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PREF.CE

This stencilled paper is a rovised version of an article which first
appeared in Working Papers in Culturzsl Studies Ho.10, On Ideology, 1977.
Written in late 1976 the article was centrally concerned with explaining
the genesis and constituents of what was then publicly conczived of, ?nﬂ
defined, as a 'erigis! in education. We attempted to explain thg political
and ideological nature of thai 'orisis', against explanations which, on the
one hand simply identified the debates on education as = smokescreen for )
the massive cuts in educational expenditure, or on the other hand identified
the 'crisis' as the political projection of a unitary and monolithic state
apparatus simply responding to the 'needs' of capitalist production. That
is to say, we took as our object ideoclogies about education - which we
approached historically and politieally.

Hotwithstanding the errors and simplifications thst this focus on ideology
generated - which have been pointed to by many critics - we were concerned
with the social and political effects of these ideoclogies. These effects
can be identified in debates about education, which have through policies
a2 real effect on the educational system itslef, and which constitute an
impertant part of more general political arguments.

At the moment the narrowly party political character of the issues has

never been clearer. But education is political in a broader and more
significant sense. Hiucation often acts as a kind of metaphor of national
destinies. It seems to bz a particularly appropriate vehicle for ta¥Mng
about the future of society in general. It is no zccident that those social
firces which are intent on = me jor rightward shift of our society choose

to lay such stress on education. nd it is easy to see how this centrality
arises: education does concern future workers and citizens (even if educators
sometimes exaggerate their role in 'producing them). The preparation of
future workers and citizens necessarily involve some more or less explicit
viaion of the general social future, But that, in turn, is the very stuff
of politics in the broadest and wides: sense. Og contrary to what a narrow
view of teacher professionalism would suggesi,~education is fully and
properly a 'political' guestion. Hence the way it attracts thel¥prﬂfeﬂsianal]
politicians like bees to the honey-pot, and hence the need, certain instincts
notwithstanding, for teachers to think more politically too.

In the post-war period education falls into two distinect Phases: the long
period of expansion following the 1944 Act and continuing into the early
1970s; and the more recent shifts which mark *he beginning of a massive,
seemingly long term restructuring of the dlucztion system as we have mown it.
These moves have so far given rise to an all-out attempt by both ma jor
political parties - but particularly tne Labour Party - to win the consent
of people to this new educational order. It has involved tae mounting of a
huge media offensive, with leading members of the government, including
Callaghan himself, calling into guestion the existing system and seceking
publicly to re-define its aims, objectives and means. &

-

We would argue that the present moves to re-structure the educational
apparatus, initiated by the Great Debate, cannot be understood without an _
effective critique of social democratic ideolozy oa education. For it o
was the ILabour wiiich presided over the era of massive edicational
eXpansion, and it is that sanqe political formation which has slashed
educational expenditure and is redafining the naturc and purposes of that
schooling.
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INTRODUCTION

'mereisarhallmgatnusallinthesadaysandachallengem
aducation iz to examine its prieorities and to secure as high
efficiency as you can by the skilful use of the £6 billiion of
- .axisting resources. .
Let me repeat some of the fields that need study because they
cause concern. There are the methods and aims of informal
_instruction. The strong case for the so-called core curriculum
of basic knowledge. What is the proper way of monitoring the
use of resources in order to maintain a proper national standard
of performance? What is the role of the inspectorate in relation
to national standards and their maintenance? And there is a need
to improve relations between industry and education.
(James Callaghan, Ruskin College, October 1976
The leading questions of Labour's Prime Minister marked a fundamental shift
in the field of the debate about educational means and ends. They marked, at
the "highest" political level, the end of the long post-war phase of educational
expansion which had been largely promoted by Callaghan's ovn party. His speech,
banal enough in comtent, was nonetheless a well prepared mediz event, delivered
in an appropriate place, important more in the anticipation than in the speaking.
Intended, then, to be a signal event - a public re-definition of educatiocnal
objectives - the speech was also a response to more immediate events: the history
of economic crisis and of cuts in public expenditure and, Cailaghan's own real
challenge, the polemical weight of the Tory critigue of Labour's educational past.
if we understand it correctly, Callaghan's speech crystallized many aspects of
the current situation.
e .
We wish in what follows, as a political-intellectual project, to contribute to
an understanding of this conjuncture. Ue write especially for people, like
ourselves, who work in an educational system under siege or who are blocked from
entering it. For all of us the awareness of educational crisis is enforced by
daily experience of insecurity or the loss of apparent autonomies. But our
contribution is of a particular and limited kind: we take as our object
ideologies about education; we approach them historically; we see them as
having determinate (or 'material") social bases and effects. It is important
to say a little, at the outset, to characterize this approach.

There are two main ways of tdking about ideclogy in relation to education.

We can stress the actual cultural processes cf schools and colleges. This

would include all the formal work of school and all the avowed intentions of the
more orthodox kinds of professional teachers: in other words what is meant to
happen in schools. But it should also include the informal culturzal level too -
the 'hidden curriculum' (what pupils learn from teachers and others vhile they
are learning) and the active, 'lived' cultural responses of the pupils thenmselves,
their frequently ungovernable and contradictory behaviour. Together these form
the immediate content of the grass-roots experience of schooling. But, on top
of this, we must also consider the more public and 'visible' debates about
education. Schools are plainly an issue in the media and 2 'stake' in

political disputes. Party politicians and the media build 211 kinds of argumentc
around them. Thus educational aims and objectives loom large (especially during
the last few years) in attempts to construct political alliances, cultivate the
consent of the governed and secure bases of power through publicity znd the
routines of formal democracy. So it happens that the actual weorkings of
education are zlso re- sented both to the educational agents themselves
{teachers, pupils and parents) and tc that mysterious (but actually structured)




thing - *the public'. Ve might suz all that up by saying: there are cultures
of schools and ideclogies ef schoollng.

Some useful things can be said about the ideological level in general..

First, ideclogies of schooling are constructed a long way from the processes
they are meant to represent. There are some easily verified symptoms of

this - apparent enough to mediz watchers vho are also teachers. Characteristic-
ally, the media or the politicians fi: on a particular exomple. They remove

it from the very complicated context in wvhich, in the real worid, it is

placed. They siot this exemple into some argument of their own. It becomes

a cause celebre: a Tyndale or a Tameside. It becomes a symptom of a deeper
malaise. A quick lock at the Dzily Mail would refresh the nind, for the Mail
with its stories of illiterate, disaffected and 'incompetent' teachers,
pioneered the genre of ‘schools as scandal' in the Right critique of educational
developments in the 1960s. Despite the common protestation that 'education
should be kept out of politics', the Hail's campaign was undoubtedly aided

and fostered by Tory councillors and MPs. All this reninds us of ancther set

of oeanings of the term ideclogy: ideclogy as inadequate and 'partial' knowledge
- 'partial' in both senses of that word.

Although representations likke these are in part 'costructed', they do have
very important effects. UWe pust view than in relation to policies - to
politically determined actions of an adninistrative kind vhich have the forece
of law or at least of authoritative direction. Peolicies in turn affect grass-
roots resources and opportunities. As we will show, Labour's 'Great Debate’

is an excellent edample. It was atonce a response to the Right critique,
occupying scme of the same ground, and a process of preparing the basis for
policies which had, strategiczlly, alrecady been decided upon. One role of
ideological worlk, then, is te prise open the linits of the politiecally
possible. In the course of such work a vhole field of thought wmay be
transforned, and we have evidently lived through such a shift in the educational
field since the early 970s. Such shifts are not vholly ideoclogical in
character. They are also atteopts to solve problens of economic structure.

But they do require an ideological strategy, actively promoting new understandings,
fixing them in people's minds, giving to the novel the status of the =axion.

This essay therefore is neinly concermed vith that we have czlled the
'ideologies of schoeling'. We will refer occasionzally to our own understanding
of primary educational processés mainly to highlight the inadequacies of
ideologies about schools. Our position is best sketched vhere it is relevang.
and vhere it enters our critigue of other positions. But there are two m=in
features which we see as essential to an adequate theory. First theory must
grasp the relcztions between scheol and other sites of socizl relations. Tha
most important of these cen be specified: fanily, work and the formal

political sphere. DBut these sites thenselves will be inadaquately gracped unlesg
viewed in their relations within a particular social formation. These zare
sone of the reasons uvhy e choose to worls within the Marrcist problematic of
reproduction while recognising that there z2re more or less adequate variants
of it. This taltes us tc our second princinal peoint. One of the realmesses
of some versions of this theory, Althusser's for instance, is thot they appéar
to have little place for that capacity for recistance vhich may be E::E!‘Ciﬂ-!rd
by children and teachers in schocls, (Althusser 1971, Willis 1977).

Further fectures of our z2pproach - a concern to define ocur ohject higtari'cally

ond relste it to a particuler gocial base - are best introduced more concretely.
The ideolegy of the education systex vhich is our principal object has 2 particular
history. It vas constructed by particuler agencies z2nd produced by a particulaor
social coalition. All of the elements in this coalition had their provenance

in the years before the 5econd Yorld War: t»w of the three, indeed, have =
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censiderably longer history. But it was only in the post-war world,
and especianlly in the 1960s,that these combined elements acquired
hegemony cver educationzl policy as a whole. The educational crisis
of the 1970s is, in part, a crisis of this formation and of the
social coalition that underpinned it.

Each party in the 2lliance monde its own contribution, but the
effective nucleus was the Lobour Party. The idcology of progress
through cducation wis a regional cxpression of what critics to the
left of the party hove dubbed "Lzbourism", and which we see as a
variant of the general category "social democracy''. 4s we show

in more detail later, Labour's education programmes becr the stamp
of the internal formation of the party znd of its relations within
British society. Its politicians znd intellectuals have been the
main bearers of these ideologies. Before the professionalisation
of cducational report and inquiry it was intellectuals of a Fobian
or British Sociclist persusasion whe supplied the main source of
the party's policies. The absence of 2 more than passive
contribution from working-people is a matter which will concern us
later.

The party, itself a complex social zlliance, was joined by other
zgencies. These do not constitute, in any useful scnse, organic
classes or even fractions of classes; rather, specialised intellectuals
of a perticuler tendency ond the organised professionzal interests

of the educationzl sphere. The emergence of o specialist, academic
sociology of education wos, in our view, one of the most significont
developments in post-war educction. The sociologists of education
replaced or ot lecast supplemented the intellectuals of an older
kind. They worked in z more technical manmer within an intellectual
field which specificd quite norrow probleéms. It wos this alliance
with sociological expertise which gove to Lobour's pest-war
Programme much of its tone and shope.

The tkird component in the alliance was the teaching profession
itself, or, more specificzlly, the tendency to teacher professionalism.
If the Labour Party supplicd the general politieal-ideological

context and the sociology of education specified some short znd

medium term objectives, tcacher-cducctionalists supplied much of
education's content. They supplied the obvious abscnce in the more
politicised contributions. They cultivated "the secret garden of

the curriculum”.

In what follows we develop the sketch outlined ubove, considering
each of the 2gencies in the post-war coulition in turn, examining
their particular contributions. In Part 1V we show how these
elements were articulated in the policies and reports of the 1960s.
Although it is impossible to divorce exposition from critique in
earlier sections, we then show, in Part V,some of the intrimsic
inadequacies of the social-democratic position. Finally we analyse
the crisis itself from this perspective - as a crisis. eof social a
democratic ideology and as a splintering of its socizl base.
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fixed point of reference and the conditioning
factor of their political behaviour. This is not
simply to say that the Labour Farty has never been
a party of revolution: such parties have normally
been quite willing to use the opportunities the parliamentary
system offered 25 one means of furthering their
aims. It is rather that the leaders of the Labour
FParty have always rejecited any kind of political
action (such as industrial action for politicol
purposes) which fell, or which appeared to them to
fall, outside the fremework and conventions of the
parliamentary system. The Labour Party has not only
been a parliamentary party; it has been a party
deeply imbued by parliamentarism. (1972 p13)

It is worth digging behind the term “parlizmentzrism" and considering
what it entails. It involwes, firstly, 2 belief in the neutrality

or the potentizl neutrzality of the State apparatus: there is nothing
in this "machinery" which prevents it from being used for the benefit
of all. It alsec involves z faith in legislative-administrative
procedures as the main route to the solution of lgggcial problems™

or the equalisation of conditions. This in turn gives & primacy to
formal political processes - basically the marshalling of a popular
vote at elections as the means to a Labour hegemony. iccordingly
less mediated forms of class power are regarded with distrust: at
best they are an embarrassment to parlizmentary propristies, at worst
they constitute a really undemocratic threat. The only clear
exception to this inhibition are working-class actions which are held
to be industrial. These are the proper concern of the party's

alter ego - the trade union movement.

the force of this analysis may be seen if we review the party's relation
to other tendencies in working-class politics in the periocd 1910-26.
Throughout this period, forms of working-class politics arose that
differed markedly from what became the dominant Labourist adaption:

e trade unionisnm which united industrizl action and political aims;
rank and file movements, suspicious of officialdom and challenging

the war-time State; the evolution of British communism and a tradition
of industrial direct action znd mass sympathy strikes. Without these
legacies the General Strike would not have taken place; its defeat

was one of the ways in which tendencies like these were educated out
of the class's repertoire. +his pattern cannot be explained here 1n
full, but it is important to place the Labour FParty within it. ¥We
may note that the party's policies were not directly related to these
struggles, although they necessarily affected them. From 1910 the
State increasingly intervened in major industrial conflicts, workers
themselves demanded the State re-organisation of their industries, and
the class as a whole was involved in bitter fights to defend existing
wage levels and hours of work. In practice if not in theory, this
opposition involved a repudiation of the economic policies that made
wage-cutting "necessary". One role for & political party in these
circumstances wonld have heen to back and organise such demands,
re-think economic orthodoxies and combire agitation with the
(necessarily) political strike. Labour, rather, began the long haul to
parliamentary respectability, avoiding "unconstitutional” action.

Its marginality during the General Strike was only & signal instance
of a general situation. All this was skilfully played upon by
bourgeois politicians for short-term tactical advantage, the appeal to
the "constitutional" agsinst the 'revolutionary" being the key




L

rropaganda theme. There was no full hegemony in these years; rather
there were successive crises and partial stabilisations heavily
backed by force. The high points of conservative stretegy were
those periods of Labour minority government when it was permitted
to ‘'rule", but remained too weak, irresolute and baffled by
underlying economic problems to pursue its own policies of reform
with any force. In 1931 a section of the party's leadership was
actually recruited to the side of a bourgeois coalition to help
perform tasks which Conservatives could not have performed omn their
own. Hence for the Labour Party, the political debacle of the
exrly 1930s5,the loss of electorz]l support and the need for = major
recuperation thereafter. The result, by the 1940s, was a form of
Labourism more self-confident than at any time since 1918, but it
1s clear that the main long-term consequences of the inter-war
years was an education inte "legitimate” trade unionism and the
necessities of the parliamentary road.

These relations, to the working class and to the State, underlay

the party's educztional stance. TFducational tendencies within the
clzss were neglected and a form of educational politics was
constructed within the State. To grasp the particularity of this
adaption, we need to compare it with other historical experiences
and another way of thinking the role of a working-class party. It
is useful to compare what Marx satirised as "parliamentary cretinism"
with Gramseci's theory of "the new Machiavelli'. The cholce of
Gramsci and the Italian Communist Party at a contempormmeous

coment is especially apt since the relation of a party to its class
was Gramsci's central problematic. It specified most of his major
concerns: the role of the party itself, its relation to the State,
the problem of the intellectuals and the master category 'hegemony'.

Porties, Folitics zand Education

According to Gramsci parties arise on the basis of particular social
classes. He himself was especizlly concerned with the working-class
parties of the era of the transition to monmopoly capitalism cnd their
sppropriate stratezies. Parties always control and direct their
class, alwoays have a "policing" function. Yet this function can be
performed in different ways. In''regressive" modes of the relatiom,
an externzl control of the class by the party is uppermosi. The
party's "educative" function is negative. Accepting existing
definitions of legality, possessed of only 2 partial analysis of the
place of its class within the social formation, pursuing immedizte,
limited reforms, the party acts to hold the clioss within the
existing order. Gramsci's alternzctive was a working-class party
whose role was positively educative. Such a party directs, educates
and Y“"civilises" its c¢lass, raising its activities to a new level of
legality. It works within the grain of common-sense conceptions of
the world held by worker or peasant but raoises them to a2 higher
fower of critical self-zworeness and coherence. It teaches the
clzsses their place within the social formation and within “history"
as a whole. It adopts "glcbal" functions, beyond the '"economic-
corporate”, embraces in its programmes the whole range of social
issues and develops 2 particular vision of the future. Such a party
forms a state within the state, 2 state in preparation. Since the
state is an"ethical" as well a5 = coercive agency, the party must
possess a "philosophy" of its own, ccpzble of becoming the cement of
o new social order. Such @ philosophy should be rooted not only in
Marxism (“the philosophy of praxis'") but zlso in the conditions of
existence of workers and peasants. It can only be developed
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("developed" because not given in existing forms of Marxism) and
propagated by "organic intellectuals" who share the conditions

of existence of the popular classes. Their production and their
articulation with other groups (notably with intellectuals of an
older more "traditionzl" kind) are, pre-eminently, the work of the
party. Such a party-class will alrecdy have developed an effective
cultural znd political control or "hegemony" over "civil society"
especially over intermediate or subaltern classes before it acguires
State power. JThe mzin cim of the party moy be defined, indeed,as
the construction of such o counter-hegemony or hegemony-from-
below. 7This strategy is very different from the forms of class
activity specified by economistic forms of Marxism, or the anarcho-
syndiczlism of early Itzlian trode unionism or the Fazbianism of the
English Lzbour Party. Many of the differences are summed up in
Gramsci's common (and commonly misunderstood) duo: "economic-
corporate" and "hegemonic". It is important to stress too Groamsci's
distance from the common lenguage of the revolutionary political
left - "trade union consciousness" wersus “"revolutionary class
consciousness" or the "rcformist' party versus the revolutionary
one. Jramsci wos, of course, = revolutionary, but he had an
unusually complete znd subtle sense of what such 2 tronsformation
requircd.

