson.

‘Furthermore, the fact that we were taking responsibility as a group was of paramount
importance. This gave us a collective concern for our learning and a strong group bonding.
We agreed to evaluate our progress at the end of every term, so we were all able to express
our thoughts and air any problems. We also understood throughout the contract that cur
teachers were to be used as a resource for the group and wers requested to stand in if anyone
was off ill. With this in the contract evervone felt as if they had some support and were ant
totally alone.

“The teasons wo had clauses like We must be kind, respeciful and competent, not right,
was to temindg everyone of the principles of the cooperative. So the contract helped us to
form an understanding of our rules and contributed significantly 10 the DLC's success.

‘It soon became appareni that everyone was very dedicated, perhaps because it was a
different way of leaming or because it was what we had wanted all along. The bonding of
the group was very strong straight away and the first lessons were full of enthusiasm. I
remember being entertained by guizzes, cartoon drawings, new and topical material,
including current affairs. All of these new stimulants made the whole learning experience
vory enjoyable and, more importantly, effective.

“The success of the cooperative was also shown through its failutes! For example, when
lessons didn’t go according to plan or if the group member who was taking the lesson didn’t
turn up, then the group reacted very differently than before. We became outraged that a
fellow student would let us down like this, However, before experiencing the DLC we
would have all been very happy to have gone home for the afternoon if the teacher had failed
to turn ap. However, for a while when our teacher was il we continued with the lessons,
sticking to the timetable and motivating ourselves,

‘I remember when I prepared my own lesson. 1 took considerable time planning it and
was very proud of the work I had done. It was a wonderful feeling teaching your peers, and
providing them with quality information. 1 took as much time over their lesson a3 [ would
have expecied them 1o do for me.

‘Although we didn’t follow the DLC through to our final exam, the tiine we spent doing
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it was invaluable. It made me take an active part in my education, helped me understand
what a group effort could produce, and how important it is to experiment with teaching
methods and not always to be the receiver.’

EMBARKING ON TEACHER TRAINING - THE VIEWS OF A FORMER
PARTICIPANT IN DEMOCRATIC LEARNING

James Baldero reports on his experiences of democratic learning:

I have never let my schooling interfere with my education.

‘Mark Twain’s quote perhaps best sums up my experiences of education up until the age of
sixteen. There I left secondary schooling relatively successful but ultimately disillusioned
with the institution of the school and its teacher-dominated learning,

‘Upon returning to education a year later I found such fears and prejudices challenged by
my involvement in a democratic learning cooperative during an A level politics course. The
formal creation of the cooperative, its structure and implementation, are discussed
elsewhere. What I hope to offer here are my recollections. Importantly, I aim to look at how
these experiences have helped shape my perceptions and influence my actions throughout
university and beyond, as today I myself move towards a career in education.

‘In 1981 HMI in Teacher Training and the Secondary School (DES) commented that:
“There is scope for more small group work which genuinely involves student participation
and far less reliance upon the set lecture and tutor dominated seminar,” This key notion of
“student participation” was an essential and recurrent theme of our democratic learning
cooperative. As students, we were involved in every aspect of the decision-making process.
I can remember the surprise of all the group members at being given the power to choose
the particular syliabus we were to follow, the actual subjects within the syllabus we were to
cover and, most surprisingly of all, the specific teaching methods the course would involve.
Any understandable apprehension quickly vanished as we were reassured by the language
of the cooperative: negotiation, tolerance, choice, mutual support and of course democracy.
Not just as politics students but as a representative group of sixth formers these key words
appealed to us and to our sense that we deserved a certain level of responsibility.

*Within the group each of us took an active role in the creation of a positive classroom
atmosphere, something my experience had only ever previously defined in negative terms,
As a cooperative we felt that our role in the initial decision-making process was crucial.
Obviously, individuals had little working knowledge of the syllabuses so we recognized at
an early stage the benefit of using the teacher as a resource. More importantly though, the
group highlighted the fact that individual group members, being equal to the teacher, could
also suggest topics and ideas not previously considered.

‘Essentially the group was able to construct its own study programme using the resources
available. Significantly my one outstanding memory of this time is the overwhelming sense
that this was our course. Indeed, after listening back over the interview tapes from 1991, this
proved to be the most commaonly used phrase, Tina’s comments on the initial course choices
underlines this: :
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I think it’s really good, but I think more courses should be like this. Its more our course. We are
teaching each other . . . I'm proud of myself and its given me more confidence.

This last point, that of increased confidence amongst group members, leads me to what I
believe was the key success of the democratic learning cooperative: the development of
transferable skills. Another comment from a group member relates specifically to this:
“Democratic responsibility, as opposed to sitting back and always receiving, means that we
have a chance to use existing skills as well as learning new ones.”

‘It was not until my time in higher education that I began to acknowledge such skills and
trace them back to my democratic learning experience. Perhaps the most obvious of these
transferable skills was seminar work. Seminars were not so overwhelming for me, as I felt,
to some extent, that I had experienced the possibilities and problems of communication and
confidence through the DLC, Moreover, in negotiating course choices and in advising and
supporting other group members we had developed key political skills. These, too, were
useful at university and appear essential to any career in education!

‘Obviously such a radical change in approach to our studies did present some early
problems. These were rarely of a truly negative nature and the established group structure
was successful in offering reassurance and encouragement. To me at the time and still today,
I believe that the creation of this group culture is essential for any school wishing to offer a
positive learning experience away from the long established care and support structures of
the school and sixth form. The cooperative represented a kind of inner circle that quickly
began to tackle the kind of minor problems of confidence and motivation within the group
that are so often the principle worries of sixth form students. As Nicole commented:
“Bveryone did a little bit, we all helped each other. If I hadn’t done my part, other people
would have suffered. I felt responsible for them.”

‘I feel that this point was particularly significant with relevance to the age of the group
members. Being 16-18 we were secking to redefine our pupil-school relationship. A
common complaint throughout sixth forms is “stop treating us like kids!” The DLC offered
us not only a different pupil-teacher relationship, but perhaps more importantly, it rewarded
us with a quintessential responsibility for our own learning, development and destiny.

‘The relative success of the group in external examination results, despite seeming to
mean “everything” at the time, is actually secondary. The real success of the democratic
learning cooperative lies in how it instilled key notions of cooperation, mutual support and
tolerance in a group of 16-18 year olds. These are skills which reach far beyond the short-
term goals of A level examinations and university graduation. Coupled with the confidence
developed through the DLC’s reliance on continued public speech, teaching and discussion
with others, I believe our experiences equipped us with essential transferable skills. In my
own case it was an experience which has ironically helped to change and shape my own
perceptions and expectations of teaching as I embark on a career in education.’

DEMOCRATIC PRACTICE IN A SECONDARY SCHOOL
Lesley Browne reports on her experiences Vof democratic learning:

‘Democratic approaches to learning are a rarity in the British education system, However,
in 1985 I was given the opportunity to participate in a democratic learning environment on
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a teacher training course run by Roland Meighan and Clive Harber. This experience
provided the most positive and satisfying sducational expetience I have ever encoantered, 1
found the process so worthwhile that for the last five years advanced level sociology and
politics students at the school where I teach have similarly been given the opportunity to
choose how they learn,

"The courses begin with an initial discussion and presentation which looks at different
methods of learning. The choices include the conventional teacher-directed course, a
teacher-based consultative model, a democratic leaming cooperative and an individualized
course of the Open University type. The teacher also suggests that a mixure of these options
is possible to allow for some individua! preferences.

“The aim of setting up a democratic learning environment iz to enable young people to
take responsibility for their own learning. This means that they decide their own agenda,
then they work individually or in smail groups preparing lessons, making visits, planning
and leading presentations, organizing visiting speakers and so on. Other aims ate (o increase
students’ seli-reliance, to increase confidence, to develop skills of articulation and
investigation, and to remove the myth that the teacher is expert in all things.

“The initial discussion is an exercise in the important gkill of group decision-making.
After much debate the 1989/91 A level group — and more recently the 1992/4 group ~
decided on the democratic model of learning. Whenever this choice is made, it is important
to create a classroom atmosphere that promotes the values of tolerance, fairness and
apenness to change. These encourage student contributions and participation.

‘At the pre-democratic stage the students are given a specimen democratic learning
contract. This consists of a written contract which lays down the ground rules for the
cooperative. The original contract presented to the students was one devised by Harber and
Meighan for the PGCE course in social and political education at the University of
Birmingham.

*The process of devising a contract can be a long and at times painful ene. The students
then go on to choose a syllabus that they wish to follow and the areas they wish to be
responsible for, All students take part in a number of presentations which use the full range
of teaching and leaming styles. In fact the range is far greater than the teacher would
normally use. The final session of each term includes a review of the course.

‘Possibly one of the most important practices in democratic leamning environmenis is that
of dialogue between students and teachers, questioning and discussing together how they
might improve their practice. If democracy in the clasgroom is about anything, it is the free
exchange of ideas. Without this open continuous debate, power-sharing is pointless.’

Some of the comments of students on Lesley Browne's eourses were as follows:

Because people know that they have the responsibility of taking lessons they are fikely to put a
lot of effort into their presentations.

The democratic way of learning has been very interesting and enjoyahle. It has proved that
learning can be fun and interesting,

1 think having to do the research for the fessons onrselves is a good way to leamn the topic; it
improves our resesrch skills and you have to understand it betier so you can explain it to others.

Pupils contribute roore in discussions se grow in confidence when talking in groups, Skills such
as these may not be used so much if another form of leaming was used,
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T used 1o see you as the ‘expert’, because of your knowledge of the subject, but now I see you
as more of & resource directing us 1o places.

1 makes you think more, doesn’t it, it makes you feel a bit more responsible.
It was refreshing to be able to chaose the syllabus and topics that interested you,

I have not oniy leamt a lot but experienced much. 1 fecl motivated to work and get involved
because it is our course.

Hy setting up a democratic leaming environment, power was shared by all members of the
group.

TEACHER EDUCATION AND BREAKING THE CYCLE

A key feature of democracy is the principle that those who are affected by a docision have
the right to take part in the decision-making. This is expressed in slogans such as *Neo
taxation without representation!” If we apply this to schools, we get, “No learning and
therefore no curriculum without the learners having a say in the decision-making.’

In the usual approach to schooling, however, there is a chronic fear of trusting students
and sharing power with them. In the everyday life of schools, we find a fear of opting for
the discipline of democracy. Instead teachers resort to an exclusive diet of hierarchical order
and authoritarian discipline, Indeed, Carl Rogers in Freedom to Learn for the Eighties noted
that democracy and its values are actually scored and despised:

Students do not participate in choosing the goals, the curriculum, or the manner of working.
These things are chosen for the students. Students have no part in the choice of teaching
personnel, nor any voice in educational policy, Likewise the teachers often have no choice in
choosing their administrative officers . . . All this is in striking contrast te alf the teaching about
the virtues of democracy, the importance of the “free world,” and the like. The poligeal practices
of the school stand in the most striking contrast to what is tanght. While being taught that
freedom and responsibility are the glorious features of our democracy, students are experiencing
powerlessness, and as having almost no opporiunity to exercise choice or carry responsibilicy.

THREE KINDS OF DISCIPLINE

As noted earlier, people sometimes think that discipline is the simple problem of adults
making children follow instructions. This is only one kind of discipline - the authoritarian.
But, as we saw, there are three kinds:

1. Authoritarian — where order is based on rules imposed by adults. Power resides in an
individual or group of leaders.

2. Automomous — where order is based on self-discipline and self-imposed rules. Power
resides with the individual.

3. Democratic — where order is based on rules agreed after discussion based on evidence,
human rights values and the logic of consequences. Power is shared among the people
in the situation. :
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There has been a centuries-old debate about which of these three is the best system of
discipline, It is now a sterile debate. The complexities of modern life are such that alf three
types of discipline have a place to play in the scheme of things. This point is developed in
the final section of this book, on educational alternatives, with reference to the concepts of
flexischooling and flexi-education and their capacity to incorporate all three types of
discipline. .

Any *One Right Way' approach fails to match the need for young people to learn bow to
be competent in the logistics and practice of all three types of discipline, and to select them
appropriately. This is one argument for the mclusion of democratic practice in mainstream
education. ' '

Teacher education has been part of a cycle whereby authoritarian classrooms pass
students on to authoritarian teacher courses, which produce authoritarian teachers who go
back into schools, to sustain and perpetuate authoritarian classrooms, round and round in a
closed circle. Breaking out of this cycle is not easy, even when it is seen as desirable. But if
it is not broken at the learner—teacher point, teachers go into their careers with ne vision of
alternatives and no experience of democratic learning. It is usually more difficult to change
later.