The value of his formulntion for our purposcs lics in his siress
oneducation" as o necessary cspect of political transformztion.
This use of "education" is of course = wery exp-.ndéd one. Education
happens not only in schools but zlsc through low and other State
practices and through all those agencies of civil society -
includipg the cultural apparatuses of different classes — which,

in their different ways, cultivate consent. It happens, pre-
eminently, in political parties of all classes. In this way
Gromsci refuses the restricted notion of cducation which has
actually been constructed cround State schooling =s part of the
ideology of the region. (In some ways, indeced, his actual
discussions of schooling cre disoppointing — see Gramsei 1971
pp.26-47.) Yot if we follow him in rcjecting the identification
education = school, or college or university, the expanded
definition gives us a real analyticzl purchase on the "educztiomal”
strotegies adopted by ony party.

We can see, for instance, through this set of categories that the
British Labour Party's educztional object wzs not, and never has
been, its own class, or closses. It is interesting to find Lobour
intellectuals, loter in the tradition, zctually disavowing what
they regard as o 1920s 'continental' and Harxist model — the model
of the PCI and ezrly SPD (Crosland 1962 pp.210-11). As 2 natiomal
party (os opposed to an ngglomerate of groups and tencenies) it
never was =n educational-agitationzl movement. It did not have a
starting-point in some conception of sociclist education. HNor did
it set out from the cultural znd cducational resources of existing
working-class communities. Its educationzl policies, like its
general politics, were posited instead on = pre-existing machinery -
in this case a structure of State schools z2nd a particular
distribution of formal "educational" opportunities. It was these
that the party set out to reform. Thus the party began == and
remeined an educational provider for the popular classes, not an
educationzl agency of and within them.

This displacement hos been reproduced throughout the party's
history and has had major consequences tc which we shall return
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labour stalwarts have recalled their early conversions. VYithout the
whole movement it would be difficult to understand the Labour Forty's
greater sense of assurance immedintely ofter the war and its break
with the Liberal Party. Yet once fully formed on the political
scene, the party's relation to o continuing education-zgitztional
work was indirect und even, where rivals were involved, hostile.

This followed the logic of the political adoption we have already
ex~rmined but the party's educationzl inertin, outside moments of
electoral mobilisation, zlsc rested on the trzde union =zlliance.
Increasingly after 1918 it was the large trade unions, themselves
increasingly burcaucratic znd stabilised, that supplied the party
with its lcocal and naticnal orgonisers. 4s McEKibbin has shown (1974)
the party increasingly depended on this alliance and modelled its
organisation on the trade union pattern. The party rested, then, not
upon an active ideoclogical recruitment but upon z type of class
support similar teoc the loyzlties of a fully formed trade unionism,
This esssntially passive relationship to its clzss con be seen-in

the fzate of its more agitational elements: the decline of the ILP,
the subordination of the Daily Hercld to porty and union officialdom,
the expulsion of the Labour Research Department, the suspicion of
"socialist intellectuals" and their marginality in the party's
organisation. Such a party was hardly adopted to the production of
Gramsci's organic working-class intellectucls. Significantly,
continued working-class cducation owed more to the Communist Party
and to cartain Trade Unions than it did to Labour.

All this is not to suggest that "“independent" working-class education
could have substituted for on cducational provision through the
State. Even if adapted: to that purpose, the Labour Party would
hardly have been wise to adopt & frec—schooling strategy with schools
under working-cluass control. Chartists and Owenites had explored
that route almost o hundred years carlier. Yhat hod sustzained them
then, in the face of pitifully few moterial resources, had been an
expectation of imminent political success. Within its own logic

the Labour Perty's cmphasis on increasing opportunities within the
State system wos guite rotional ond & position already reached by
later Chortists and popular Liberzls. The gross unfeirness of the
systen and the opposition of Comservatives, cconomising governments
and. meny fractions of capital made the struggle necessary and
compelling. Yet, os we shzll see, the porty's relation to the
educational system wos similer in form to its relation to Parlisment.
It z2ccepted State 'Education in toto, including many of the ideologies
of the region. This involved the disseveronce of a whole number of
relations eseentizl to a successful socizlist strategy. It divorced
(as Etate Education itself does) the education of children from

the education of adults. Any comnnection between the content of
schooling and the cconditions of existence of the popular classes
diseppeared. This mode it impossible to draw on the "independent®
tradition in order to wage strugglcs in the schools. But all these
points, consequences of o fundamentsl orientation, will only really "
become clear ot the end of this essay.

Eecundgzz Schools for All

There ore scverzl reascns why Towney's text is exemplzry.  First,
Tawney himself was the most important "philosopher" of British Social
Democracy in the inter-war period. Gaitskell called him "the
Democratic Socialist par excellemce"™, though he cught to have zdded
that Towney often found himself on an anti-Fabian end of what he
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himself liked to call "British Socialisg". He wos the author of

two socialist classics, The icguisitive Society (1921) and Equalit
(1931). 4s 2n intellectuzl he was typical of his time and the
movement he served. His most enduring inteliectuzl work wzs in
history and not "theory". His attitude to Harx, though occassionally
appreciative of the latter's "genius", was more distant than his
relation to Weber. He is properly placed by Raymond Hilliams in the
English culture-and-socicty tradition (1968). in intellectuzl of

a "traditional” kind, zn idealist and a moralist, he wos recruited

to the side of labour as =zn external cducator of it, first as 2

WEA tutor, them cs a party zdviser. _Sccondary Schools for All

wae z2lso in itself a significant text. It was produced by a Labour
Advisory Committec which Taowney himself seems to have dominated

and, as one recent commentator has put it, is "z perfect illustration
of the character of the Lzbour Party'. It expressed sentimentis

that were to remain typiczl of its cducational policy long after
Tawney's direct influence had ceased. (Barker 1972 p.37).

Finally, it arose at 2 significant conjuncture. It was very much
the product of the Labour Party's formative phase in the immediate
post—war period. At the same time, it was written in the

aftermath of a more widesprecad working-class mobilisation. As we
nave seen, this was manifested in part by independent educatiomal
movements, but it also took the form of demands for full educational
rights by working-class orgonisations and the growth of popular
Pressure on existing secondary school places. There is no doubt
that Tawney's document mediated and shaped this pressure from
working-class organisations and a section of working-clzass parents.

Ye wish to stress five main features of the text: Tawney's critigue ;
of English education in terms of persistence of 2 Victorien
inheritance; his identificaztion of a progressive educational consensus’
opposed to this “fztal legnecy"; the over-whelmingly mechanical

neture of Tawney's solutions - his stress on the means of access to
education or "the materinl scaffolding of policy, administration,
organisdtion and finaonce'; the text's main obsence = Tawney's
inveterate lack of clﬂr1ty on the content and purposes of secondary
educatibn; finally, the general character of Ta cwney's arguments on
such things os selcction compared with other positions within the
Labiour Barty.

Towney's. anclysis was phrased, characteristically, a2s-a history.
Tdhcatlnn hzd developed slong class lines in the nineteenth century,
as a system of social apartheid. There were two scparate sectors:
elementhrx education was the trzining of "a special class', of

workmen 2pd servants; secondary education wos the preserve of their
masters. &h; systems ran parzllel; no progression was possible
between thpm, even for the individual child. The assumptions of this
system — "the doctrines of 1870" - had been somewhat undermined sinc:
1902. Desp*ﬁ the recent mangling of Fisher's inadequate proposals,,
some bridges lhad beon builit between the two systems. But the
elementary/sccondary division remained substaontially intact: “exclusive!
forms ﬂf selettion, building bridges for the exceptionally able,

wWere compirofisc that served to perpetuatc it. So too did

piecemeal schemes like doy continuation or the extension of education
within the elementary system. For most children "elementary
cducation" was all that could be expected; sccondary education

remzined Yan exceptionnl educational privilege®.
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The task then, was to securc "a living and organic connection"

between elementary and secondory schooling, re-classifying them as
successive, age-defined stuges through which each child should go.

Only thus would the illegitimate intrusion of "class" into Vgducstional”
matters be ended.’

It is worth stressing ot this point that though "class"™ is onc of
Tewhey's key words, he uses it very loosely. In Secondary Schools
for.hll it is most commonly used to demote assumptions and prejudices,
especiclly where these are seen as archaic or other-wisc irrelevant
to the question in hand. Thus, though Tawney sometimes refers to
elags stratification” in- the sociological manncr, his typical use

is iidealist and morzlist. Class is an invarizbly pejorative term:
"the vulgar irrelevences of class inequality and economic pressure",
"the odiocus docktrine of class dominetion', "the vulgarities of the
class system'. Sometimes class is counterposcd to "community",
division against a socisl harmony: "Its (Labour's) policy is not for
the advantazge of ony single class, but to develop the human resources
of the whole cammunity"ip.EE, underlining supplied =nd cf section on

Wglags" in Egualitx}

Against the residue of the class-bound doctrines of the past, Towney
discerned (znd helped to marshal) on increasing movement of opposition.-
Sometimes this was presented as but another aspect of "community' -
"our common scnse and our humcnity", 2 vehicle for values assumed

to be agreed on, outside certain vested interests. But the supporters
(znd the opponents) of educational progress were also identified

Eore precisely:

Both in the criticisms passed upon the present system and
in proposals for improving it there are signs of a
fundomental agreement which did not exist ten, or even

L five,ycars ago. In England it is not ungentlemanly to
steal halfpennies from children, aond industrial. interests,
it moy be zssumed, will oppose any reform which intcferes
with the supply of cheap juvenile labour. But among
cducationzlists and teachers, economists and social
workers, administrators and, not least, the parents
themselves, there is not = wide diversity as to the main
-aaknesses of the existing system. (p.18)

: Throughout the text, this dual identification is maintained:
the prosressive consensus includes on the one hand parents and the
Labour Movement and on the other all those who are professiomally
concerned with the educational system: "Nearly =211 enlightencd
cducationzlists" (omong whom Tawney moncges to enlist the Times
ahd the early intelligence testers); teachers and socizl
afiministrators. The. crguments of each are duly presented. Parents,
having, with o Biblical vagueness, 'tasted of the trec of
Knowledge", will not now be fobbed off with Yeducationzl shoddy".
The Labour Movement should fight cloass domination in the class roon,
just as it fights it in Parliocment and the factory. Educationalists

atly favour mojor extensions of secondary education, Educationzal

psychologists have revealad the random distribution of ability
and orgue that “a great decl of educzble capacity misses education',
Socierl inguiry has shown the diszastrous results of educationcl
neglect, especially for the adolescent. 'Common sense" and "humanity"
do indeed support reform.
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e should note two main things cbout Tawney's progressive zlliance.
First, it prefigures in on oppositional form, precisely the typc of
dominant coclition we bove discerned in the period since World War 11
Especially significant is the woy he treats the teachers. He spends
oz whole chapter on their position and prospectis. Labour supporta their
legitimate demonds including professional aios like the defence of the
Burmhan scale, the search for secure tenure, the opposition ito "secret
reporis"™ on practising teachers, and the strengthening of teacher
autonomy, The uniting of the profession is seen =5 the naturzl
corollary to brezking down barriers in school organisztion. Tawney
ends this section with & per’oration that pointed significantly to
future relations between Lobour and the teachers:

The aim w.ould be to make our educational system an
organic unity, alive in every part, served by teachers
united, self governing and free. (p.123, our emphasis)

Secondly, we should note the conspicuous. gbsence of any industrizl
interests from the alliance. Industry indeed, especizlly the
Federation of British Industries (the inter-war CBI)was the main
butt of Tawney's satire. The progressive conscnsus was articulated
agoinst industrﬁ znd those who were helf to represent it in the
governnent cnd the Conservative party. As we shzll see, it 1s
precisely Tawney's purpose to rescue the children from the clutches
Ff employers, and to define an education against the demands of
employment.

%

The actual propesals of Secondory Schools for All focus cxclusively
on: questions of access. Such eceential if mechanical matters are
digtinguished by Tawney from "imponderables of personality, spirit,
ung'atmosphcre" which 2re still more important but impossible to
legislate for. His writing is similarly chock full of metaphors of
zcress: and exclusion, somewhat more homely than later cliches:
sebondary schools are "a landing without a staircase’; prioary
scﬁﬁuls "o staircase without = landing"; education in gencral is =
"gul-de—sac"; scholorship systems are "bridges", "frail hand-rails”
or Even "greasy poles". Primary schools are, s#g2in, "like a rope
Hhiiﬁ the Indian juggler throws in the air to ¢nd in vacancy'.

How, then, to end this segregation? The a2im should be to secure the
trankfer of all (or most?) children from the primary to the secondary
stages aos part of a continuous full-time education to the age of 16.
All the proposals flowed from this: regrading of 2ll schools into
secondary or primary; the abclition of secondary school fees; the
incrgase of maintennnce. allowznces; the increase of secondary

schopl places. Despite his title, Tawney remained vague about the
uni?$rsa1ity of secondary schooling. Sometimes he seemed to accept
that’only 75 per cent of children were likely to benefit, a figure F
drawn from some peychologists. Sometimes he presented this cs an f
interim torget to be ochieved as an "instalment of reform, and then /

g5 : A i
sur?assed. e shell return to consider this ambivalence. i

i

i /
Fost of the book wos taken up in discussing the feasibility of thepc
proposals. They were presented in o carcful, pragmatic way, with
a weight of argumentation oand under the slogan Hjdealistic but ng
visionary". Yet the discussion of what the schools were to be £gr,
of the content ond purposes of the cducation was, by contrast, cursory
and vaguc. Towney's own assumptions on these matters have often
to be inferred from his trectment of other themes. His direct attempis
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at definition were formalistic, tautologieal zné rather feeble:

Defined by the stage of life for which it pravides,
it is the education of the adolescent. Defined by
its curriculum, it assumes that the preparatory

work of developing the simpler processes of thought
and. expressicn has been accomplished, and that its:
pupils are ready to be introduced, at least in outline
and by degrecs, to the subjects which will interest
them as adults, and on acquaintance with which may
reasonably be expected. from educnted men and women.
Defined by its purpose, its main zim is not to impart
the specialised technique or trude of any particular
trade or profession but tc develop the faculties
which, becausec they are =n attribute of mchn, ere

not peculiar to any particular class or profession

of men, and to build up the interests which, while
they may become the basis of specialisation at a
later stage, hove a volue extending beyond their
utility for any particular vocation, because they

are the condition. of ~ rotional and responsible life
in society. (p.29)

At first sight this and other passoges scem coententless, znd in =
sehse they are. Their meaning is a2lmost entirely negntive. What
is gignificoant is what is denied. In particular Towney opposes
defipitions of sccondary education that sre derived from the
children's future employment. Labour must reject, he later writes,
"the Wulgar commercialism which conceives of the menufacture of
efficient typists and mechanics as. the primary object of
gdolescent education" (p.111), in other words the legacy of Central
and Juni® Technical Schools. The doctrine of the determinacy

of occupation is "fundamentzally vicious"”, robbing children of
their chance$ for o fuller humon development in the interests of
producing "cannon fodder" for industry.

Tawney's cnti-industrialism produces = particular tongle of
argumenis. Qn the one hand cducation is seen as =z sphere whose
autonomy frod economic and social (ie. "“class") considerations
must be deferded. This pushes him into defining certain c¢riteria
as. purely "educational", sc that, for instance, psychological
notions of "matural development" are appealed to against
considerationg of ecomomic utility. The' "experts" of the region
are also propbrtionately exalted zlong with "the progress of
educational sdience”. The tendency of thig part of the argument
is. radically 30 separate the social formation and a principal mean.
of its reprodidction, an odd position for = socizlist who seeks to
change the uoﬂldi OUn the other hand, education is seen as having
some pertinent effects at o more than individusl level. It does
(if of the right kind) develop and improve the social order.
Tauney is quite as capable as any economist of coining the ringing
phrase about sducation and human capital:

It is. possible for the persomnel ae well as the material
equipment of industry tc be under-capitalised, and.