So, what happened when we tried a democratic approach on a teacher education course?
After a short settling-in period, when the students had introduced each other to the group,
the news was broken by the tutors, Clive Harber and Roland Meighan, that although there
was a planned course ready in the familiar authoritarian expert style, there were other
options open to the group. They could consider operating as a democratic learning
cooperative which would devise and plan its own programme of studies using the tutor as
resource if and when deemed appropriate. A specimen contract was available for discussion
purposes if this option required any elaboration,

Specimen Growp Learning Contract
We agres to accept responsibility for our course as a gronp,
We agree to take an active part in the leaming of the group.
We agree to be critical, constructively, of our own and other people’s ideas,
We agree (o plan our own programme of studies, implement it using the group members and
appointed teachers as resources, and review the onicomes in order that we may learn from any

limitations we identify.

We agree 1o the kesping of a group logbook of work completed, planning decisions, session
papers and any other appropriate documents,

We agree 1o share the duties of being in the chair, being meeting sccretary, session organizers
and contributors,

We agree to review this contract from time to time.

The course thus began as a consultation about the approach to be adopted for the course
itself. There was, in fact, another option made available to the group and that was of a
mixtare of approaches, ¢.g. adopting one approach for one term and another for another
term, or some members choosing an individualized course if the majorily wanted either a
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lecturer-taught course or a leaming cooperative,

There is a need to clarify what ‘a course’ actually meant. In one case it referred to the
‘methods of teaching’ module of the post graduate certificate of education year, taking up
about one third of the total time. During the period 1976 to 1990, considerable experience
of this approach was accumulated as thirteen courses approached their learning in the
democratic mode. One course decided to begin with the authoritarian mode and change to
the democratic when they felt appropriate. This took about four weeks. This particular
course was evaluated by an independent observer and an account published (Fielding et al.,
19793,

In two cases, part of the course was run democratically, in one case one day a week, in
another, the summer term. The majority of members of these two groups expressed regret in
the end of course evaluations that they had not chosen to do the whole of their course as a
learning cooperative,

The tutors had to adjust to a different theory of teaching and so did most of the students.
All were agreed, however, that the effort was well worth while. The new habits were a great
improvement on the old ones.

RATIONALE FOR A DEMOCRATIC APPROACH

If teaching in secondary schools in the UK is seen primarily as a decision-making activity,
one appropriate way of learning to teach may be simulating the process on the training
course itself by selecting the aims, content, methods and evaluation methods for their own
group, In effect, teachers in training can experiment on themselves, practising many of the
skills they will need for the rest of their careers, in contrast to the authoritarian approach of
listening to someone else tell them how to make appropriate decisions. Since cutrently a
ceniral activity in secondary schools is formal instruction, students will practise this activity
by taking the role of instructor to their fellow strdents.

In most teacher training there is a marked contrast between the essentially passive role
assigned to students at the training institution and the active role on teaching practice. The
adoption of a demoeratic approach weakens this dichotomy since the students become active
in both situations.

THE QUTCOMES -~ FROM THE LEARNERS' VIEWPOINT

No student involved in the thirtzen courses wrote an evaluation regretting the debate over
the methods they should adopt for the learning, and none of those who opted for a
democratic mode has evaluated the experience negatively. No course chose the
individualized option, and one student explains the rejection of this approach

We decided upon the democratic working cooperative for the following reasons. To begin with
we felt that individual work was too isolated, We all felt that the work we had been engaged
upon for our first degree courses had been too competitive and too isolated. Therefore, we all
agreed that something else had to be attempted for our year within the faculty, Al the beginning
the course tutor was to be absent from our meetings and later ailowed into the group as our
confidence grew.
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One course resulted in the consultative mode being adopted as a compromise:

i i thod of learning, i.e. a
Members of the group decided to choose Option 2 as the most useful method i
course which begins with tutor direction and then gradually handed over decision making to the
group. This was essentially a compromise between individua]_s who w.lshed for a cpnvenuonal
tutor-directed course and those who wanted to try 2 Democratic Learning Cooperative.

The written evaluations produced by the various group members contained a number of
regular themes. One was that of confidence:

Democratic responsibility, as opposed to sitting back and always receiving, meant that students
had to use the skills they already had, as well as Iearpin_g new ones. Such a situation was a good
one in which to develop confidence in one’s own thinking.

Most students had something to say about motivation, and always in favourable terms:

I felt great responsibility for the course and this involvement meant aiways tak.ing a mentally
active part. I felt no resentment against somebody trying to impose work or a situation on me.
Thus motivation was high.

Personally for me the course was very stimulating theoretically and practically. I not o_nly learnt
a lot but experienced much. I felt motivated to work and get involved becanse I felt it was our
course.

There was intellectual enjoyment. Intellectual exploration became an exciting and satisfying end
in its own right, rather than a means to a boring and worthless end (e.g. c)gams,lassessment'
achieving the teacher's aims, etc.). Ultimately the 'only end was personal sa}QSfacuon, thus‘the
only pressure was personal. Personal pressure stimulated, and made exciting, my learning.
Outside pressure always deadened and styled it.

Several students noted that the discussion techniques of the group members were utilized
to the full and developed in the process:

The discussions were conducted on a relaxed and friendly basis and were therefore enjoyed by
most students. Most students felt able to contribute their ideas and opinions to some or all qf the
topics discussed. Personally I have found this aspect of the course very beneficial because it has
facilitated the exchange of ideas and information between group members and the exploration
of many different aspects of key issues.

One of the conventional objections to democratic learning is that the con.tent may be
deficient if the ‘experts’ let go of the selection of the ‘best’ content for the task in hand. The
students did not support this interpretation:

i i i inevi i ind), was of a
With all students choosing the range of subjects the content, inevitably (in my mind),

greater range and more relevance than if the ‘teacher’ had done all the choosing, A group of
students, especially from different specialist backgrounds, were able to provide more resources

than one teacher could.

The standard of papers given was generally very high — probably much higher than if the work
had been set by the tutor.

A wide variety of topics relating both to the practical and philosophical aspects of social science
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teaching have been covered by the course. In addition the content of the course has reflected the
interests of the students because of their role in choosing the topics to be discussed.

The democratic nature of the course meant that decision-making was practised and that
responsibility was shared. The students found this a favourable feature of the course.