2 notion which hos the coursge to invest generously .
in its children "saves', in the strictest econonic
sense, more "capital" thon the most parsimonious.
community which ever lived with its eyes on the Stock
Exchange. (p.144)

L

L
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In this sense, cducation is seen as increasing the preoduciivencss
of labour power "it adds tc that particular type of productive
power on which the ;b'll t¥ to use all other nzatural advantages ...
ultimataly depends" (p.145). Yet these contradictions in Tawney's
version of the relntions of =chool to ecopromy were never fully
explored, ncither by Towney himself, or any other intellectual in
the tradition he helped te found.

Towney's failure to specify, positively, an educational content can
be expleained in o number of ways. He refused, on princaéple, to
specify any precisé curriculum in the interests of wvariety. He
insisted or the ioportance of trusting teachers. It is also clear
that he was heavily influenced by the developmental psychology of
the period, hence the definition of secondary education as "adolescent
education®, appropriate to 2 stage in the child's maturation. But

if Y"pnature! in . very general terms specified what should be learnt,
there is. little neced to worry about what “society" (or class intercats
and- experiences) might Jemand urless indeed it conflicts with "nature®.
The argument from naoture seems to have been reinforced bty one irom
"eulfure'",. For Towney unduubtcdly conceived of culture in a
thorocughly frmnoldian manner: it was o potentially classless inheritonce
which schools {or the WEA) could bring to everybody. Unlike
"utilitarian efficiency"” it had an unproblemztic content. Thus, in

the last resort, he was quite happy to endorse the Board of Education's
list of secondary school subjects without further comment. Finally,

we- should note the complementarity of all this to the notion of
ipights" informing Tawncey's whole position and that especiclly of

more working-class egalitarians. UVhat was cloimed as o right was
evidently what some priviieged children alrendy possessed. Secondary
education cfter zll, alrcady existed; the problem wos to generalise

it.

But the conscquences of this obsence were very important. In this
phase ond thereafter, socizl democracy possessed no conception of
the nature znd ;urpeses of educatior which could be scid to be its
own. It wos reliant on the liverz]l humanism of sympathetic
intellectuals like Towney or on the educationzl professionals them-
selves or on altogether more subterrancan socizl processcs by

which the rezl mecning of school was fixed., It lacked therefore
the one really essential component; a conception of really useful
knowledgc to set agoinst both copitalist utility and the attractive
but impossible idez of o elassless "“culture'.

It i1s ioportont, finallj, to set Secondzary Schools for All within a

wider context of Labour Party thinking on educztion. UWe may start

by recalling the fact that Labourism in general is z complex of

ideologics. As several comméntators have noted, much of the character

of the party iiself con be understood in terms of a persistent

duality. On the one hond Labour has embraced o broad ethiczl anti-

capitalism, concerned, obove all with social justice ond egalitarians

in temper. This tendcncy has been represenied by the radiczl ILP-ish {

tendencies in the party zné by more or less independent English

intellectuzls like Towney, G. D. E. Cole or George Orwell. On the

other hanéd, Lzbour's repertoire hos included the tradition of Fabian

social engineering, best understood os a drive for "mationczl
fficiency" znd.sccreely incompatible either with = corporate

liberzlism or = State capitalism. This dichotomy has certainly

been visible in education znd we shall analyse it in much more detail
later in this essay. For the moment we may follow Rodney Boarker
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(1972) in noting the oppositior between an educational egalitarianism
and the more elitist or meritocratic emphosis of Sidney Yebb and
the carly ICC.

Tawney was well awore of this opposition, wrote eloguenily of the
differences betwecen "eguolity” and mere '"equality of opportunity"
and:.stigmatised the LCC's policies as inegalitarizn. Yet his
trectment of the crucial matter of selection was very curious. He
identified two kinds: "exclusive selection" which wos o way of
building bricdges which individual children might cross and "inclusive
sclection” that would azlmost amount to universal provision. (The !
. 75 per cent torget for children in secondary schools was presumably
o casc in point). The peculiarity of these formulations is that
although they are clezrly cgolitaricon in spirit, they fall short of
explicitly advocating universal provision. The whole tendency of
Towney's argumcent and rhetoric and morzl stonce was egalitarian,
yet ot the level of practicalitics even his work seems to illustrate
the power of the cotegories of the irntelligence testers ond their
construction of broad types of children. 4s Towney's own acceptance,,
lzter, of tri-partitism suggests, cven Socicl Democracy's leading '
"philosopher' did not quite escupe the duality of Lobour's
educationzl thinking. It is perhaps o measure of his status,
howcver, that the tensions and controdictions appecr more honestly _
here than at other moments in the troditionm. =

/
/
/

Post bGar "iffluence" and Revisionism

Seme fundementzl features of the policies of the 1960s were already
present in Secondary Schools for All. FPost-wor development was, in
mony ways, an claboration, in radically changed conditions, of that f
bapic stonce towards the State and the educational system. The party's
stbecquent history constitutes o prolonged. testing of the adeguaocy !
of socizl democrztic politics. It is important to emphasise, f
howéver, if only in outline, the changes of contexi in the post-war !
peried. If more powerful detcrminations zre ignored, there is z risk
of joverestimating the contributions. of teachers or educational '
Tle#ertsli_ .

First, and most obviously, the wor-time cozlition, the victory of 1945,
andiithe period of the third Lzbour Government, transformed the party's
place on the politiczl scene., In the inter-war years, despitec

the ,periods of minority government, it had been a party of opposition,
subject to ridiculous chorges of Bolshevism and identified with the 1
poor and oppressed. FPolitical success und governmentol responsibility
strepgthened the liberal, “progressive” elements in the party, at the
sxpense of its sociazlism. ILabour made o contribution to the post~
wor gonsensual hegemony, accepting the "mixed economy” and building
"the Welfare Stote’. A fuller incorporation within the forms of the
capitalist State and the achievements of many social democratic

goals meant, cmong other things, that the terdency te identify
working-class with "Bational Interests" was all the stronger. *

[1

Viar, rekuvcry and the post-war boom also transformed the character

of the "economic problems" with which the capitalist State had te

deal, whichever party was in power. Keynesian solutions mitigated

the main ‘source of inter-war discontent — massive ond structural
.unemnployoent. The problem pushed to the front was now that of "growth",
or a rote of accupulation comparable to that of other capitalist
2CONOmlES ﬁnd free from infl-tion or from monetary crises. Despite
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the 1920s shift. into moncpoly, the War, anc the long boom, British
industry and perhaps the socizl formation as = whole, secmed to remain
t-pchzic". Even llorxist commentators accepted this diagnosis in the
mid-1960s. (Anderson. 1964). Lcbour policy was increasingly framed
by this a.-alysis. vwhot wos needed wos a mossive socizl econcomic

onéd educational “modernisation®.

The whole cost of Labour's ideologies wos gimilorly affected by the
party's fortumes cfter 1951. The perty helped to construct the post-
war hegemony, but it wos Koemillen's conservoticr that completed the
edifice zné presided over it. In what hos been colled: "one of the
few privileged ptases of hegemony by consent in recent British history"
(Eall 1975 pp. 21-22), that is 1951 to 1960, Conscrvative sugcess,
under the banners of "affluence", "oubourgeoizement” and “political
consensus' precipitated Lobour's Mrevisionism'. The most significant
Lobour theorists of the 1950s, like Crosland, cccepted much cf the
offluence myth and sought to provide politiczl programmes acceptaple
in "present-day, cos opposed to capitalist, society". (Croslond 1962) .
The progrznme that resulted hos been very zdoquately summarised as
"an atgack on the ascriptive elements of British society which were
presented as causes of economic inefficiency znd offensive socizl
distinctions". (Howell 1976 p. 153).

Finally, it is important to note that Lobour's ewn legislation of the
1940s. eroded much of the ground of its troaditional idecologies.
Working-class support in the inter-wor period hod depended in lorge
part upon thce very open anc conspicuous exclusion of working people
from anything like = full citizenship. The tzr, the removzl of the
"0ld Gang", Lobour's reforms and post-war prosperity undoubtedly
produced = rcal ameliorztion in some of the more contingent and
phencmenal aspects of class relations, giving a greater appearance

of equality. In this sensc lirevisionism" wos o sensible enough
adeoption, more convincing thon cnything the "left" could offer, and
perfectly consistent with the party's fundomental reformism -
(Hawell 1976). In so far as the old egalitarionism was to be retczined,
it hnod to take somewhaot finer ond more discriminating forme - either
thot, or the nature of class had to be grasped more completely.

These changes had three main effects on the porty's educational thinking.
First, they tcnded to change the balancc of emphoses within the

cocial democratic repertecire. The ossumption of cconomic responsibilities
(or their prospect) together with the whole modernisation argunment,

loid an overwhelming ¢mphasis on the sconomic reasons for cducational
expansion. ~ Economic considerations, however, were not seem oS in any
w2y incompatible with educational goals. Crosland, while invoking
Towncy's general argument, did not share his suspicion of industry.

On the contrary, there was nssuned to be = guite unproblemctic

hormony between the egualisation of educational opportunities and

the necessitics of "growth". The first was a necessary condition of

the sccond.

Sccondly, education had, by the latcr 1950s, rssuned 2 very prominent
ploce in the party's totsl strotegy and it became, in its way,

the success story of the Fears that followed. In genercl,
Wpevisionism” presented Lobour as a party of "gocial reform” and

gave cducation a priority within that definition. Education did in
fact become a site of policy innovations that spilled over into

other ficlds, "positive dis jmination" =nd Ypriority areas" for
jnstonce. Education was designated the key area of repaining class

cr
51
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inequalities, “the greater divisive influence! (Crosland 1962).
Horeover there is noddoubt of the substantinl success, at an
ideological level, of this part of the party's programme. From

the early 1960s to the cppezrance of the first Black Popers and

the new cducational radicalisms, socizl democratic conceptions of
education acquired an clmost monopolistic dominance. In this

Sense, ecucation provides an important exception to the conventionzl
leftish account of Lobour's fortunes from 1945 to 1965 - a descent
from epic heights to bathos.

Finally, of course, post-war chonges shifted the actual terrcin of {
Labour's policies. Labour's initial progranme of *“secondary f
schooling for 211" was pre-cmpted by the Butler sct of 194k, The ;
dajor issue thereafter became the forms of secondary schocling, a /
battle fought out first within the party itself. It was in these
conflicts and in the crystallisation of Labour Farty solutions that
the teachers znd the socliologists were so important.

THE SCGCIQLOGY OF EDUCATION

In this part we shall exomine: the emergence of the sociology of
education, its institutionol location, ond its characteristic
intellectual paradigms. But ot the scme time we wish to stress
that the sociology of education was = developing tradition of
inquiry, with shifts of emphasis ond method as well as ligits
and continuities. In this internzl history, it is possible to

~ distinguish two main phases, with a shift in the early 1960s. An
awarencss of this shift hos structured our cccount. Though in
both phases the intellectual parzdign was: broadly "functionalist®,
the early functionnlisms toock o classically institutional form,
dealt with problems ct = Ymacro" level, ond drew Zeavily on
quantitive technigues. Latterly, socioleogists drew on n functionalism
of "norms" and "value systams" to explain more microscépic.-or togsl
features of the educational system and its relation to "elassM.
At the sawme tige methods beczne more "qualitative". Ye have sought
to sketch the main external determinztions of this chenge.

|
¥
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But we are a2lso concerned with the relction of the sociology of
education to social democrocy and to Labour Forty policy. At almost
every level, including the actual carecers of individunls ns both
sociologists ond advisers to Labour, the relation was, as we shall
show,, peculiarly close. Ideologically, too, there were both
convergences and shared presuppositions and influences. The Fabion.
tradition, for instznce, wos o comstituent in the actual formation
of the sociclogy of education. Even so, the socioclogists did make
their own specific centribution to the post-war pattern, and it is
this thot persuades us to view the whole constellation Labour Party/
Sociologists of Education as a2 coalition anéd not, simply, as a2 unity.
Sociologists were not simply party cdvisers — the neademic wing of
the party. Often they were further from this role than the inter— »
war Lobour intellectuals. They wers also ccademics of a particular
kind, sppearin: zs the Yexperts" of the region, winning o wider
currency and authority for their work outside the party. Their ideas
ceme to be dominant within the educationzl apparcotus. So far as

the party wos concerned it wos through their work that further
objectives were added to the inheritance of "sccondary schools for
all" and Lobour's post-194k goals yere given precision. although
the fit with Yrevisionism” was very close indeed, the contribmtion



was nonetheless specific.

In what follows we deal first with sociology and the sociologists,
then with their influences within the educational system and on
Labour Party policy.

Developments

The sociolegy of cducatiox hod ifts roois in the 'political arithoetic™

tradition of eopiricist sociclogy, which boéd concerned itself

cirectly with quostions of poverty ard social ineguclity. It was
curing the 1930s, following the estatlishmucnt of a Department of

Socizl Biology ot the London School of Economics, thot systematic

efforts vwere mcde to investignte the part played ©¥ education in
maintaining ond perpetuating the closs structure, znd in promating
social mobility. It was in this cortext tkat the findings of mental
testing, usually cited in support of a selective system,were turned

te an opposite use. In 1935, Gray and Hoshinsky, in their key

article, "ability and Opportunity in English Education®, combined.
psychological anc sociological technigues in a survey of the -relation- a
ship betwecn cbility and atizcinment. They corcluded thot there was g

"large reservoir of unutilised ability" (1936 p. 36L4).

The institutionalisation of this fact-finding project =t the LSE, and
its subsequent development aofte th ¢ 1944 Educction ict, marked the
ovirth of the sacloxugv of ecducation as a legitimate acodemic
discipline. In tecros of the problems that were initially oddressed,
the ecmergent sociclogy of education was greatly influenced by its
antecedents in Fobian sociclism znd its links with government
educational policy: on the ore hand 2 concerm with equzl opportunities,
and on the other = concern with problems generated by the graduzl
tronsition to = peace-time econemy. 1In the case of the latter there
was an imperitive to increase productivity tc rmeet the demands of the
internal econcmy and 2lso to re-establish links with oxternsl
markets. 4t & time of full emrleymeni, the resnonse to these "meeds!
involved two sztrategics: firstly increasing the individual
productiviiy of the labour force, and secondly, efficient utilisation
ef technalogical skills and cevelopments. Cruacizlly, the success

of this strategy wos seen to oe 1arg¢ 7 dependent on increzsing the
supply of highly skilled technoloagists., and in this respect the
education system wos ssen ta be inadeguate. Thus the primary focus
of sociclogiczl resezrch, porticularly thzt sponsored by official
and semi-official governmen® agencies, was upon those handicaps
which prevented a perfect rclationskip beiwecn mecsured ability,
ecducational cpportunity, and performance.

The sociology of education of the Yalsey, Floud and Anderson cra
was directly concerned with the relationship beotween education. the
economy and the sccial system.  4s Floud expresses it, they were
"fascinated by the spectzcle of educzaticnzl institutions struggling
to respond..te the nuw purposes of an acdvonced “ndustrial cconomy" .
(Floud 1961 p. 60). From this perspective - breondly structural
functionaliasm - society is viewved z= o syster ol interrelated parts
each of which performs scmc function for the others zné thus for

the society as a2 whele. So, in these terns,it maokes sensc to talk:
about the ‘'needs” of the ecomcmy, the "functions" of the cducational
system, and so on,

Characteristically demographic in approach, the eociology of education
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attempted to znzlyse the influcncce on educational cottainment of
components such as the child's age and sex, the size of the family,
znd the parents' education ond rezding habits. They identified and
docuacnted the under-representation of working-closs children in
seclective seccondary znd higher educotion; the gap in the attoinments
of children from different socizl bockgrounds; ond the widening of
this gap as children progressed through the education system. As
Holsey and Floud pointed cut: "Widespread social ameliaration since
world Uzr II hos not removed persistent closs inequalities in the
distribution of ability =2nd attainment" (1961 p. 7). An unselected
reserve of cducable tzlent wos being wosted. Thus working-class |
failure in education wos viewed as o wostage of Msoclety's tolent'.

Forallel with this. work were the investigations by other agencies.
intc the validity of the selection mechznism itself, In 1957
resecrch reports from the Notionsl Foundation for Educationzl
Rescarch and the British Psychologicol Associction disputed the
reliability of the cleven-plus as a predictor of educational
-capacity. These findings fuelled growing oiddle-class dissatisfaction
with the selection process and the eleven-plus. Previously, they

had been oble to purchase a secondary cducation, but the cbolition

¢f fees, anéd the operction of the eleven-plus, preyented this.

This pasition was c¢xocerbated by the uneven grommar-school entrance
rntes in different authoritics - voarying from 10% .to 45% of the total
intake.