Responsibility and authority was dispersed among all members of the group, meaning that the
assumption of these was voluntary, rather than them being concentrated into one person’s
(teacher) job. The taking of responsibility on a voluntary basis did not present any problems as
all members of the group were happy to take it.

A system whereby ‘rules’ were made, but made by ourselves as we went along, meant that the
group had security and direction, but also adaptability and flexibility.

One was encouraged to recognize the value of other students as a resource.

The content of the course would be decided by the group. Essentially this meant that the group
decided its priorities — what the particular members of the group felt would be most useful to
them as future teachers. It allowed members of the group to follow up personal interests and also
allowed the group to draw upon the expertise that did exist within the group.

A regular theme that occurred in the student evaluation was that of the bridging of theory
and practice, Since a dichotomy is frequently reported between those two, it is interesting to
see what the learners in a democratic situation had to say about this matter:

With regard to the ‘methods’ course, any gaps between theory and practice were, I think, well
bridged. The peculiar nature of the course, with its options (including the more radical
democratic learning cooperative), offered and put into practice, meant that we did not just talk
about alternative ways of teaching and learning but to a certain, albeit perhaps limited, extent,
experienced and experimented with alternative methods,

There was also comment on a related tension between the problems of preparing for
survival in schools as they were, while considering any vision as to improvements on the
status quo or alternatives to the current orthodoxy:

The course, in practice, therefore, seemed to me to cope nicely with the idealism of educational
change and the practicalities and constraints involved in operationalizing such changes. In this
way the course provided a realistic ‘vision’ for changed procedures in teaching while not
ignoring the problems of practice, or survival, which face all teachers.

The experience of a democratic learning cooperative is valuable in itself for intending teachers
since it presents them with an alternative method of learning and teaching for future use with
their own pupils. Unless this is actually experienced by students, it is unlikely that this important
innovation will reach schools in any significant degree.

One of the roles of teacher training should be to investigate and experiment with alternative
methods of teaching and learning, in a practical way, and to provide working models of the
alternative methods,

The cooperative outlook to learning basic to the democratic approach extended in
infleence beyond the methods course in the university to the teaching-practice situation:
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During.the major teaching practice and in other instances the cooperative tended to be very
supportive and relationships proved to be advantageous, especially during the ten long weeks of
teaching practice in the spring term.

The enthusiasm of the students for their democratic learning cooperative did not prevent
them from 1fienufy1ng problems, and one student commented on a difficulty, not exclusive
to democratic approaches of course, regarding lateness: ‘

one obvious ‘problem’ in the group was never really brought out into the open and tackled: the
‘problem’ being that of lateness. Presumably no one member was willing to take the
authoritarian role of instigating a discussion on the subject, Lateness did not impair the content
of our sessions — we simply finished later. But such a casual approach can cause personal
organization problems for some. The point of lateness is really insignificant, but the principle is
important. No one, within the group situation, had a role which legitimated instigation of
questioning group behaviour. [ don’t think this ever caused us any important problems, but with
different personalities and circumstances a dilemma could be produced.

Most of the evaluations concluded with an overall verdict on the course;

The group enjoyed t.he methods course very much. It was extremely beneficial both
academically and practically. Highlights and reservations along with possible improvements and
alterations were suggested, and a general report on the course was made which had the consent
of the whole group.

I'hope other groups will leam from our experiences and enjoy their year as much as I believe
our course has,

Qur course certainly could not be taken as a blueprint for democratic learning. It was unique,
ll‘ke every learning situation should be, based on the idea that every group of students is
different. However, within our own terms and circumstances, I consider the system to have been
a success and one which could be adapted, with great benefits to many situations.

The .coo;':erative spent many hours in discussion and formulated opinions and views (often
varying) in relation to our timetable of work. All the group members felt without any reservation
whatsoever that the co-op was a new working experience which was stimulating, enjoyable and
very worthwhile. We all gained an enormous amount from it, academically and in relation to the
new relationships we formed, Everyone in the working cooperative agreed that it was an

invaluable, exciting experience and one which we would advise any PGCE students to take part
1n regardless of discipline.

THE GUTCOMES — FROM THE TUTORS’ VIEWPOINT

The tutor involved in the first attempts and the second tutor involved later kept personal
notes week by week on the democratic learning cooperatives. Some of the themes that are
selected from these notes as significant are as follows.

A potential conflict was seen in the transfer from the democratic course to the
authoritarian schools in which teaching practice took place. The tutors were surprised at the
pay-off from the course, which seemed to more than offset any expected responses of
alienation and rejection. The students approached the teaching practice with considerable
confidence, and this was remarked upon by the teachers in the school, Since the students

Case Studies: Democratic Education 235

were used to making decisions about what to learn and how, assembling appropriate
materials and using them, they appeared to transfer these behaviours to school scheme and
lesson preparation without any nervousness. They were also used to working cooperatively
and so fitted into team situations with teachers with relative ease. Tutors’ visits held little
fear for them, since they were already used to the tutor’s presence at their ‘performances’ at
the university. None attempted to implement learning cooperatives, with the exception of
one attempt at sixth-form level, which was reportedly successful, but all approached pupils
in either the ‘nice strict’ mode or the consultative mode, and relationships with classes were
remarkably smooth from the outset in most cases.

The tutors had to adjust to a different theory of teaching since they had been educated in
authoritarian styles. They had to learn to listen much more, learn to resist the previous habit
of dominating the decision-making and discussions, and to cope with anxiety when their
expertise was seen to be less significant than they had previously supposed. There was irony
in feeling anxious at having helped students to manage competently on their own when this
is exactly what they will need to do for the rest of their professional careers. The facilitative
role was demanding, since making contacts, identifying resources and solving operational
problems on the spot or at short notice were different experiences from the authoritarian
approach (where, having made the decisions as to content in advance, a tutor was in a
position to produce handouts and identify resources some time beforehand). The tutors also
had to cope with their ideas and suggestions being either rejected or scrutinized closely, with
justification requested.

There were tensions with the other courses that the students were required to attend as
part of their PGCE year. The confidence of members of the learning cooperative in
challenging other tutors in formal lectures was not always welcome, and other students did
not always find their enthusiasm and commitment appealing. On one occasion there was a
joint session with another methods group to work with a visiting speaker. When she phoned
to say she was unable to come due to a school crisis, the learning cooperative immediately
set about organizing a substitute programme for the morning for themselves. The other
student teacher group declined to take part or devise something similar for themselves, and
went away to take the momning off with some parting remarks about the others being far too
keen,

Any anxieties the tutors had about the quality of student input or the ‘covering of key
topics’ proved groundless. The students exceeded what the tutors had planned and added
ideas that had not been included, so that the tutors were learning new material in some of
the sessions,

The tutors were curious as to how the students would cope with applications for posts and
interviews. Potential teachers of social and political studies sometimes have to cope with
hysteria about their subject — not unlike that biology teachers used to face in Bible-belt
communities because of their identification with evolution theory — but, in addition, this
group had a democratic experience that had appeared to increase confidence, commitment
and awareness of alternatives in approaches to education. It seemed a potentially explosive
combination. However, the pay-off from the course appeared to be positive rather than
negative. The approach of the students seemed to appeal to many interviewers. Some
headteachers respended to the effect that ‘this is a whole new generation of teachers,
articulate, enthusiastic, industrious and challenging’. Perhaps the tutors should have known
better because when they had organized teach-ins with in-service courses using the members
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of the democratic learning cooperative as a resource, the response of the experienced
teachers had frequently been similarly enthusiastic.

CONCLUSION

If democratic ideologies of education have in common a view of independence in the
teacher—learner relationship, the outcome is a type of power sharing and an exercise in
freedom in the sense that Wright Mills {1959) expounded:

Freedom is, first of all, the chance to formulate the available choices, to argue over them and
then the opportunity to choose. That is why freedom cannot exist without an enlarged role of
human reason in human affairs.

The democratic learning cooperatives appear to exemplify this principle and also allow a
bridging back into the authoritarian situations of schools with positive effects, so that the
student teachers appeared to be well prepared to cope well with schools as they are, but
having experiences and visions of possible alternatives and possible modifications to the
status quo should the situation allow or require them.
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Discussion and Activities

1. How do leadership styles vary with each ideology of education? Consider how appropriate this
quotation is for democratic education: *Of a good leader, when his task is finished, his goal
achieved, they say, “We did this ourselves”,” Lao-tse ¢.600 BC (with apologies for the sexist
ianguage!).
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2. InRussell’s ‘control in the spirit of freedom’ concept, authoritarian forms of education can be seen
as possibly necessary and certainly temporary expedients. When and how can moves to non-
authoritarian forms take place?

3. Without assertiveness (raining, will females be disadvantaged by democratic forms of education?

Signposts

1. Relationship between interactionist sociology and non-authoritarian ideologies of education

Central concepts of interactionist sociology include bargaining, negotiation, reality construction,
mandates, self-concepts and reconstruction of self, and layers of meaning. This raises the question of
whether there is a necessary link between this kind of sociclogy and non-authoritarian ideas. The
references listed under Further Reading above may provide some starting points, See also Chapter 20.

2. Forms of democratic education

The degree and kind of power sharing may mark off different forms of democratic education. In
teacher education, syndicate approaches may be another form where the learners make a wide range
of decisions within the confines of a set syllabus. See Collier, G. (1983} The Management of Peer
Group Learning, London: Society for Research into Higher Education,

3. Children’s rights

The most radical analysis of children’s rights appears in Holt, J. (1975} Escape from Childhood,
Harmondsworth: Penguin. A recent account appears in Franklin, B. (1995) The Handbook of
Children’s Rights, London: Routledge. See chapter 2

4. Early childhood education and democratic practice

The idea that young children do not have the skills and experience to be democratic is refuted by
studies such as: Paley, V.G. (1992) You Can't Say You Can't Play, Cambridge, MA: Harvard University
Press.

5. Investigate the following themes

(a) Schools councils, Children can only learn about democracy if they take patt in it. Read the chapter
‘Little citizens’ by John Siraj-Blatchford from the book Educating the Whole Child, edited by Iram
and John Siraj-Blatchford, Buckingham: Open University Press.

(b} Cooperative learning. There is an assumption by some educationalists that working together is a
natural way of learning. However, cooperative learning is a skill which has to be practised before it is
perfected. Read Galton and Williamson's (1992) Groupwork in the Primary Classroom, London:
Routledge.

(c) Circle time. Peter Lang has written about the importance of personal and social education (PSE)
for children as part of a holistic programme. It is also a key cross-curricular area as defined by the
Schools Curticulum and Assessment Authority. Look at the curriculum guidance on the various cross-
curricular themes, e.g. PSE, environmental education, economic and enterprise education, health
education and education for citizenship. How do these relate to the Core and Foundation subjects of
the National Curriculum and how relevant is it to have these themes in schools? Even the youngest
children can work on each of these areas: see Educating the Whole Child, edited by Iram and John
Siraj-Blatchford, Buckingham: Open University Press; in particular the chapter by Peter Lang on
circle time.
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Chapter 19

Social Systems, Structures and Functions

INTRODUCTION

Sociologists study a wide variety of questions about human conduct. However, a basic
theme which underlies many of these questions is a puzzle very similar to what bas become
known as the Hobbesian ‘problem of order’. Why is it, asks Hobbes (1651}, that when
individuals come together in societies there is not a constant ‘war of everyone against
everyone’, with each individual person fighting for his or her own survival or self-interest
using whatever means are available? Why, he wonders, is social order necessary and how is
it achieved? If the processes by which social life proceeds in an orderly and coherent fashion
are to be identified and explained, we must first explore the basis upon which these
processes rest, the mechanism which enables or restricts collective human behavioar,

Berger (1966) likens social life to the workings of a puppet theatre. Is it accurate, he
asks, to see people as puppets, manipulated by some force from above s0 that some order is
imposed upon the social drama? Accepting for the moment the basic idea of this analogy,
i.e, that it might be useful to identify those factors which work upon individuals to render
their behaviour orderly, we still need to ask questions about the nature of the social
puppeteer. What is this power or force? It is no accident that early attemnpts to handle this
question were, in the main, concerned with identifying those features of social life which
provide for stability, cobesion and integration, i.e. the social system. Although in the period
when sociology first emergad as a distinctive form of study many of the individoal's actions
seemned to be a consequence of personal or local interests being pursued, for *society’ itself
to exist as a framework in which the conditions for the individual's existence are made
possible, it was thought that the crucial feature of social organization was the system by
which individual social members were refated to the social whole.