The impact both of the educational sociologists' findings and of

the general discontent in relation to sclective education was not
confined to the Lebour Party. The myth of "parity" between the
different schools had becn exploded, znd by the early 1960s concern
was agein being expressed nboui the shortage of acientists and
technalogists, a concern which received gdded cmphasis in the light
of Britain's developing cconomic problems. In 1961 the Comservative
Educotion Hinister, Zccles, zsked the Central Advisory Courncil to
report on the “"averagc and below average pupil" (Newsom CAC 19€3).
Vacmillan zlso commissioned z special report on higher education,

to consider how the system could be brought up to date (Robbins
1963). The Nuffield Foundation sponsored the first curriculum
development projects concerning themselves porticularly with science
teaching, and in 1963 the Schools Council on Currieulum. was
gstablished.

Thua, by the early 1560s the nature of the cducationzl debate had
alrendy shifted fundamentally. Sir Edward Boyle, Eccles' successor,
mcde the point:

r

¢  after 1963 it was hardly controversial to say that

" you hod massive cvidence of the number of boys and

girls who were being cllowed to write thenselves

off below their true level of ability. I think

1963 wos o wotershed here, Hewsom and Hobbins both

coming out in that year. It was those reporis that

rezlly cementcd the work that cducationzl sociclogists

had done in previous yecars. (Kegon 1974 p. 91}.

\ ?hefp were however fupther shifts in the early 1960s which provided
a new context for the developing sociclogy of education. The
domipant assumptions underlying the icdeology of affluence were
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systematically attacked on both theoreticel and empirical levels.
The rediscovery of poveriy, growing industrial militancy and the
appearance on the political arena of a series of social proolems,,
previously submerged, contributed to = "rediscovery" of class. .
Within sociology this "rediscovery" focused on the community. !
Whilst it was accepted that working-class material standards had
improved, it was argued that they still constituted distinct social
zroupingzs. Throughcut sociclogy - from the Affluent Worker manographs
to the poverty investigations — =2 re-engagement with the reality of
class was initiated.

¥

ithin the sociology of education this shift was apparent in a move
away from the "macro" concerns. of the orthodoxy, to small-scale
studies of educzbility - a2 move away from the "needs'" of poste
capitalist society to the "definitions! of the local community.

This is epitomised, for example, in the work of Jackson and Marsden
(1966) andé the earlier work of Halsey and Floud (1961). Both
studies are directly concerned with the relationship between working+
class children and the grammar schools, but their methodological '
approaches to the problem are fundamentzlly distinct. Similarly,
this shift in approach and emphasis paralleled a change in the |
structural. position of the sociology of education. Like the oiher
socisl sciences it was expanding with the institutional growth oi
higher education. Specifically,it was increasingly incorporated into
teacher training colleges and university education departments, and
this zlso had significant implications for the nature af the '
Miproblems" to which research was addressed.

Thus. the changing theoretical frameworks and institutionzl basis
maant that by the 1960s investigation no longer fofused on the
materizl handicaps traditionally undcrlying educational inequaliiy.
Research now attempted to identify socizl factors impinging on the
intéllectual developments of inddviduals, and slso explored the
socizl and cultural circumstances affecting working-class pupils'
attainment at a given level of =2bility. The research attitude,

thet is the throretical paradigm employed,had important jmplicdtions
for the way in which clsss was vieved. AS One sociologist put it:

Given the kind of educationil system and the kind

of relationship between school and home which exists
w.. differential educzbility is linked to social class
background. But socizl class is just ;. szhorthand doy
of referring to a complex of factors which correlate
with occupation. It describes the distribution or
jncidence of a phenomenon but does mot explain its
occurence in any causal sense. (Sugarman 1966 p.287).

S0 the task was to explain the occurrence in a meaningful way, once
more sociologists drew on the functionalist paradigm, but less
overtly and crudely, asslimilating the sophistications of the small-—
scmle studies conducted by the social anthropologists.

From this perspective socizl behaviour 1is structured by norms,
enforced by implicit or explicit sanctions which organise, in a
regular and predictable fashion, the social life of individuals

-nd the relationships they enter into. Thus, the analysis focuses

on rules of conduct as mechanisms of socizal control, on the
constellation of rules that govern particuler forms of social grouplng,



23.

for example kinship; and on the effects which these norms have for
the structure of social relationships in given areas of social life.
The "meaningful" fabric which constitutes socizl 1life was therefore
found, not in culture, but in institutions considered as regulative
social relationships. This largely descriptive approach to social
pPhenomenz is given 2 certain dynamic by the use of the concept of
fupction - the ":dequate causal mechanism¥. Institutions are seen
a5 functioning parts of a socizl whole such as the community, which
serve to maintain it in a more or less stable condition. The logic
of the approach then becomes circular, beczuse in so far as these
insiitutions continue to contribute to the maintenznce of the social
system, that is, if the system "works", then they are seen as
functional for it. This approach, by definition, leads to = focus
on_ the mechanisms of control that serve to ensure conformity to the
prescribed normstive order.

In practice this approach leads to = concentration on "normative"
facts ("treat social facts as things") so social structure refers to
relations between actual, empirically given, socizl phenomena.

These relationships are either given in ‘the facts as directly
observed, or arrived at by simple zbstraction from the facts. Thus
social structure, when used in a functiomal analysis, refers. to no
more than the actual organisation of a social system — "you too
could sez it if you took the time".

To give a short example of how this approach is used, and how it
actually obscures that which nceds to be exploined, we can look at
those parts of J. Klein's survey Samples from English Culture,
dealing with education and mental activity. Traditional working-—
class communities, for example the mining community studied by
Henriques et al (1956) zre seen to be inward—locking, with a social
structure based largely on ascribed roles. These workers have
short term rather than long-term goals, they do not discuss these
rationally, and insists om a high degree of conformity. Klein
describes this mental state as "cognitive poverty" — an intellectual
stagnation precipitated by the conformist pressures of this type of
- community.

Apart from the obvious criticism that the level of cducational
experience is not considered in the original study, or by Kleinm, the
implicit suggestion is that "cognitive poveriy" arises inevitably
from the conditions of working-class. life. 4is she makes clear:
i Even the most sympathetic writers onm working-class

£ ways of life remark on what appears as = stubborn

determination not to develop - and not to allow

1 others to develop - attitudes or beBavoir that would

{ make for a richer and more interior life. (1965 p.7)

But this does not explain anything. It gives us z necessarily
determinist picture: 'That's the way workers are in traditional
communities'. The question still to be answered is 'Vhy are they
that way?!

To return to the main argument, the starting point of research was
that schools and education were "good" things. Thus it was assumed

that the factors inhibiting the educatiomal development of the working-

¢lass child were external to the school. So it was necessary to. go
outside the school ond analyse the pupils' social environment. To
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understand their attitudes to education and their behovidcr in the
school it was necessary to understznd the values they reccived from
their homes ond local communities. 4an implieit acceptance of the
present social and economic structure of society led to a simple
comparison of the cultures of those who succeed in school and those
who do not. Thus, to our surprise, we are told that the working-
class have certain deficiences, vis-n-vis their middle-cliss counterparts
=-1in linguistic competencss, in values and so on. Even when the impact
of the school experiences wus excmined, their effect wos seen to reside
in compounding these culturnl daficiences through, for example,
streaming.,

The academic sociology of education developed initizlly as a response

to post-war economic 'problems' os perceived within the apparatus of

the State. It was also shuped by the meritocratic ideclogies present

in the Fabian end of Lobour Party troditions. For sociology this

dual problemztic had important counsequences for its understanding of

the relationship between the cducation system and working-class

children. The initizl demonstration of =zn untapped pool of ability

identified certcin statistical correlations associoted with working-

class failure, but provided no explonatory power. Importantly, closs

was understood not as = dynamic relstionship, but as o number of

variables correlated with income. Thus the search was on for the

adequote causal mechcnism, and in line with developments in sociology
generally, the couse of foilure wos located in the attitudes, values,

and language of the local working-class community. Subseguently,

these findings were articulated more clecrly in theorics obout o J
"culture of poverty" or the "cycle of deprivation". Vorking-class 4
failure in education wzs rrecipitoted by the deficiences in their
cultural and linguistic backgrounds znd, logically, policy should aim
to compensate for these deficiences.

ImEacts

The impact of these findings needs to bc nssessed at two levels: in
relation to policies zabout the internal organisation and cetivities
of the school, and in relction to Labour Party poliecy. In the first
cose it broke the stranglehold of psychology on school organisation
and on progressive teaching methods. 4As 3imon (1974) demonstrates,
the development of intelligence testing and its related sclection
procedures generated the introduction of internal streaging, and
subsequently legitimated the tri-partite system. ESociologists
criticised these practices, by pointing out the unreliability of the
selection mechanisms, then by questioning the whole bosis of
differentication, cnd finally by demopnstroting their Yself-fulfilling®
quality. 5o for J. W. B. Douglos, the selection and streaming reinforced,
end was largely based on, the cultural/moterizl deficiences of the
working=class child (1964).

Secondly, child-cenired tecching had becn zdvocated in government reports
since the 1930s, alongside proposals for classifying children by -
intelligence levels. Both concepts were related to =z psychological
understanding of man as 2 ereature with inncote, determinote copacities.
Intelligence level was, however, pivotal, znd set limits on the
capacities and potentialities thot could be drawn out by a child-
centred zapproach. Thus, intelligence determined structure znd
organisation, snd within these confines 2 child-centred approcch

could be utilised. The compatibility of these views is demonstrated

by the joint appendix to the Fzdow Report (1933) written by Sir Cyril
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Burt, "the father cof intelligence testing™, and Susan Isascs, one of
the most influentizl progressives. Sociology, then, by undermining
the concept of intelligence, removed the theorctical linchpin which
legitimated the organisational siructure, and consequently rcleascd
progressivism as o method from its constircining and determining
influence.

Thus, socioclogists were able to demonstrote that it was the school's
reinforcement of working-clsss deficienciss, rather thon innate
inczpacity, which contributed te working class feilure. Consequently,
the structural znd internzl orgznisation of schooling should be
reorgonised to compensate for these deficiencies, rather than compound
them. The political force of this argumcnt wos augmented by
governmental reports in the later 1550s and early 1960s, which not
only recognised the need for more highly-trained technologistis, but
also argued that 2 higher level of zttainment was necessary for even
those of average ability. They were zble to do this by pointing to
the decrease in absolute number of unskilled jobs and @ rise in the
level of skills demanded. by the occupations which had emerged as a
direct conseguence. of technological developments. Freviously, reports
of this nature, such as the Norwood Report, had presuppcsed 2 belief
in three broad categories of chiléren whose intellectuzal capacity and
phﬁential were largely predetermined. However, by the time of the
Neusom Report we find that this assumption has been undermined and
that;
\ intellectusl talent is.not a fixed quantity with
. which we have to work but a variable that can
‘be modified by social policy and educational
approzches. (1963 p.6.)

That is to say:

The evidence of resecrch inereasingly suggests that
linguistic inadequacy, disadvantage in social and
physical background and peor attainment in school

are closely associzted. Because the forms of speech
which are all they ever require for daily use in
their homes =nd the neighbourhoods in which they live
are restricted, some boys and girls may never acquire
the basic means of learning snd their intellectual
potentisl is therefore masked. {1963 p. 15}

Therefore, the Newsom Report, with its sociological definition of
capacity, is able to arguc that the "average end below average pupils
are sufficiently educable to supply the additionzl talent®, and
thereby meet the needs of the labour market. This was seen to require
pore flexible and *relevant" cducation programmes, the raising of the
school leaving age and the provision of zdequate staffing facilities.

From =n original limited concern with selection and socizl mobility,
attention was now given to cducation as a preparation for life —
particularly ecomomic life. 5o the theorctical position developing
within sociology was mediated by government reports zond translated
into policy for the schools.

In looking at the impact of the educationzl sociologists on Labour
Pzrty policy, it is important to recognise the implications of the
sociologists' structural position. We have already identified: the
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link between Fabicnism and the work of the LSE, and it is widely
zclknowledged that most orthodox educational sociologists had some degree
of commitment tc comprehensive reform and the Labour Party. However,
the relationship differs significantly from that of the pre-¥ar Lzhour
intellectuals whose work was organically connected both theoretically
and practically, to the politics of the Labour movement. Indeed, this
point is recognised by Crosland when he argues:

Educationzl research, in any case a very new toel,
can give new facts, illumirate the range of choice,
show how better to zchieve = given otjective, but

it cznnot say what the objective ought to be. For
this must depend ... on judgements which hove a
fﬂlﬂﬂ.gﬂﬂpcﬂent and socizl dimension. (Crosland 1974
p- 207 :

The emergence of a specialist, academic sociology of educztiom,

carried with it commitments Lo objectiwve procfessional work, implying

o definite division between institutional research and political
activity. The conscquences of this for the work produced are
significant. Importcntly, by working within on institutionally and
professionally delimited field of knowledge, which specifies key
problems =nd approoches, the work is distonced from the direct
political/moral/philosophical discussions which chnracterised the work
of peaple like Tawney ané Webb. Furthermore, the technicol concerns '
and profcssional expertise required by writing within sociology, the
need for ar "objective" and foir treotment of the materizl ond subject,
gecnerates political ambiguities, but -t the scme time goins legitimocy
s being "secientifie'.

Labhour's allinnce with the sociology of educotion in the post-war
period - its use of the techriezl expertise aond the findings - directly
influenced the direction ard implementation of its cducationnl policy.
Kogon, in his interviews with Crosland ond Boyle (Kogen 197L), points
to the growth of a ncw educxtional establishment’ in the lote 19505 and
19605 made up of social scientists and the like, drowing on the work

of professional experts such as Vaizey and Halsey. Furthermore, this
process was accelerzted with Labour's return to office. Crosland tells
how, when in office, he effectively exploited the idcas of sociologists
like Holsey anéd Burgess and constituted an informzl consultative body
mzde up of similar “experts" such a2s Young znd Donnison. Indeed,
Crosland attributes the successful undermining of the eleven-plus to
such"experts™:

It wasn't the Deportment, in fact, that cracked the
Eleven Plus doctrine, but it was moinly such outsiders
as Voizey, Floud, Halsey and the rest. (Kogan 1974 p. 186)

hore importantly, the framework of assumptions within which the
sociologists worked was compatible with, and complemented, Labour's
post-war revisionism. Both accepted the framework of Welfore State %
copitalise and its hierarchical occupational structure, which was i

seen, somehow, to reflect directly the techmiczl requirements pf the
production process. Having accepted. this strotification as given, -

the question posed for political policy is zccess to positioné in jghe
Fierarchy. Equality of opportunity, in this perspective, is undcrstood

as equalising chunces in the lottery of job allocction. But; now/the

basis of differentiation in education, the IQ test, has becy underminec

and shown to be largely a function of the environment. Therefore
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education tckes on o new role: we must 2llow, as Crosland says,
"the beneficizl influence of ecducation to, compenszte for the
deficiences of upbrirging ond ecarly circumstance" (Crosland 1974 p.199).
1
From these cssumptions flows the orgument for comprehensive and other
policy imitiaztives. If we consider Crosland's major speech in 1966
on the necessity for comprehensives, we find thot he argues thct
the resecrch of the socioclogy of cduczction, znd the government reports,
prove that working-class children, for vorious reasons, are unable
to exploit their educztionzl opportunities effectively. Therefore,
policy must necessarily be zimed =t ameliorzting those fcctors
inhibiting the "equal" chances of ths werking—class child. Yet the
cbolition of fees ond the provision of "secondary education for all"
have nat, as cducationzl socioclogists have conclusively and
Mgcientifieplly" demonstroted, improved the relationship between
working-class obility and zttainment. Research hos a2lso demonsirated
that the eleven—plus is unrelicble s = predictor of capacity, and
furthermore, that the tri-partitc division in education perpctuates
anachronistic claoss privilcege® and divisions which are no longer
relevant to a modern post-industrial society. Finally, the dcmands
of the ccomomy in terms of the average level of skill required
necessitate the provieion of 2 wmore effective, and cfficient,
education for the "averzge and below average ability" pupil. Thus,
he concludes that the tri-partite system is "educaztionzlly and
socially unjust, inefficient, wastcful and divisive." (Crosland
1974 p.165).

These arguments and assumptioas, widely held in the Labour Party,
represent and epitomisc a2 shift in the way Isbour understands
inequality and sccisl ch=nge. From the pre-war emphasis-on wide-—
scale redistributive policices, we now have an emphasis on &
technical/organisational problem in a relatively discrete social
policy area. This fracturing cheracterised Labour's responsc to the
isgeial problemsY confronting the politiczl system. . These discrete
areas rcflceted, and in part gencrated, the intellectual fieclds
occupied by orgarnised professional interests. Within sociology, for
example, the voarious sub—disciplinces relating to socicl policy
worked withio intellectuzl ficlds which specified gquite narrow
empirical problems. Working with specific methodeologies and
addressing particular "tcchanical" problems, evidence and recommendations
were advanced, "objectivelyY, to inform the process of political
decision-making. Thus, the “"problem" of poverty was divorced from
that of ownership, the "problem®™ of working-class educability was
divorced from that of real, ongoing,class relationships, and s0 on.