Nevertheless, it is important to appreciate that the emergence of sociology as a
discipline in the nineteenth century took place during an era of considerable historical and
cultural upheaval, First, the Industrial Revolution, the increase in urbanization, the political
revolutions in Europe and the relative decline in the power of the church meant that
previously held notions of society and social order ceased to provide a meaningful
explanation of the situation in which individuals found themselves; the right of certain
groups 1o rule and the basis upon which one individual was related to anpther could no
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]onger _be justified in terms of traditionally held concepts like divine ordinance or ‘natural’
social Justic_e. Second, the publication in 1859 of Darwin's The Origin of Species and the
fut:fseqluent impact that evolutionary theory had upon thought created a kind of reverence for

sc1ent.lﬁc’ methods of study and, more importantly, put the whole question of social order
baf:k mto the melting-pot. In effect, Darwin's work provided an academically and
phllosfhphlcally respectable base upon which misgivings about previously cherished notions
of sqc1al organization could be consolidated, The ‘social order” of any given society became
not?ung more than a particular organizational form created by people for the governing of
their affairs as part of their collective struggle to survive the natural environment. Given

these upheavals, it should come as no surpri j
S, urprise that the major concerns of sociologis
present at the birth of the discipline were with: Bl

1. explaining the socially devised structures which allow individuals to act as relatively

independent beings, yet also provide a s i
s ystem which prevents comple
confusion; ’ plete anachy and

2. adop.tir}g a ‘scientific’ approach to the formulation of such explanations;
prowdmg‘knowledge which would allow people to understand and direct the social
forces which seemed to be something more than the power of any single individual,

w

DURKHEIM AND THE SOCIAL ORDER

In the work of one of the ‘founding fathers’ of sociology, Emile Durkheim (1858-1917), we
find a very clear statement of what this social force, this power behind the ‘S(;cial
puppeltecr’, was taken to be. Central to Durkheim’s socioclogy is the notion of the primacy
of society over the individual, If there were no agency to regulate and direct the activities of
peoPle then human association would be impossible, social life would become chaotic and
society would disintegrate. Durkheim is, therefore, in absolute opposition to the ideas of
utilitarian theory, which stress that social order is achieved through unrestricted competition
?hrough each person pursuing his or her own best interest, which will often conflict with the:
interests of others. For Durkheim this agency is the moral order, the central value system
;t:ct};;jt:.ough c&‘eatedd?y people, has an independent and external existence and acts as a
straining and conditioning forc indivi is view i
e ning and condldonis i o tl:=,at|:1p0n individual people. His view is perhaps best

Society commmands us because it is exterior a i i
. ] nd superior to us, the moral distance between it
us makes it an authority before which our wills defer. nd

People act as they do in compliance with the demands of the society in which they live,
and t!lC‘SC demands are enshrined within the moral code. But what is this moral code and
how is it to be recognized? It is, Durkheim (1968) explains:

the tf)taIity of beliefs and sentiments common to average citizens of the same society [and this
totality] forms a determinate system which has its own life; one may call it the collective or
commeon conscience . . . it is, by definition, diffuse in every reach of society. Nevertheless, it has
speglfic characteristics which make it a distinct reality. It is, in effect, independent of the
particufar conditions in which individuals are placed; they pass on and it remains.
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It follows that any other social agency or institution, such as the political system, the
economic system or the education system:

1. is shaped by the basic principles of the common moral order;
. functions so as to ensure that these principles are put into practice and obeyed;
3. allows for behaviour which does not conform to these principles to be defined,
explained and controlled.

Durkheim did not ignore the fact that in a complex society such ideals would not be
achieved easily. An important element in such societies is that individuals increasingly take
on specialized roles and activities to enable and help the society to develop; although these
individuals are, therefore, mutually interdependent, a common value system is necessary,
both to relate different individuals and their work to each other and to provide continuity
between successive generations, From Durkheim’s model for sociological analysis, then,
three key words emerge: system, structure and function. The social system is the totality of
organizations which emerge to satisfy the needs carried in the central value system of a
society. The structure of this system is similarly defined by these values. Any particular
institution in the structure functions to provide a link with other elements and, more
importantly, to ensure that the principles of the value system are realized in everyday life.
So, institutions like the political, economic and education systems provide a basis for
determining what is and what is not acceptable social conduct, and the means by which
individuals are introduced to and taught the common values of the society. The relevance of
this Durkheimian perspective is, perhaps, more clearly seen if one applies it to a particular
instance. What, for example, would an analysis of the education system based on this
perspective look like? Very basically, it would always begin by examining the relationship
between the structure of society and the function of education as a sub-system of the society.
Like any other social organization, the system of education can be analysed primarily in
terms of the functions it serves, notably its function in providing for the maintenance,
legitimation, transmission and internalization of the ‘collective conscience’ (the moral

order). In Durkheim’s own words:

Society can survive only if there exists among its members a sofficient degree of homogeneity;
education perpetuates and reinforces this homogeneity by fixing in the child, from the
beginning, the essential similarities that collective life demands.

Durkheim, 1956

The consequence of viewing education in this way is that any question about the
organization and process of education is always to be framed in terms of the system’s
function, i.e. in terms of education’s role in providing for the adequate socialization of the
individual. This view has massive implications. First, in broad terms, education must be
seen as a conservative or an integrating force. As Gouldner (1971} notes:

Durkheim . . . regarded moral values as pattern-maintaining forces . . . their significance was
primarily social; they contribute to the solidarity of society and to the integration of individuals
into society.

If the education system functions to transmit these values, it too must work towards
solidarity and integration rather than towards differentiation and managed pluralism.
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Second, and more specifically, let us consider briefly how the view influences
interpretations of three key areas of schooling. For example, we can ask how the perspective
conditions guestions like:

What should be taught in schools? (The curriculum.)

What are the responsibilities of teachers? (The role of the teacher.)
What is the pupil’s ‘purpese’ in school? (The role of the pupil,)
How should teachers and pupils relate? (Interpersonal relations.)

el

Of course, these are only a selection from a wider range of issues concerning education
which might be explored in terms of the Durkheimian perspective.

A DURKHEIMIAN VIEW OF SCHOQLING
The Curriculum

If education is to be successful in fulfilling its transmission and socialization functions then
choice of curriculum content in schools is strictly limited. Specific ideas, concepts, topics or
segments of knowledge included in the curriculum will, of course, vary from society to
society and from era to era. What is important is that an item can only justifiably find its
way into the school curriculum if it is part of the common collective culture. The specific
nature of the contents of the curriculum is largely irrelevant, as long as the curriculum is
designed to conform to the ideals of the following statement:

The man who education should realize in us is not the man such as nature has made him, but as

society wishes him to be . . . It is society that draws for us the portrait of the kind of man we

should be, and in this portrait all the pecuiiarities of its organization come to be reflected.
Durkheim, 1956

The Role of the Teacher

Here again the dominance of social nceds over those of the individual is paramount.
Teachers must ensure that their activities in school:

1. Encourage in their pupils group involvement, allegiance and responsibility.

2. Enable pupils, where necessary, to recognize that their allegiance to societal goals and
values comes before personal or familial concerns; to this extent the teacher may have
to work to resocialize those children whose previous formative experience has taken
place in an environment which celebrates sectional rather than collective interests.

3. Develop and extend in their pupils those skills which society needs in order to function
and which the children need in order to survive in society.

Teachers must never lose sight of the fact that, although they are agents of transmission, they
themselves are under obligation to the same societal requirements. Teachers, then, are
simultaneously moral models and moral beings, constraining and constrained:
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The teacher must therefore be committed to presenting (the rule), not as his own personal doing,
but as a moral power superior to him, and of which he is an instrument, not the author. He must
make the student understand that it imposes itself on him as it does on them; that he cannot
remove or modify it; that he is constrained to apply it; that it dominates him and obliges him as
it obliges them.

Durkheim, 1961

The Role of the Pupil

The child was always seen by Durkheim as an empty vessel, a blank sheet, waiting to be
filled by the agents of society; ‘the child’, writes Durkheim (1956),

on entering life, brings to it only his nature as an individual. Society finds itself, with each new
generation, faced with a tabula rasa, very nearly, on which it must build anew. To the egoistic
and asocial being that has just been born it must, as rapidly as possible, add another, capable of
leading a moral and social life. Such is the work of education.

The image of the pupil, then, derived from this view of the child, is of a passive being, in
need of restraint and having to be led away from selfish intentions towards a self disciplined
and cooperative identification with the common social good. Pupils must be passive because
they lack experience and knowledge; they must be restrained because, initially at least, they
are motivated by selfish desires which are vague and indistinct. However, Durkheim insists
that the process by which this is achieved is not one of indoctrination or forced compliance.
To be properly socialized the pupil’s acceptance of common social values must be based
upon understanding, which is to be derived from reasoned explanation, i.e. the child must
come to want what society needs him or her to want; socialization in schools which is not
based upon this principle will produce an educated person who might know the common
culture, morals and mores but who will be unable to identify with them personally, and such
a being is likely to become a danger to both self and society.

Interpersonal Relations

Given the roles of teachers and pupils outlined above, it follows that interpersonal relations
in schools are to be characterized in Durkheimian analysis by three elements. First, teachers
are, by definition, dominant partners: as agents of the state, and, therefore, of the common
value system, they are superior.

The ascendancy that the teacher naturally has over his pupil, because of the superiority of his
experience and of his culture, will naturally give to his influence the efficacious force that he

needs.
Durkheim, 1956

Second, teachers are constrained from treating their pupils as individuals. A classrcom, for
Durkheim, is a society in miniature, and as such, ‘must not be conducted as if it were only
a simple agglomeration of subjects independent of one another’ (Durkheim, 1956). Rather,
interpersonal relations in schools must be carefully structured to reflect and realize
homogeneity, cooperative interaction and mutual interdependence. Third, and slightly
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paradoxically, there is, overarching interpersonal relations in schools, an impersonal force,
Teachers’ authority and pupils’ passivity are not defined by personal needs and interests,
Indeed, the behaviour of either is not governed or justified in personal terms at ali, but
through reference to the system of education which defines both roles according to the tenets
of the collective culture. Personal whims, wishes and volitions are always subordinate to
larger, more general ‘societal’ evaluations.

PARSONS AND SOCIALIZATION

Before some evaluation of this particular perspective is made, it is worthwhile to explore
how both it and its application to the study of education have been extended in more recent
soctological writings. Although a great deal of Durkheim’s work was published at the turn
of the century, it should not be imagined that either his approach to generating explanations
of social life or his analysis of the education system fell out of use when he died. In the work
of the American sociologist, Talcott Parsons, we can find a considerable refinement of some
of the basic ideas postulated by Durkheim, an extension of the structuralist perspective.

Parsons was concerned with providing a schema which enabled an analyst to map not
only the structural and systematic properties of a given social order, but also the way
individual social actors come to know and behave in accordance with the constraints of that
system. In this sense the Parsonian perspective has two important strands. First, Parsons,
like Durkheim, saw social order achieved through the operation of an integrating system
common to all members of society. Second, however, Parsons, borrowing from Freudian
psychoanalytical theory, attempted to establish a link between the reproduction of society
and the production of individual personalities, and the way in which he believed this could
be achieved was through scrutinizing the process of socialization. Socialization involves the
way in which:

the main structure of personality is built up through the process of social interaction. It
(personality) develops through the internalization of social objects and of the normative patterns
governing the child’s interaction in social situations.

Parsons, 1964

Parsons argues that, in order for social integration to be achieved, society has, through a
process of gradual evolution, thrown up a number of institutions which function as agencies
of socialization — the church, the family and, importantly, the education system, As part of
their everyday lives in society, social actors, like actors in the theatre, take on specific roles,
depending upon the part of the social system, the institution, in which they are interacting —
roles such as priests, fathers, mothers, teachers and pupils. The behaviour appropriate to
these roles is defined by society. Society has what Parsons calls ‘patierned expectations of
the behaviour of individuals who occupy particular statuses in the social system’, In other
words, for any given social role, society has, on the basis of past experience, evolved a
system of ‘rules and regulations’ governing what is generally considered to constitute proper
behaviour for those playing the roles, and these ‘rules’ gradually become crystallized into a
set of ‘expectations’. These expectations are shaped by the need society has to preserve
itself; that is, its ‘functional requirements’, For Parsons, all societies had four main
functional requirements. These are:
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1. Pattern maintenance, i.e. the preservation and passing on of social norms, values, rights
and prohibitions,

2. Internal integration, i.e. the provision of the means by which one part of social life is
linked to another or by which one sector of the social system (e.g. family life) is related
to another (e.g. the economic system),

3. Goal attainment, i.e. the provision of the means whereby both individual and collective
aims and needs can be realized.