The sociology of education not only provided the "legitimate!
rationale for lawour's compre hensive programme, but zlso, crucialiy,
helped to generate the political consensus on educztion

characteristic of the 1960s. In recponding to the economic, political,
and soccial "problems” of the period, the characteristic assumptions
and palliatives of the ideclogicel alliancc precipitated the era of
educational expznsion

TEACHZRS AND TEACHER PROFESSIONALISH

Before attempting to locate the specific contribution of teachers

to the ideological cozlition we are describing, we feel it is
necessary to say something about their class locztion. .apart from rejocting
the simplistic thesis that class is a fzmilial characteristic
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passed on from one generation to another, we would alsc argue
against the thesis that teachers? because they are wage-earners,
are unambiguously members of the working-class. (Tecachers' actio.
Caollective 1975). Whilst it may be useful to see them, alongside
the family, as playing a crucial role in the production of labour—
power, in the production of wvalue which lzter appears or the
market, we would argue that it is an error them to assume a direct
correspondence between the school ard the factory. Fundamentally,
the school is not & factory, choracterised by the appropriation of
surplus value and by capitalist relotions in the classical sense,
and furthermore teachers are not proletarians, they are "unproductive"
l:bourers.

Similarly, the reduction of teachers to the unambiguous status of
“yorkcrs" neglects the particular determinations of what Poulantzas
(1975) describes as the political and ideolegical levels. Centrally,
the whole tendency of teacher organisation has been to define
themselves as professionals, cxperts, and so on; to reinforce the
fact that in tcrms of the work they do they are firmly distinguished
from manual labour. Their class locction is not simply given by
their economic position as wage carmers, but is also dcfined both
ideologically and politically, and their place on the mental-

manual lzbour divide in this context is crucizl. Thus, it 1s oo
error to characterise "professionalism" &s o "yrongheaded and
subjective term which is used to place teachers into a classless
limbo" (Lown 1975). BRather, teachers and their organisations hove
emphasised (with fatzl continuity) their professionzl status, the
mental-menual lobour divide, their distance from porentdom, ond so
on, so that teaching hos been ideologically constructcd to cmphosise
differences from the working-closs.

The ideology of professionalism hos been used by the teaching
arganisctions to either defend their middle-closs stotus, or to
assimilate themselves into that class. Tropped betwecen the
developing power of monopoly capitzal and the advonces df the
working-class, professicnolism can be understood o5 o petit-
bourgeois strategy for ~dvancing and defending =2 relotively
privilcged position. For thc tezochers it hos manifested itself
as an occupationzl strategy zimed 2t crecting o unified and self—
governing prefession.

Reviewing the achievemenis of the NUT in its centenary year, £ir
Ronald Gould, the retiring Genercl Secretary, felt =blc to comment
that with two cxceptions the originzl aims of the union hod been
lorgely met. The exceptions he noted were the failure to sccure
adequate salaries for 213 members, a5 well as the frilure to secure
control over entry to the profession cnd over teacher registraticn.
One of tHe zims which he assumed as being long sccured, & pre-
requisite for the pursuit of the others, was the right of teachers

to be free from "obnoxious interference’. In the light of recent i
eventa, Callaghsn's speech in particular, Gould's nssumption scems ”
unwarranted. The Callaghan speech signzls o direct confropmtation

with the practice of teachers os wzll os o challenge to the

autonomy which they exercise 1in the control over their own affairs,
both inside ond outside the clussroom. Though this confrontation

hos been experienced differently by the voarious sectioms of the
teaching force, their responscs have operzted on onc basc-level
assumption. This assumption, comman to the different teaching
orzznisations, is that of the professional nature of teaching -
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albeit unrccognised in zny formal structure - as o counter to
suggestions of ocutside interference or direction.

]

Professionalism znd Educcotional Reform

The struggle for profcssional stotus hos chorceterised the teaching
organisations since their emergence as o force on the rolitical
landscape during the educationzl debates of the late nineteenth
century. Their initial intg¢rventions in the debate on the Revised
Code were dismisscd, charzgristically, by Pobert Lowe, in the
following terms: “teachers depiring to criticise the Code were os
impertincnt os chickens wishing to decide the kind of sauce in

vhich they would be served" (Coctes 1972 p.8). This cynical response
emphasised the lock of status ond effective nower of the Natiomal
Union of Elementary Teachers. Its very title reflected the internal
divisions among teachers. Separate orgonisations represented teachers
in the private and secondary schools, znd in their case there wo

a real determinotion to defend their staius and relctive privilege
cgainst the expanding body of elementory school teachers. Furthermore,
within the ranks of thc clemerntary teachers scctionclism was rife.

The division between certificd and unguclified tcachers produced, not
only twe distinct orgunisctions, but continunl conflict over "dilution™
issues. Even when this was resolwved by the NUT's ccceptance of
uncertificd meombers, the issue of equcnl pay for women precipitated
cnother split with the formatian of the Notional Associntion of
Zchoolmosters,

Out of this zlignment ond re-alignment of foreces = relotively cchepent
policy on professionclism cmerged. For the elemintary teachers the
naotion of professionzl self-government, with tecacher control over
professional standards ond o register ¢f qualified teachers, wos seen
a8 2 means of cquelising conditions within teaching and thereby
raising the status of the clementary sectors. Thus the aim of a
single profcssion and the unificctionm of the schools into one system
was central to the development of their occupztional strotegy.

While the grommar-cchool teachers argucd for keeping the primary and
secondary system distinct, clementary teazchers and those in the
higher grode schools celled for the integration of the two, with the
right of autonmatic transfer from one staoge to cnother as a means of
extending overall cducztional provision. It was in this eflucational
context thai the first czlls for "“cgquality of opportunity"” were hecrd
fron outside — the TUC making such u c2ll as early as 1897, demending
that sccondary education be ploaced within the recch of every worker's
child. '

The co-existence of thesec demands, one articulated from within the
cducation system by thc unicans =2nd the other politieally expressed

by the Lobour Party, was o key fecture of educcational politics in- the
inter-war period. But wheress the L.ubour Farty's educationzl policy
was part of = broodsr social and political strategy, of which
educction was zon integral and ioportant part, the unions' policy was
essenticlly =n educationzl one with its own discrete rationale.

The major practical zim of the teachers!’ organisations and the Labour
Perty during this period was the cxpansion of secondary education,
with the “ultimatc" objective of “"secondory education for 2l11". The
contentious area wos the nature of the provision to be implencnted
by the proposed cxponsion. “he tezching organisations brondly
supported "multidaterzl” or Y"'multi-bins' proposals, where one school
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could cater for a whole ronge of abilities i same building or
on the same site, albeit internally divided into scodemic and non—
acadenmic sections. The Assistant Masters' Asseociation expressed
support for this scheme cs early cs 1925, and the NUT was similarly

in fovour. The "malti-bias"™ proposals, as well os rotentially
offerang the equulisction of working conditions, also offered the
possibility of extended job opportunities for women, hence the support
of groups like the nssociation of ..ssistznt MHistresses. Similarly,
the division bectween the Higher Grade schools and the secondaries
could a2lsc be overcome with the implementation of o system of

“common schocls"; thus within the NUT the tezchers in the Higher

Grzde Schools were particularly vociferous in their support for the
proposals.

It is imporitant not to excggerate the distinction between professional
and political interests. Indeed, onc of the chnrzcteristics of these
years was the general drift of teachers towards eleciorzl support for
Labour — underpinned by the party's copposition to cuts and economics,
«nd 'by its commitment tc reform the education system. This trend,
particularly in the early 1920s, provoked consterncotion in

Government circles, and alarm amecngst Conservotive teachers.

Speaking of this drift, one e¢x-RUT President wos moved to argue

that there "will be = danger not only to the tezcher themselves but

to the State generzlly" (Simon 1974 p.120). This concern with the
political orientction of teachers as - group prompted, cmong other
things, Specizl Branch surveillance of the activities of the

Teachers' Labour League. 4 group of Tory [iPs even tabled = "“Seditious
Teachings Bill"directed at preventing the diffusion of anarchistie
ideas among the young, on pain of imprisonment.

Within the Labour Farty it was only the Teachers' Lebour Leigue
which consistently raised the “content" of education 25 o matter for
political debate. Their ‘'proscription™ by the party in 1927
signalled Labour's evacuation of that arca. For the party, there—
fore, the intermediate level between the scole of provision and

whal went on in the classroom, nancly the level of the curriculun,
remained uncontested. The subsequently re-constitutcd tecchers®
_interest group, the Nationcl Association of Labour Teachers!
concentrated almost exclusively cn the orgeniscticnal form thcot
"secondary education for =117 should tcke.

While the teachers' union stressed the educationzl znd professional
benefits of multi-lateralism, the NALT, as the main specrhead of
Labour's cducationcl pelicy, woe eager to pursue the “conmon school"™
as a means of mitigating the divisive soecial cffects of the
existing system. However, in implementing the 1944 Ecducation act
the new Loabour Minister of Education did so on thc basis of the
Horwood Eeport (1943),whick had rccommended the tri-partite system.
Controversy raged - on the one hand the Minister emphasised the
"parity" of the separate schools, that is their financial and
organisational equality, and on the other hand, successive NALT
Conference resolutions were passed rejecting the tri-partite system
and calling for the ropid development of comprehensive schemes. The
end result was that during Leobourfs period of office only thirteen.
comprchensives werc estoblished, with cight more gronted to the LCC
on an interim basis., -

a

It was during the period of opposition in the 1950s thgﬁ«ﬁﬁe thnur_
Party became firmly comnmitted to comprehensivisction ¢nd the abolition
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of the eleve--plus. Those revisionist chenges in the puarty, and the
findings of the educational secciologists and psychologists,
discussed above, saw the Yright" and "centre" of the party, under
Gaitskell, unite around the call for comprehensivisstion.

However, while it is obvious that NaLT teachers cnjoyed membership

of the NUT it is clear thzat the over-riding rationcle employed by the
teachers' organisations in support of "secondary education for all®,
was of securing equaliged conditions, as well as furthering their
longer~term professional cnd cducctional aims.

Teacher Autonomy and Progressivism

In this section we wish to exzmine those longer-terc professionzl
and educational zims which occupied 2 central place in the teachers'
support for education reform. Crucially, we want to look at the
development of teacher cutonomy over, znd control of, the curriculum.
The demand for professional status was clesely related to the
struggle for zutonomy. More importontly, it was the teachers!
control of this arca, coupled with the development of "relevance" and
"progressivism", which providcd the missing centre of social
democratic policies in the 1960s, that is, the content of the
curriculun. Fowever, it is important not only to analyse these
developments a2t the policy level, but clso to consider the immediate
school context in which they opercte.

Conirol of the secondary school curriculum was relinquished by the
Boord of Education im 1917, when cffective control passcd bo the
cxamination boards. These institutions ensured that the sccondary
school curriculum wzs approprizte for university preparation and,
since the boords determined syllabuses their control might have

becen indireet but it was absolutely cffective. Likewise in the
clementary schools, the concern was, after 1907, not only to imstil
good conduct and discipline but more spccifically to win the

moximum number of "free" places ot the grammor school, which was now
required to offer a quarter of its places, free, to children from the
public elcmentary schools.

The winning of free places as a primary concern of elementary

schools led to the internal organisation of the school being
subordinated to this zcim. In this respect streaming representcd the
vpragmatic™ solution, though the increcsing numbers of children
qualifying for scarce places resulted in the introduction of more
sophisticated selection mechonisms, particularly intelligcnce

testing. Thus, whilst in the inter-war years no "formol" prescriptions
existed nbout whot had te be tought, a very real set of determinations
cperated on the tcuching situation through the elementary and
secondary stages. The public recognitior of teacher Yautonony" in
this respcet came from Lord Perey in 1927:

If government, whether local or national, began to
prescribe to the teacher a certain methed of teaching,
or cven zttempt to influénce such matters, we run

the risk of all those evils that we have seen in
various forms, both in the Prussia of the post and

in the Russiaz of today. (Bernbaum 1967 p.90)

"Seeret Gorden', into which politicians entered at their peril,

The curriculum was to remain, in Sir Williom File's words, a

]
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since any incursion could be representcd os totazlitarian in nature
and intent.

For tezchers, in the inter-wor period, onc of the main sources of
gissatisfaction with the "educotionzl" proctices of the unreformed
system was the concern to sccure greater frecdom within the
curriculur. The all-pervasive influcnce of the cxamination boards,
and the effects on the elementary ond seccondery schools of streaming
and selection, provided ready arguments for z move towards
institutional orrangements whereby the direction of the cxcmination
boords could be circumvented. Furthermore, in those arecs of the
schools least affected by the externol determinations - the lower
streams of the elementary schools - cxperimental curricular reforms
demonstrated the viazbility of alternative modes of teaching. is
the teaching force expanded, pupil-teacher ratios decreased.
Coupled with the introduction of "progressive" methods, via the
training colleges and the Inspectorate, the elementary school
curriculum began to develop in 2o child-cenired, inguiry - based
direction. However, this movement wos not universal; reports as
recent as Plowden (1967) still called on teachers to 2dopt such

an approach., The pressures to enter more znd more pupils for the
selection exams, and the demand for more educational guslifications,
inkibited the spread of these methods.

Thus, within the cducation system the struggle for comprehensivisction
was one directed not only at the formal organisation of schooling,
but zlso at the external control exercised over the curriculum

both by the selection procedires, and by the cxamin-mtion bozrds.

The WOT, for example, cazlled in 1946 for the abolitiom of external
examinctions. In the post-wor periecd the proliferation of
cxternal examining bodies intensified the problem and it wag not
until the Beloe.Report in 1960 that the teachers gained control of
their own exsmination system - the CSE. This was followed by
another success in 1963 when, after ccnsiderable controversy and
argument, the teachers gained control of the Schools Council om
Examinations ond Curriculum. This Council, zos cne of its working
papers makes clecr, hos no direct power to influence the curriculum:

The Council's intention in all its development work

is not fo impose o new curriculum, but to reinforce

the freedom of the bead in moking his own decisions

by extending the range of courses and materials from
which he can choose. (5chools Council 1971 p. 5).

So, whilst the Council is concerned to promote and initicte
curriculum developments, its constitution z=nd position act to
reinforce ond enhance teacher autonomy in the classroom.

These developments in the education infrastructure were paralleled

by the organisational changes promoted ut the policy and political

levels. Particularly in the 1560s, the introduction of ' @ .
conprehensivisation and other reforms copened up areas and spaces

within the schools requiring z new content, and it was this areo

which the teachers controlled.

However, this '"control" is not an abstroct gquality, but o freedom
which opercates in a specific context - the school. QObviously,
activity within the school is structured by powerful external
doterminonts, but it clso contains within it socizl znd culturcal
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Processcs of considerable corplexity. One of the most important
of these is the charsectcristic rcsistance of ¢ large number of

working-class children tc the overt aims of scinocling. (Hargreaves
1567, Lacey 1970, Willis 1977, Hammersley 1976). This resistance
cznnot be simply explained by the working-class "deficiency® model,

which assumes that if the child f-ils or succeeds, then it is
something external to him which is responsible - be it cultural
values from the home and the community or z simple structural
determinaticn, such as status cchievement or deprivation. Ewen

where research is carried out in the school, it is the institutionmal

practices of streoming, for exzmple, which are seen as wholly
responsible for his success or foilure. Horgreaves (1967), for

excmple, argues thet the pecer group reinforces znd is predicted on

failure. Failure, and the concomitant rejection of the schoocl's

valucs, provides the organisztionnl focus of the group, status ip

the group being accorded with the degree of rejection. The ;
implicction being, seemingly, thot there wos some eriginal "fall;
from grace'. :

Within these fremeworks, nor understanding carn be developed of the

ways in which these children crezte a culture in responsc to the
institutional practices and organisation of the school. an
analysis which reduces this culture to inheritcd values or a
simplistic acceptance or inversion of the "officizl" ' message of
the school basically rejccts the role and nature of subjective
cxperience.

Fundamentally, the zctions of the pupils in the school must be
viewed 2s intentionm=l, logiczl and geared to doing or getting
things done. In this scnse, subjective cxperience provides znd
informs the azetive, day-to-day process of the creation of
frameworks of mezning, which, in ‘the cose of the "anti-school"
culture, under-mine the teachers! cxpectations znd the school's
objectives, and provides the pupils with sttitudes, practices
and evzluztions whercby they moke scnse of their own situations.

Similarly, it would be dcngerous to see the "achievers" as simple

vasuums for tke overt messages of the schoel. Here too, though

wvith important differences, cultural meanings are crected through

subjective cxperience. The school's objects znd the teocchers!
expectations achieve a particular resonance, but in many areas,

cmbivalence znd even oppositisn are generated. The configurction

- of peer groups in the socinl lzndscape of the school provides
meanings and zoffilistions of considerable complexity.

Apart from this overlapping and socinl interpenétration amongst the

pupils themselves, it must be remembercd that the home,
neighbourhood, class, etc., provides = reservoir of accumuloted

meanings and cultural practiccs which -~re used, chonged and appropriated

by the children in creating their own practices and Eeonings, to
come to terms with and, in certain cases, subvert, the official
organisation and ideology of the school. In this sense the
cultures of the pupils' soci=zl groups can be scen to drow upon,
and be situcted within, the wider context of working-class
culture.

It would be wronz to suggest thot these children hove total

autonomy and freedom in developing their cultural responses to the
schools. The process of cultural response occurs strictly on the

terms and parameters delimited by the structure - 'It is a'stony

_. e "

e L
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desert', which they have to make hzbitcble by their own efforts'.
Thus, =& hidden curriculum comes into play - oither people orgonise
their life, they are streamed by 'ability', it is legitimate for
tecchers to make demands on them and sd on. FParadoxiecally, the
creaticn of meaningful fromevorks, within these parcmeters, implies
an. accommodation to these forces. It submerges the poteatizl
oppositional stance of cultural responses — not inevitably, but
practically.

(==

Agnin, aos Poul Willis hos attempted to demonstrate in his study of
working—-class adolescents: "it is not so much thet the creatiomn of

subjective meanings znd its related actions reproduce the exisiing

social relations of production, =0 much as that in their outcomes

these things mointain - indeed zore - the fobric of the present

structure" (Willis 1976 p.8). Thus, the"success" of the "habitation"

crezted by the onti-gsthecol culture, the informzl group culture, -
leads into and prepsres the way for the culture of the shop—floor.

These processes - manifestations of class strugszle at the level of
the classroom - are "hidden" to the educctiomal policy makers.

They are unable to conceptualise elass =5 & relationship, rather it
is a2 complex of voriables which impinge on the school from outside.
The policy thrust is to accomomodde the variables, through resource-
based learning, = relevant curriculum, school assessment schemes,
remedizl deportments znd so on. Thus creas are opened up within
the school which can be colonised and invested with mecaning. The
"zchievers", however, must tread the line betwecn the arid
instrumentclism of commitmant to exams, aond the pull towsrds, and
partizol adoption of, culturzl meanings visible on the social
landscape. It would be too simplistic to infer that these were

the only cultural options, but what we woant to indicote are the
unintended conscgquences of reform - their use and appropriation

by the pupils. That i=s to scy, while the schools reproduce the
social relations of production, "behind their backs", they also
reproduce historically specific forms of resistznce.

t is withir this schocl context thot the policy prescriptions
cutlined in govarnmeht reports, Schools' Council documents, and so
on, have to be tranalzsted, wvizs the teachers, into actual classroom
practices In this context, there have been three basic developments
feeding into the curricular work of the school — the science
curriculum work of the early 1960s, the prescriptions zbout "relevant"
Wworking-clzss cducation outlimed in_government reports, and the
curriculum work of the Schools Council. However, the relationship
between the curriculum projects and proposals generczted by
"researchers" ond their reception in wctual classroom practice is
complex.

This curriculum work has been freamed within certzin cssumptions about
the tecchers' pedogogic stcnce and relctionship with his pupils.
Importontly, this work has becen designed for use in a "child- *
centred" aporoach, where the older, trocditional mode of educstion

as the performance of hard lobour has been replaced by a "community
of intcrest"™ beiween teacher and tought. These pedagogic

assunptions soy morc about the distonce frc . the school of the
researchers, than they do about the actuzl clossroom situation.

Progressivism as on idcology has =z history distinct from the more
utilitarian concerns of professionalism. Its roots in romanticism
can be traced back to the Rousscou of Emile , or even further.
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However, its articulotion as a pedagogic style and approach is much
more firmly rooted in the period of compulsory State education. Its
initizal reception and development in the educatiomal infrastructure
duridg the 1930s was constrained and chonnelled via its subordination
to the centrzl concept of intelligence. Iis prescriptions, and its
ccceptance in the iraining colleges, partly fuelled the teachers!
demcnds for zutonomy in the classroom. 3iWithout that autonomy, the
flexibility demanded by this approach wos sharply limited by the
external determinants on class-room proctice and organisation.

In the post-wor period, with the zttock on the concept of intelligence
and the divisive siructures of scheool organisation, progressivisn was
increasingly presented, vic the training colleges, the "specialists",
and so0 on; 2s the desirable mode of teachimg., Indeed, government
reports recognised and zargued that the external determinants were
preventing the more widespread gdopticn of these methods. Crowther
made the point in 1959:

the most promising part of the educationcd system

for experiments in new methecds of teaching relatively
difficult things will be in the middle strecms of

the modern schools - but conly if they are left free
from the cramping effects of o large-scale external
examination. (1959 p.94)

hus, the policy arguments zbout the forms of secondary education
were informed by zn implicit cssumption cbout the new modes of
teaching this changed orgonisction would require. This aspect,
however, wcs separcted off &s a professional concern, and was only
developed znd extended by the research and training industry which
emerged in the wake of institutional reforms. This aporoach, which
acguired its own hegemony in the regions of the trzining colleges
and research institutions, particularly in the 1560s, corresponded
with the recl power ond spoce of teacher autonomy and was directly
relzted to the relztively spontaneous ideology of romanticism,
common to students znd teachers.

Bowever, if we loock in porticulzr at the work of the Schools Council,
the major institution in this field, we find complex medistions
between the findings of research and their implementation in the
classroom. The first point to note is the distance of research from
the classroom. If we look at the document Projects, issued in

June 1971, we find thot of the 111 projects discussed 76 were
situocted in universities, 11 in colleges of education, and two in
schools. Furthermore, o5 Jenkins and Shipmen point out:

The Schools Couneil lacks the infrostructure, the zdvisory
staff, and the loczl support to go far beyond

projects that develop ideas, methods and msterials ...

ané leave behind publicztions gnd evoluctions.

The conseguent toke up remains largely in the hands

of the teachers themselves. (1976 p.53)

This position is reinforced by the centrzl principle enshrined

in the Schools Council, via the voting power of the teaching
unicns, of teacher zutonomy - its proposcls have to be designed

cn a voluntaristic basis. The contradietions in this stance kave
been outlined by K. F. D. Young (1972), who points out that whilst
it is legitimate for the unions to hnve @ peolicy on exams, they
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would be infringins autonomy if policy decisions were made on the
curriculum of the school., This individualistic notion of autonomy
turns out,in practice, z2s the right not to Jo something. Curriculun
developments are received, and thern rejected or uccepted. This
involves the teacher responding, not initiating. So for example,
faced with RSL4 pupils, he must choose between resource-based
learning, integrcted studies, and so cn. Yet the choice is made
within the parameters of the particular projecis, and the parameters
of his, =2nd hris pupils', past experience.

The levels between the research bodies and the school are occupied

by = complicated web of institutions — from the local Yadviscrs"” to
the tezachers' centres; from the subject bodies' publications to the
local examining board committees. ZEven within the school, complex
hierarchies opcrate; from the curriculunm innovations cf the Deputy
Head, to the innovations of the remedial teacher. It is within this
context that we have to see the practice of progressivism, which

may be far removed from the theoretically coherent cccounts developed

in the original research.

at this peoint it is importcnt to stress the distinction between
"progressivism" and "professionalism”, neither of which is simply
reducible to the other, even though they share rooits in petit-
bourgeois ideology. PFProfessionnlism, as such, is not concerned

with the method or content of teaching ver se, its central concern
is with the economic status of teachers. Sinilarly, progrcssivisn

is an educatiopnal and ideoclogical apprcach to the techrical and
pedagogical . problems of teaching which is not concerned with the
occupationnl position and stotus of the teacher as such. Both
ideologies, as they are expressed in the educationzl apparatus, have
institutional supports and generators - in the training colleges,

in the unions, in the research institutes, and sco on. It 1is

through these bhodies that they exert 2 powerful influence on the
conduct of teachers and on what happens in the classroom. At the
same time, it is important to mote the disjunction between the level
of practice and jideology. The incorporation of progressivism into
classroom practice, as an zpproach and a method of control, takes
pnlace within the determinonts of the class stroggle in the elassroon.

e have argued that the occupational strategy of the teachers!
orgzornisations wae implicitly tied up with the roationalisation and
egualisation of the educational system. Furthermore, we have argued
that around this assertion of professionalism - institutionally
supported by a separcte form of education - has been constructed o
teachers' educational policy and ideoclogies. Inportantly, the
struggle for autonomy has been closely linked with the development
of the ideology of progressivism. Thus, the teazchers' zbility to
respond to the "mneeds" of their pupnils was enhanced by their controld
over their own exons ond the currieulum. This flexibility,

though more apparent than recl, has had important consequences for
the internzl development of the schools. While it was possible for
the Labcur Party to avoid the question of content, the teachers

were obliged toc translate policy prescriptions into actucl class-
room practice.

EDUCATIUNAL EXPANSION IN THE 1960s

In the preceding discussion we have tried to identify certoin key
elenents aond institutions which, both ideologiczlly and meterially,
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legitimated the educational expansion znd "consensus" of the 1960s.
Crucizlly, the convergence between these eslements, both institutionally
and politiecally, provided = framework of basic assumptions within
which educational "problems" were understood and-pelicy prescriptions
formulated. The political dominance of this ramework woas assured
with Lobour's return to office in 1964. 1In this scction, via a
brief outline of Labour's policies, we want to extrzct the
fundomental assumptions underlying those policies znd subsegquently,
by looking ot o Kéy text, to see how those assumptions were articulated
or submerged within the ideology.

On return to power Labour was committed tc the abolition of the eleven-
plus; the introduction of comprenensive reorganisation; the

expansion of further ond higher education; o messive inecrease in
teacher training to reduce class size to 30; and the raising of the
school leaving age. This wes the "new" Labour dedicated to the
eradictipn of the zarchaic hangovers which frustrated Britain's
technological developmcnt. The new Eovernment was there to lead, and
to protect and advance the nationsl interest. Nowhere wos this more
gvident than in education; it introduced sweepling reforms znd
&mbarkcd on massive cxpansion plans. For the first time expenditure
on education was to outstrip that on defence. Labour's commitment

te make British capitzlism work, =znd its meritocratic impulse, had
increasingly identified educzticn =5 the lever for social chonge,

a5 cgainst the redistribtutive policies of the Pre-war period

The 1960s was also characterised by educational consensus, as well
2s expansion. fipart from its general acceptonce of the meritocratic
&rgument, the Tory Borty's policy on comprehensive education
changed dramatically. Censervotive spokesmen ot both notioncl and
local levels increasingly recognised that the principle of early
selection was no longer vicble, educctionally or electorally. A
grudging acceptance of the "good® comprehensive school crept into
their speeches in the early 19605, and by 1967 the appronch of the
1958 White Pcper Sccondary Education for All: A How Drive which had
aimed ot the vigorous developmcnt of secondory modern schools
towards "parity of esteem" witk grommar schools became Ecoth's "it
has never been o Conservotive principle th:t in order to achieve
(selection or grouping by ability) children have to be segregated in
different institutions" (Jenkins 1973 Pa 131).

The parties etill disagreed over the Pace and details of

comprehensive reorganisztion, particularly in its effects on the stzatus
of independent ancd direct-grant grammar schools, but on most
educational issues therc uas consensus. Even in 1570, a year after
the publiczticn of the first Black FPaper, both Manifectos were
fundamentally sinmilar - nore resources for nursery ond primary
education, raising the school leaving age to sixteen, cxpansion of
further and higher education; - the only difference was Labour's
commititent to legislate for compulsory comprehensive reorganisation
and the Conservative Pledge that local asuthorities would have the
right to determine their own form of sccondary schooling.

In summarising the practical policies of the Lobour Party in powver

during the 19605 we can note that it postponed RSLA until 1972.

It endorsed the Robbins Peport (1963) and transformed the Yolleges

of advanced Technology into universities. It issued a Fhite Paper

in 1966 establishing:thesbinary system in higher education, wherehy
universities retained their independence znd other sectors remained
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under the control of LEA's. Similerly, it created the new
pPolytechnics znd the “ouncil for Hational Academic Awards, and
expanded teacher training. as regerds comprehensivésation it issued
Circular 10/65, which initiated the phase of reorganisation, and

set up inquiries into the status of public and direct-grant gramuar
Schools.. When Labour came to power there were 189 comprehensives

in 39 zuthorities. By the time it was defeated in 1970 the number
of comprehensives had risen to 1,300 educating 35% of children
(though some existed alongside selective schools).

Finally, the development of vre-school cducction wasg encouraged,
particularly after the publication of the Plowden Report in 1967.
This Report zlso had loplications for the schools, through its
endorsement of progressive teaching methods znd its suggested policy
of positive discriminution. Its basic idea, the Educational Priority
Area, indicatcd that policy should intervene in social inegualities.
It designated arezs wherc positive discrimination, in the form of
better school facilities, more teachers, greater rcsources, etc.,
should be implementcd. The Government responded with a S76m.
programme.,

The policies pursued by Labour in office can be seer a2s 2 response

to certain "problems" impinging on the ecducationzl apparatus.

Their status as "problems” is delivered by their effects on the
"national interest". That is to szy, there is an economic problen
abgut the manpower requirenents of the cconomy, and at the same

time, = polidical and social problem about equal opportunitiecs

‘afd the "realisation of individual potentialities”. These problens
7&& articulated =2s = concern with working-class failure in educatica.

[Centrally, this "failure™ is scen as socially determined - by the

/Vcycle of deprivation" or the "culture ef poverty" - znd is
considered amenable to social policy ond cducstional approaches.
Underpinring this assulption is a view of class which sees it =2s a
combination of cultural and material deficiences - the response
is to compersate for the Ceficiences, via the schools and social
policy. However, the present esducationszl structure is seen as
irrelevant and in certain instances damaging - through streaming,
selection, etc., - so it must be moderniZcd, botk in termes of
relevancy and organisation, Crucially, the response to working-
class failure is to change the structure of educztior znd to
provide more of it.

Thus, if working-class failure in cducation can be overcooe
through nmore resources, better teachers, z relevant curriculum, etc.,
and if at the same time a more. educated labour force is a crucianl
determinant of our economic success, it is not only logical to call
for more "investment! in cducation, but that redirection of
resources becomes a moral znd econonic imperative., This logical
Process is underpinned by a view of educction -~s self-evidently
a “good" thing, 2 view which constontly displays itself as naive
cptimiss:
/" The Government believe that better edueatioral
J provision car by compensating for the effects
" of social deprivation and the depressing physiczl
environment in which mony children grow up, uzke
an important contribution to over-coning family
povertiy. Detiter education is the Ecy to inproved
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coployment opportunities for young pcople in these
districts ond to cnabling them to cope with the social
stresses of 2 rapidly chonging society.

{Department of Educction and Science 1967)

Now, when the explicit link between ecucation znd the econozy is
made, in terms of "investnent™, it necessarily opens up the content
of education, to see "if its doing its job". 4t the scoe time,
report after report had stressed the need for a "relevant® education
for “averzge ond below avergge” pupils both to realise their individual
potentizl znd te dredge the "pool of 2bility". Also these reportis,
and politieczl developoents, created institutiornal areas within-

the schools requiring 2 new content,for exomple the "social®
education side of the cooprehensives, the CSE's, etec., However,
these areas are not amenable to policy prescriptions, but fall
within thce expertise of the teaching profession.

Whilst curriculum innovation znd reseoarch can be crganised and
disseminated, and "good prectice™ encourcged by the Inspectorote,

in the fimal znnlysis what is taught in the classroom is,theoreticzlly
at least, the teacher's autonomous domain. A domain jezlously
guarded by the teachers' orgenisctions, and extended by their control |
of the Schools Council and CSE's. Even the external examining |
bodics were under attack in this peried. For example, The Lobour |
Secretary of Stote, Edword Short, in October 1569 referred to them i
as " z millstone round the necks of the schools" and hoped that |
before long people in education would apply themselves "to ridding

curusccgn?ary schools of the tyronny of the examination' (Locke |
19? P- aJ =

Teacher autonomy was rarely questicmed in the 1960s. Throughout
the reports znd policy documents it is assumed that given adeguate
freilities and trainimg tecchers can do the job - what happens in
the school is their domain of expertise. Recommencdations can be
mode and structures changed, but it is the teachers who contrel
the implemcntation of thess changes ot the "chzlk-face'.

During this period the most influentizl body which articulated the
relotionship between the political problems about cducation and the
changes neccssary within education, via its reports, was the Minister
of Education's Central Advisory Vouncil, established under the 1944
Act. During the 1950s and 1960s the Council issued a series of
influentizl reports which provided the rationale for major policy
initiatives, such as BRSLi, and provided guidclires encbling the
schools to develeop their interncl responses to these changes. It

wzs this body, according to Crosland, which documented "the good

and the bad of the system and, in particular, legitimiscd the

rodical sociology of the 1950s and 1960s". (Kogon 1974 p.174).
Fundamentally, these reports displayed those central assumptions
which choracterised the basic clements of the ideclogical convergence a
thnt wzs taking plaoce during this period. Ue now wish to look

at these aszunmptions as they aore articul.tcedin one particular report -
the Newsom Report - the central importance of which has been
indicated in an earlier sectiomn.