4. Adaptation, i.e. a capacity for people to make a controlled reaction to changes in the
physical, technological and cultural environment in order to maximize any productive
benefit to be derived from these changes and to minimize any threat of disruption to the
overall integration of society.

Clearly, different functions will be emphasized and satisifed through activity in different
social sub-systems, but two important processes, which are interrelated, were singled out by
Parsons as being vital sociological concerns. The first of these was the process of
institutionalization, or the way in which human behaviour becomcs systematically
regularized and standardized. The second was the process of internalization, or the way in
which social expectations surrounding different social roles (as shaped by the functional
requirements of society) are encountered, understood and learned by individuals. It was
through a consideration of this latter process that Parsons attempted to handle differences
between instinctive and learned behaviour, to bridge the gap between actions which arose in
response to the individual’s will and desires (personality) and those which were determined
by the social structure and culture, He wrote:

while the main content of the structure of the personality is derived from the secial system and
culture through socialization, the personality becomes an independent system through its
relations to its own organism and through the uniqueness of its own life experiences: it is not a
mere epiphenomenon of the structure of society. There is, however, not merely interdependencg

between the two but what I call interpenetration. :
Parsons, 1964

Parsons went on to propose that, in learning to play predetermined social roles (in
becoming socialized), men and women preserve the common culture, find a place in a
network of interrelated roles, discover an organized way of satisfying and developing
personal needs and establish a base from which they can react to new situations confronting
themselves in particular or the species in general. The part played by schooling and the
system of education in allocating men and women to specific roles and in teaching them
their “parts’ is obviously tremendous. “The school class’, Parsons (1959) maintained, ‘is an
agency through which individuals are trained to be motivationally and technically adequate
to the performance of adult roles’.

However, in a complex socicty schools satisfy two broad functions for society. They
provide a basis for socialization and they work as the mechanism by which individuals are
allocated their adult roles — both work roles and wider social ones. In a sense there is a
contradiction here between a celebration of similarity and a celebration of differences.
Parsons exploited this contradiction by working on the assumption that the child in school
had to be socialized to accept the legitimacy of a highly differentiated society in which
individuals are selected for different roles which carry unequal status and reward, and also
the acceptability of the criteria by which such selection is made. This last point is worth re-
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examination. In Part Two of this book some subtle aspects of schooling were discussed in
terms of a hidden process, often the implication being that the differential treatment, the
hidden ranking and the covert processes by which pupils are identified and labelled
educational successes and failures are an undesirable consequence of the school system. For
Parsons this process was not a latent function of the system at all: it was a necessary activity
which one part of the social system, education, performed for the social whole.

Parsons (1959) maintained that schools foster two types of commitment: on the one hand
commitment to broad social values, and on the other commitment to specific types of roles
played in adult life. Elementary or primary education emphasized the first and secondary
education the second, although both sectors of education worked to develop in the child both
the capacity to perform roles and the capacity to be aware of and to live up to the obligations
of different roles, both general and specific. Thus schools socialize pupils. But they socialize
in ways which are specific and special to the particular social system, education, of which
they are a part. Because the system alse functions as an agency of ‘manpower allocation’,
an organization which selects and trains the young for different, specialized roles in adult
life, it must also provide a basis for establishing differences between individuals, The
individual must be brought to an awareness that:

it is fair to give differential rewards for different levels of achievement, so long as there has been
fair access to opportunity, and fair that these rewards lead on to higher-order opportunities for
the successful. There is thus a basic sense in which the elementary school class is an
embodiment of the fundamental American value of equality of opportunity, in that it places
value both on initial equality and on differential achievement.

Parsons, 1958

This last function, Parsons suggested, is fulfilled by pupils identifying with the teacher, with
what he or she represents and with the beneficial nature of education. Achievement itself has
two facets. The first is cognitive, i.e. to do with activities and performances ‘appropriate to
the school situation’; the second is moral, i.e. to do with acquiring the necessary attitudes
and behaviour for life in society. Both facets are, necessarily, always defined by adults and,
like Durkheim, Parsons presents teachers and parents as superior to and in authority over
their pupils and children. One final point. Schooling in advanced societies was viewed by
Parsons as an indispensable section of the whole social structure:

Relatively speaking, the school is a specialized agency. That it should increasingly have become

the principal channel of selection as well as agency of socialization is in line with what one

would expect in an increasingly differentiated and progressively more upgraded society.
Parsons, 1959

THE STRUCTURALIST PERSPECTIVE AND THE SOCIOLOGY OF EDUCATION

The peculiar characteristics of a structuralist sociological perspective applied to the study of
education and schooling - and, it is important to add, some of the weaknesses associated
with such usage — are most clearly illustrated by an examination of the activities, attitudes
and concerns of British and American sociologists of education working in the 1950s and
the early 1960s. Although various writers developed some distinctive approaches to their
work, the following comment made by Olive Banks (1978) remains substantially correct: ‘It
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is fair to say that the main thrust in the sociology of education in the 1950s and 1960s was
structure functionalism and this was true of both this country and the United States.’

Central to the work produced during this period was a concern with explering and
explicating the relationship between education and the structure of society. Indeed, it is hard
to see how anyone working in the structuralist tradition could proceed otherwise, in view of
the fact that in this sociological stance institutions in socicty were seen as functionally
interrelated. It was thought, therefore, that an analysis of the functions of the education
system and the extent to which these were being efficiently met would reveal:

1. The nature of the relationship between education and other social organizations.

2. Important insights into the way in which people can be expected to behave with
educational settings.

3. The contribution education makes to the maintenance and the development of the social
fabric,

4, A method by which dysfunctions in education, and the social malaise which would
attend such dysfunctions, could be identified and redressed.

The question was, however, ‘Functions for what purpese?’ Durkheim had suggested that
different functions could be reduced to the main need for social organizations to transmit the
collective conscience. In the rapidly developing and changing post-war society, however, it
was difficult to reconcile such a model with the realities of emergent values, new
technological achievements and changing patterns of social groupings; traditional values
seemed to be inadequate tools to cope with shifting situations. The major focus, therefore,
was upon economic needs and the close relationship between education and the economy,
which arose from what Parsons described as education’s dual function of socializing and
selecting people for adult roles. Thus, in the introduction to their influential reader
concerning the sociology of education. Floud and Halsey (1961) asserted that:

In modern society, the major link of