The Newsom Eeport, Half Our Futurc was coamissicned in 1961 to advise
the Hinister on the cducotion of pupils znged 13 to 16 of averzge
and less than average cbility. The report itself cdopts a problem-




sclving stance, though the problems to which it is addressed
~re wever clearly spelt out. However, two centrzl c&n"cr 15 Co
stand out. Frimarity, "our children", zs the report describes
i een to be bored, apethetié znd rebellious in school,
scen to be o bad" thing and demaging to the individ
izl ( h be noted in this context thet
itnessed 2 visible increade in
ocizted morsl ponics - the Ted
dcoends of o ropidly oxpandin
te creating fhe need, not on
2 much higher gencrzl level
S
cmployment in this country
er pool of talent thon is
a and ot lecst o substantial
opor ¢ snd "below overage!
pupils cre su tly educable to supply thut
odditional talent. The need is not only for more
skilled workers to fill sxisting jobs but zlso for
a2 zencrally better educoted aond intelligently
~doptable labour force to mcet new demands. ( 5)
inportuntly, the solution to these problems is seen to reside in
the schools, partic ulﬂrlj as *b_llty cnd ottainment are now thought
to be amencble to th b nd ivitie socigl policy.

The greztest barrier to "cur children™
lie in their cbility to participzte and communicat
lue to linguistic inadeguacy and the schools' locl
to their real needs:

ffecti "ely,

There is = gulf between thosc who kave
who have not, sufficient command of words to be
sble te listen and diseuss rotienallys; to express
ideas ond feelings clearly; 2nd even to have any
ideas at all .... This 1= ¢ matter os important to
economic life as it is to personcl living; industrizl
relations o5 well o5 marricges come to grief oo
fzilures in communicotions. (1963 p.15)

Thus. = longer period in schools whick have dequatc resources,
coupled with curriculzr and internzl orgonisational chonges, is
nccesszary if "our children" zre going to be zble teo Jdevelop their

potentizl.

The writcrs cof the report ore not naive, in th
thot for most of "our children" the world o
ther great cpportunities for personz:l expre

t they recognidce
work will not cffer
ssion ond reclisction:

ipmediately forsceable future large nucber of -
boys z=nd girls who leove school will onter jobs

wiich make os liuited demcnds on then as arthur
Senton's: con their time in schoel help them to find
more nourishment for the rest of their personal
lives than loony-coloured phantusics? (1563 p.27)

-

To this guestiorn, they cnswer with on ungualified "yes™. The
schools must provide, not only instruction in the three Rs, but
cxperiences which "will help them to develep the ir full e: p:cltl s




41,

for thought aznd taste and Teeling”. So, on one level, the schools
will previde curricular relevance, through work-experience, craf:
training, domestic science, etc., yet on another level, they must

&lso provide a social educatior which will nelp Your children":

to develcp a sense of responsibility for their work
and towards other people, and to begin to arrive

at some code of moral =znd socizl behaviour which is
self-imposed. It is important that they should

have some understanding of the physical world and of
the human society in which they are growing up.

(1963 p.27)

i
i

We can see, then, that the report is concerned with the social and
economic role of the working class. Though class is submerged in
euphemisms such as "eocially deprived", "disadvantaged", etc., the
report acknowledges that "five ocut of six are likely to be children
of manual workers, skilled or unskilled". Throughout, the report
displays a consuming concern with control - to stop the pupils being
bored and rebellious, education must be relevant, to stop workers
having "lgony-coloured vhentasies" dead-end, repetitive jobs,
they must have outside cultural/social interests which compensate
for job deprivations, ard so on. Though couched in the" language

of equal opportunities, its pelicy prescriptions reinforce status
and econcmic hierarchies. Indeed, its very title Half Qur Future,
reifies. those educationzlly created categories which differentizte
between "those who work with their hezds" and "those with their
hands". It is the future work situ=ation which is the determining
factor - it is the natural and unproblematic needs of the l=bour
market and domestic production which structure the suggested
educational reforms.

]

To achieve thefe objectives the Treport srgues that we need to invest
more monay in education and that the teachers who deal with "our
children" need z more appropriate trzining coupled with an improved
financisl and social stzatus. Not surprisingly, these teachers,
during their training, "should have some irtroduciion to sociological
study ... in order that they may put their own job into social
perspective and be better prepared to understznd the difficulties

of pupils in certzin types of areas" (1963 p. 103). The value of
this perspective was no doubt undarlined by the nature of the
evidence supplied to the committee by people such as Jean Floud,

Brian Jackson and Basil Bernstein.
an implicit reliance on the profess
Whilst it is legitimate to sugrest
and-curricular materials, the zbili
the work suggested is never questio

So the zossumptions -
to"invest" more, that the teacher o

materials, that intelligence is amcnable

and so on - provide the ideclogical

that education is a "good"” thing, tha

Throughout the report there is
lonal exgertise of teachers.
both improscments in training
ty of the teachers to carry out
ned.

.;

t we need
the "job" with the right
to policy inmitiatives,
framevork of the report.

or do not surface. Opposed

an do

Contradictions are neatly resolwved,
class interests are colizpsed into an inzbigity to communicate. So:
Given the opportunities we have nc doubt that they

("our children") will rise to the challenge which

a rzpidly developing economy offcers no less to them

than to their abler brothers and sisters. But therc



is no time to waste. Half our future iz in their
hands. e must see that it is in good hands. (1963 p.xiv).

From time to time through this essay we huve noted assumptions

that have underpinned the prescrigptions of "experts" and politicians,
These assumptions have been surprisingly constant within the social
democratic tradition. ue wish, in this section, to recapitulste
the more deep-rooted presuppositions and to establish a critique

of them. We shall zrgue that social democratic ideclegy attempts
to reconcile contradictory goals, poses objectives thaot cannot

be realised by the mearns thot are Eroposed, misrecognises the
cultural processes which gencrates 'fzilure', and fails in its
political purposea - the mobilisation of popular support. This
analysis of "theoreticzl" or intrinsic inadequacies will be
followed by z practical demenstratior of the wezkness of social
democratic positions. For the "education crisis" is in large

part a crisis of social democracy, in which the ideological
initiative has passed to rivals, .

Recapitulation: The Duzi Repertoire

Social-democratic ideology is o complex formotion. Fuch of this
complexity arises, as we have seen, from the heterogeneity of

its supports in a particular social cozlition and political
alliance. But the ideology has been complex in another sesnse:

it has revolved cround o pereistent duality of ideas whHich, we
will argue, hns becn rooted less in any direct social basis than
in the external and internal relations of ihe Labour Farty as an
organisation. This duzlity is by no means limited tc¢ the
educational region of Lzbour's ideology - it spans the whole range
of its political discourse - but is particularly evident there.

Labour's educational rhetoric hzs always moved, as we noted at the
start, between two poles. These poles may (in a convenient and
familiar shorthand) be dubbed those of " quality" and "equality of
opportunity™. The demznd for eguality® has be«n essentially social
and cultural in nature, a demcond for "ecommunity", for the
equalisation of conditions, for the forging of a Ycommon culture".
Equality has been valued beczuse it is.a source of cohesion;
incquality opposcd because of its diviégness. Such notions have
their ultimate point of reference in a social organicism shared

With more conservative philosophies znd they have been carried in
England typiczlly in the culture-and-socicty tradition. "Equality
of opportunity" by contrust, is best understood as an ecorcmic

goal, based on the conception of education as a "good" which ought
to be more fairly shored, the use and copsumption of which has
pertinent cconomic effects. The ultimate point of reference for
this series of notions has been aon essentially liberal conception &
of socicty as & market, within which individuals compete. The
point, according to this "philosophy*, is to enable them to compete
more fairly.

For both positions, then, "class" is a problem. But it is a2 problem
in different ways. For egzlitcrions it is = problem because it
creates social conflicts, e¢nvy and domination. For''Fabians"(ve

use the term in the most generzl sense) it represents a range af
artificiel restrictions on the 2cguisition of skills or the
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employment of talent. For both positicns, likewise, cducation is
& very important means to reformction, but is somevhat differently
envisaged. Egalitcrians stress coculturation and the zGsorption
cf democratic wvalues; Febloans stress skills, especially Yuseful"
cnes., In matters of "scaffolding" too, there are differences of
emphasis betweeh those who see limited rescurces os the only bar

“to unlveraul_Prnvlslon (th&_&ghlltarlhn “ﬂslt‘ﬂﬂ} and those who

gee selection as necessary, vwhile hoping it can be made more
Tlexible and foir. In generzl egealitarians view education as a
"right" co-extensive with citizenship or "humanity",.in generzl
Fcbions view its dietribution zs ultimately, = matter of utility.
The two peles may, in summzary, be presented aos follows:

Egzlitzrians Fabians

Veguplity® "equality of oppartanltw”
social/cultural goals econcmic goals

class as division class as inhibition
education as attitudes- education as skill
rights utility

sociagl order ar "community" market or "efficiency"

-It is possible to cite relatively pure examples of both positions,
especially in the early history aof the repertoire. As we have

seen, Towney, inm his general morsl stance, if not always in his

detalled proposzls, personified-educational egalitaricnism. Sidney

¥ebb personified-Fabian “capacity-catching" and o unity (of a rather

~ -modern- king) of "nationzl efficiency" and meritocratic arguments.

The distinction is also inherent in more recent debates. Defenders
of "community schooling" or of de-streamid comprehensives, for
example, may. be counted egalitarians (Jackson 1970, Kidwinter 1972);
defenders of strecaming or, in another spherc, of the binary system _ -
and the "mew polytechnies", moy be deemmd out-and-out Fabians

(e.g- Robinson 1966). kuch more typiczlly, however, and especially
among the politicians, the two strands have been combined znd even
eonflated. To Crosland, for instonce, comprehensives are necessary
to remove the waste of talent revealed by Robbins and Crowther and
"to increase the sense of. socizl cohesion in contemporzry British
society" (1974.p.206). But Sir Harold Wilson supplies us, as usual,
with the classjic instance of Labour's dualism, speaking to the party
faithful in the run-up to the 1954 .election:

we connot afford to force segrezation on our children
at the 11+ stage. As socialists, as democrats, we
oppose this system of educational apartheid, because
we believe in equality of opportunity. But that is
not all. WHe simply <annot .as a nation zfford te
neglect the educationzl development of o single

boy or girl.  We cannot afford to cut off three
guarters or more of our-children from virtually any
chance of higher cducation. The Bussians do not,
tYhe Germans do not, and the Japanese do not, and

w¢ cannot afford to either.

The movement of the argument is typical: first the “gut" appeal

to the party's egalitarionism- ("segregation™, "our children®,
"educctional apartheid™); then the invocation of WHERE WE STAND .

"as5 socialists" (znd in case this is a bit too strong for all present,
as "democrats” too); finally, the slide, through "egquality of
opportunity" with its fundsmental ambiguity, into the most obvious




of "national efficiency" arguments.

The interest in the aholysis of this repertoire lies, then, morc

in its internal relations than-in the diszppezrance aof wheole
components. Ome such change has already been noted: the shift

to dominance of "eguality of cpportunity" after the War, together
with & more markedly sconomic or techneocratic inflection within
this complex itself. But even at the height of Labour's enthusiasm
for "modernisation', the egalitarian rhetoric (as the quotes from
Crosland and Wilson show) was not zbandoned.

Peolitically, indeed, the co-existence of the slements has been of
crucial importance. The party's egzlitarianism has "spoken" to
rank-gnd-file socialists who constitute its most active workers
and, more residuzlly pcrhaps, to working-class parenis. Its
retention has much to do with the party's nced for z popular base
and its reliance on trode uniornism. Lobour's Fabiznism, on the
other hard, reflects gquite directly the party's structural znd
historical commitment to managing and reforming a capitalist society.
This involves securing, through approprizte social znd educational.
policies, = rezlly progressive ecapitalist odoaption. The chance or
rezlity of -office and the inescapable exigencies of geverning
within the structures of an untransformed capitalist Sacate have
reaodered this part of the repertoire dominamt. In this way, social
democratie ideolegy in education is very much an expression not

of working-closs educational "demands" (itself a wholly problematic
concept), nor of a pure capital logic or interest (an even more
problematic idea), but of the particular plzce of the Labour Party
in British society and politics. -

Critigue 1: The Elements Are Contradictory

It is 2 commonplace of social philosophy that the two kinds of
eguality represent different positions and point to contradictory
outcomes. In iquality, Tawney identified equality of opportunity
as = fundamentally bourgeois creecd, born in the struggles with the
ancien regime, particularly over legzcl privileges. His dismissal
of its reclevance to more popular needs stands aos 2 classic and
ought to be guoted:

Slavery did not become tolerable because some sloves
were monumitted and beczme slave-owners in their turn;
nor, even if it were possible for the units composing
2 society to be periodically reshuffled, would thaot
make it o matter of indifference that some omong then
at any moment should be condemmed to frustration while
others were cosseted. What motters to a mation is

not merely the composition and origins of its different
groups, but their opportunitics and circumstonces.

It is the powers and cdvantages which different classes
ir practice enjoy, not the socizl antccedents of the
varying individuals by whom they happern, from time

to time, to be acguired. Till such powers and
advantages have been equalized in fact, not merely

in form, by the cxtengion of communal provision and
cellective control, the eguality established by the
removal of restrictions on property and enterprise
rescmbles thot produced by turning an elephant loose
in-a erowd. It offers cveryone, except the becst
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and his rider, equal cpportunities of being trampled
to death. Custe is deposed, but class succeeds to
the vacont thronc. (1964, p.111)

A8 an invocation of zr historieal transition, znd for the morsl
security of its humznism, this is superb. But long after the
publication of Zguality ir 1931 (ond despite frequent official
recapitulation of Towney's truths), Labour Party leadership has
contirued to combine "bourgeois" attacks on "privilege" with the
more "socialist" conmceptions which, rightly, Tawney saw as incompatiblec
with them. WUhatever the slips ond slides of languuge, there is a
real, substantial and irreducible difference beiween the two
conceptlons. Lquality challenges (however futilely in practice) the
distribution of "powers" and advantages" which divide classes, while
"equality of opportunity", though it may be presced toward equality
in practice, is conccrned merely with the occupancy of class places.,

Politically, Labour's ideological mix was quite successful. In
retrospect, however, it is casy to see that this success rested on
historically specific conditions. Some of the relevant contingencies
were quite apparent, zcknowledgsd within the idcology itself. It

was overtly part of socizl-democrctic ideology, part of the bargoin
struck with "{he people™, that = faster rate of Meconomic Erowth"

was nccessary in order to poy, os the scying went, for "more
hospitals and schools’. In eother words the strotegy of cducotional
expansion and of *Yequolising” social policies in genercl was
dependent upon economic success, the success, thot is, of =2

basically capitzlist cconomy. Yet, =s we have alraady moted, by the
mid-19€0s the inverse rclation was also ossumed. The expansion and
equaligation of cducation would mcke a tremendous contribution to
economic success. It would curc the "wuste of talent" and remove
"the scarcity of skills". At the same time it would secure something
that was important for its own sckc - = zremter social Justice,

We may reczll, once more, Crosland's formulntions of 1966:

But therc is also ... o wider socizl waste involved.
If ever there was a country which needed to make

the most of its resources, it is Britain in the

second half of the twentieth century; and the chief
resource of a creowded islands is its pecoplc. loreover
the propertion of relatively inexpert and unskilied
jobs to be doBe declires from yeur to yecre To believe
in these circumstznces a2s though there was a fixed 25
rer cent of top cbility at eleven not only flies in
the face of the cvidencec which I have quoted; it
amounts te feckless prodigslity. (1974 p. 200)

Before examining these sssumptions more clesely, we ougzht to note

the absolute centrolity of Crosland's argunment =sbeut "skill". The
notion that late capitalism regquired, genecrally and not merely Tor .
its elites, 2 wider diffusion of "skill®, aigrth;t the cducation
system could supply it, was completely toke ranted. Horecover

this ocssumption heléd together all the mzin clcments in the repertoire.
First, it provided o thoroughly hard-hezded znd vulgar-materialist
justification for equalising policies - ending or mitigating
selection, comprehcnsivisation ard even the EFis. Without this, the
charge that such policies werc "doctrincire! ond even "socialist"

w2s liable to stick. Secondly, it reconciled the incvitable tension

e
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between the characteristic humenist/ideology of educationzl
practitioners - the importance of doing your best for the personal
development of cach individual child - and the world of work afterwards.
For educators were informed (whatcver their morc direct experiance
might suggest) that there would =lwoys be plenty of up-skilled and
interesting jobs for their pupils to cnter. Thirdly, since the form
of the relation of school to production wss left extremely vague,
teachers could conscientiously fill the empiy spaces with stimulating
and relevzant activities, reassured by a sense of their usefulness,
cven though their pupils might appear inexplicably uninterested in
what wos on offer. Finally, the cducation — growth combination fitted
perfectly the kind of allicnce which the Labour lgadership in this
phase sought to build: workers, especially those in the newer
technolozies, petit-bourgeois professionals like the teachers, and

the more progressive, modernising sections of monagement zand national
capital.,

In fact, os events have shown, educztionzl expansion which is
egalitarizrn in form and more or less indiscriminate in content is
by no means self-gvidently beneficial to capitzl. Labour's recent
volte-fuce marks 2 recognition of this. It is now easy to criticise
the older view, but it is much more difficult to establish some
alternative conception of this importani sct of relztions. What is
invoived is noi merely the substantiation of a eritique of social
democrocy, but the development of = whole theory sbout the post=war
movement of cepital and its relation to cduczational exponsion. WYWe
offer here a few pertinent points.

First, the 1960s argumcnt was bascd on a limited, reductive and
larzely unexamincd concept — "skill"., 4is Ted Benton (1974%) has
noted in on excellent eritigue of socizl democrocy, the 19605 saw

2 heavy cmphasis on "techniczl development™ and, in effect, upon

& technological determinism. Just =5 the genercl cconomic problem
was analysed in terms of the need for progress in technique, so
occupationzl reles were narrowed to "skill' or “technical knowledge'.
¥hile we doubt whether in the 1960s the "technological ideology" was
as pervasive within education as Benton argues (it seems to us a

good deal stronger in the 1970s), its effect was undoubtedly to
mystify the whole relation of school to production and to hide
altogether, ot this moment of amslysis, the relction of school to the
social relctions of production.

As Benton argunes, droving on Althusser, the reduction to "skill®
neglected "the cruciel ideological training for the place that the
student is to occupy in the structure of power ond zuthority relations
which is woven into the occupational structure" (1974 p.25). If we

are to_think the school-production relation more complexly, it is
probable that the cotegory "skill"™ will hove to be aboandoned altogether
in favour of more precise cctegorices: technical knowledge, ideology
z2ndé control. The everyday inventiveness of "uwkwoard™ children in o
classroom is, after all, guite 25 much o "skill" as the ability to
read.

tihat is true of learning Yskills" is true zlso of their exercisc.
"Skilled", "unskilled" zndéd *scemi-skilled™ are cmong the lcast precise
categories of industrizl sociology. Agoin other concepts are
necessary that stress the extent of the workers' or capitalists!
control of the labour process or the extent to which the conception
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and execution of tasks are diverced. Using horx's cutegories,

Harry Briverman (197%) has argued, with great power, that post-war
capitalism in the USA hcs seen a tendentizl process of de-skilling,
on increasing dependence of labour on manzgerizl control and o more
complete division, even within the "mentzl" side of labour, of
conception znd execution. The logic of such a process is systematically
to lower the educational requirements of the mass of occupctions,
including mcny white—collcr jobs. Heore detziled studies will
probably revezl zn zltogether more complex and uneven picture -
skills recomposed as well ce destroyed - yet the generzl tendency
which Broverman describes seems ot present altogether more plausible
than the sociological orthodoxies of which he disposes.

We may conclude that the assumption of an unproblematic complementarity
between educztionazl expansion (in its 19€0s forms) and economic
growth was clmost certzoinly incorrect. It scems quite as likely

thot the 1960s was o period. of the marked cutonomy of the educational
system. The ultipcte determinations from the movements of capital
cnd from the forms of class struggle remain to be examined. But it
is clear that they worked in altogether morc mecdiated and
subterranean ways than the determinzation through the need for and
cvocation of "skills". 1In the carly 1970s, by contrast, =

etrecnuous work begoan of returning to a closer conformity between the
cducctionzl system ond the necessities of production.

Critique II: The Objectives Cannot be Realised

We insist here on the utopianism of the social-democratic position,
especizlly of its egzolitarianism. This is best considered through
the notions of "class" which inform egualising strategies and party
rhetoric. Without these conceptions, "equality" cannot be thought
at zl1l.

For social democrzcy, class is inegquality. It is inequality,
especially of culture ond of socizl condition. Its cconomic content
is rcducible to income or, ni best, the reductive view of "occupation'.
But the ecomomic criteria are usually limited to the sphere of
circulation.

Class, then, is an esscntizlly distributive term. It follows that ecne
can hive more or less of it and that it is meaningful to speck, with
Crosland, of "the distribution of wealth, power, znd class status"

or cven of 'a more classless society® (1974, p.107, our emphusis).

It follows that class is removable. In some versions indeed it
dissolves at the sociologist's touch, in = scatter of variables,
emerging only in social work cuphemisms like "deprivation", "gocial
handicap" or “discdvontage". In the more culturzlist versions,
educationzl solutions may suffice. In the post-war social policy
mainstream, concerted attccks on cultural and materiazl deprivotions
(which zlways assume the inferiority of the "sufferer”) are envisaged,
the strotegy implying the possibility of an ultimate success or at
least "a more classless society". Sometimes, '"elass" is not merely
removable, but zoctually archaic and residual, - passive reminder

fron the past.

as in the case of "eguality" there are several, sometimes contradictory,
conceptions here. MNo full anatomy cun be attempted. WYe merely mnotc,
speculatively, four m:in tendencies: the more technical, sociological
conceptions we have already described; the liberzl attack om privilege
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("class™ us it is used in the public-school debate for instuncc):
the anti-industrizl (uné hence anti-class) orgznicism of the culture-
and-socicty tradition; and barely wvisible under =211 this, the
relatively spontaneous, grass-roots egalitorisnism of working—class
culture, especiclly of the culture of work. 411 these traditionms,
except perhaps the last, while acknowledging "class" as importznt,
cmasculate it severely, or render it rather ephemeral. Thus when
"divisions" repcatedly re-appear (even after their end has been
celebrated), cxplanctions seem guite inadeguate. In the absence of
anything better, stress is sometimes lzid on amazingly persistent
national trzits. As Crosland put it (1974, p.b44) "British Society-
slow-moving, rigid and class-ridden has proved muchk harder to change
than was supposed". In the same way, it is hard to explain, within
the built-in optimism of the socizl-democrstic fromevork, why com-
rensatory policies fzil to remove the inequalitices which are
dizgnosed. 4s Harx said of the French social dcmocrats of the mid-
nineteenth—century: "Neo party exaggerates the moans at its disposzl
more than the democratic party; no party deludes itself more
frivolously zbout the situation® (1973 p. 176).

1t is always op for social reformers to plead for another trizl.
But it is possibt that in moderr Britzir this particular repertoire
is exhausted. It has moved all the way from "secondary schools for
a2ll" to Priority irezs ond 'Action Resecorch', the latter a2 kind

of agitationzl community politics actually displaced, in an
v¥xtroordinary manner, into the Stote apparatus itself! As the
current fatc of Community Development Projccis suggests, action
research represents the outer limit of socizl policy solutions -
the point where they start to change irnto something else, and have
thercfore to be stopped.

i

In fact British socizalists have repeatedly rejected or ignorecd somec
of the categories which might really illuminate their dilemmas.
Bqth Tawney's socizlism zand Croslzand's revisionism, the latter
quite explicitly, were constructed =2s answers to (a kind of) Harxism.
Crbsland's work is full of attacks on "harxists" and the "Hew Left".
But what if class in capitalist Gocicty is neither residuzl, nor
pagsive, nor removzble but an ever-present source of transform:tions?
What if classes are intrinsic to the production of materizl life
itself? What if they are systematically and daily reproduced as
part of the organic workings of the socizty along with their
concomitant inequalities? What, in short, if class is rooted. in
social relations of production, a category which is quite invisible
in seocial democratic ideology? From the stand-point of such a
conception of the socizl formation the futility of social policy
can be fully grosped. It can decl with no more thon oceasional
symptoms which must comstzntly re-cppear ond musi serve to hide
what lies beneath them. Kore zbsurd still must be the zttempt to
"equzlise" through an education which is supposed -bso to serve

to reproduce relations within capitalist production

Critigue II1I : Why do children 'Foil'?

Thecre were two maoin absences in the zccounts of 'foilure' offercd

by the sociologists of educction. The first absence was the actual
views or culturnl worlds of the pupils who were identified as
*failing'. It wos only in the late 60s and early 70s that processes
within schools were looked zt, and even then the work was fromed

by the familiar assumptions. The focus has been on the cultural




49.

or psychological effects of failure (Hargreaves, 1967, Lacey 1970).
Onc of the few studies to break fgyom this — Paul Willis's study of
the school-based cultures of conformist and discffected white
working class-boys (¥illis, 1977) - shows very clearly how the anti-
school culiure is predicated on the bvoys' refusal to accept what
school has to offer, not on their failure to get on. They prefer
their own style of lifc to that of the "ezroles' (pupils who listen
to and accept the legitiiacy of teachers). They share a jocular,
'matey', wmasculine culture, subversive of estoblished authority
ofter to o 'shocking' degree, but zlso shot through with sexist
and racist clements znd some ultimate conformities. Even so, the
findings of this work zare an important corrective to the ways in
which the whole gquestion has been framed in the past. g

The second major absence is the relation betuween educational processes
and the economic prospects (as opposed t0 backgrounds) of working
class children. By supplying this dimension the rationality of the
apti-school culture becomes apparent. For once we cease to belicve
in the zvailability of =11 those plecsant up-skilled jobs, we scon
sec that most schoolchildren are incxorably destined for tasks

with very little intrimsic sztisfaction. Nothing would be more
cmbarassing for educational reformecrs anéd 'manpower' planners than
success, in terms of cducation's formzl objectives. What on earth
would 'society' do with thousands ocf eager and ambitious school-
leavers equipped with 'C' levels and C.3.E.s5., but with the objective
chance of only the most simple and repetitious labour? In practice,
s Willis shows, many working class children prepare themselves for
izbour in the surest woy they know how - by eguipping themselves
with the culturzl resources necded to make the work place, like

the school, o place of some enjoyment and satidgfaction. But that
also involves the rejection of most of what school has to offer.

Armed with that kind of insight - a 'materislist' understanding of
cultural processes — We con 5ee S50MC of the incdeguacies of the
ideological popresentations. In themselves neither comprehensivisation
nor compensatory provision will out the circle of culture and |
cirecumstances. Similarly, we might expect that newer pelicics, |
espccially those pursued by the Honpower Services Commission, will |
hove 211 kinds of unintefded snd unexpected results, passing as

they must through the attitudes of school-leavers themselves

Finzlly, much the same argument seems to apply to the reproduction

of sexism 2nd sexuzl iregqualitics: working class girls 'choosc'’
feminity ond a romantic orientation to 'jove'n marriage' (in practice,
very often, extremely oppressive forms of mcnug&mr] as better than

the sexist predations of boy-groups- and the irrelevance and boredom
of school (kcRobbie, 1977). But we know still less of the deeper
determinations in the cose of sexuzl relations - the force of specific
family formes for imstance - and we have hardly begun to cxamine the
relationship between class and gender relations.

Critigue IV : The policics vust Feoil

Initially, so we have argued, Labour's commitment to educational
caxpension was attuned to organised working-class demands and, teo
some extent, to parental aspirations. Latterly, expansion wW2s
argucd for, among other things, a5 responding to the interests and
vneeds" of ordinary porents and children. Yet there has been littlc
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sign since 1944 of large-scele popular support for comprehensivisation
or any other aspect of Lsbour pol¥cy. Farents have usually beaen
indifferent; their children have actually resisted the effects af
policy, a5 the school counter-cultureghnd opposition to RSLA suggests.

If we recall the zrgument at the beginning of this essay this apparent
paradox need not surprise us. Nor need we invoke wome notion of

the naturzl z=pathy of working-class parents to an education of any
kind. The fact is that the Labour Party hsos never sought to educate
the popular classes from within, but has sought access to the state
to educate them from there. But this state is not the neutral
"machinery" which Social Democracy tskes it to be: it systematically
transforms the political demands that zre made on it on behalf of
subordinate classes. What is claimed "as of right", returns in
unrecognisable forms. Of this process education is the best excmple.
In & general sense, pressure for the extension of social rights and
for greater “"equality" has fuelled the long-tcrm growth of the state
system. But in practice this process has been inflected and given
its content by specific features of the state in the educational
region. The key features have been the structural seporation of

the schools from other kinds of leorning and their tendency to
monopolise the whole notion of education; the professiomnc_isction

of the teachers and their pursuit of sectiomal interest within the
apparatus; and, sbove 2ll, the structural necessity for educational
policy-mokers ond administrators to take cccount of capital's interests.
So it happens that, as in production so in school, = nature-imposed
necessity - - to lezcrn — is experienced 25 something guite alien.
School becomes, moreover the site of class struggle. The divisions
of parent, teacher ond child, barely disguised antagonisms, are
intrinsic to the apparatus itself. The generzl tendency of Labour's
poliey in concert with the teachers, moreover, hLzs becn to exzli
the'experts" of the region over the mere parent zand to devalue the
common sense of the parentzl culture.. The socizl reforming tendency
in the party's ideology does this in an sbsolutely insulting way,
scarcely compensated for by = romantic opposition (Bermstein 1973,
Rosen 1973). At the some time progressivism has rendered schooling
more and more esoteric. In this way, Labour's whole cducating
stance, not only wacating the ground of zgitzation, but cctually
sponsoring new forms of oppressiorn, has opened up massive opportunities
for demagogic, anti-bureaucratic, anti-statist Toryism.



TEE CRISIS

In the preceding sections we hovd offered an account and critique
of the szlient features of socizl democratic educationzl ideoclogy
in the 1960s. In doing this we have sought to point out the
inherent theoretical weckness of the socizl democratic perspective,
and its romificotions in educationnl policy. 1In this section we
therefore wish to address ourselves to the noture and form of the
current "crisis", in the light of the onalysis already offered.
Yhen we speak of o crisis we cre referring to more than the
individual experiences of those in education, to which we zlluded
in the introduciion, though this subjective dimension is imporiant.
The crisis of the educationzl sector is bound up with the overzll
crisis of the economy znd the State. But while we recognise that
th: specific form of the educationzl érisis has its determinations
in thc general crisis, we must insist that the educational crisis
is also a regionzl one. It is o crisis which is not simply
recduecible to financizl retrenchmert or the bredddown of o consensus,
but which must be exomined in terms of its own social basc and the
coalition which gave rise to 1it.

Socinol Democrzcy and its Encmies

Recently the nssumptions which underpinned Lobour's educztional
progromme have been increasingly attacked, from both inside and
outside the Party. Our awcrencss of this has been greater during
the lcast two years beczuse of the increased intensity of that
critique, and Callaghon's speech formzlly signalled 2 sort of
open season” on educational issues - intended to further the
overzll policy shift already in motion. 3But Callcghon's sentiments
were not original for Lebour politicians, even if his tome was
During 1969, for example, suggestions that tighter controls on
teachers might be forthcoming were made to curb an increasingly
militant teaching force. =dward Short addressing the 19€9 NAS
Conference, rcfered to the adoption by teachers of trade union
modes of struggle, and pointed out thait this could involve
unpalatzable conscouences for them:

Do we rezlly want o rule book which will lay down
the minutice of how the teacher is to do his joh?
Let me sssure you that you zre within weeks of
considerable pressure to introduce onc¢ ... once
begun the process might be difficult to halt and
impossible to reverse. (Burke 1971 p. L49)

Later in the same year Harold Wilson pointed out the curiously
exposed nature of tcachers' work and the vulmerability of their
situntion - on implied warning thot should "prefessional" standards
be eschewed in favour of traditional methods of wages struggle, then
public opinion could easily be mobilised agzinst them.

Callaghan's speech shows how for the Labour leadership has moved

from the "velvet glove” approach. Imstcad of the advice and
"persuasion” offered to teachers in the late 1960s, the choice is

now for a much more rcbust challenge. Through this shift doem

have an immedinte political churacter, in maoking a pre-cmptive

pove to wrest the initintive away from the Tories, the underlying
change is contingent on a series of other developmeats. These are
essentizlly conccrned with the systematic challenge to the sssumptions
of the previous educational programme - = challenge which has
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developed since 1969.

We coan sec that the assumptions which gave risc to the Newsom Report,
discussed earlier, haove been found wanting, and therefore the
institutional forme which they gave rise to have come under azttack.
Thus, from viewing the schocls zs the means of selving = problenm,
namely working-class failure and its attendant economic and cultural
consequences, the emphasis is now one which charges the schools with
fziling to do this, despite the resources which have btcen invested.

Concretely the shift has been merked by a series of educational "events®
which have been identified agninst z hackground of disscnsus.

Through the period of the Tory government, and the industrial struggles
which marked it, but also during the late 1960s, the Right came to
identify educzation as an important causal factor in the "moral crisis"
of the period. The Black Paper of 1969 was able to identify the
subversive effects of egalitarisnism in the ruptures of 1568/69,

whilce the associzted moral penics of the period around the issue

of "youth" s11 scrved to reduce the causzl base to the institutional
framework of educztion. It is in this context thot educational

events have becen publicly defined.

The zllegations of a2 decline in reading stzndards in ILEA schools
betwecen 1968 and 1971 touched an cxposed nerve — because of the
emotive connotations of reading 2s perhaps the raison d'etre of
schooling. Thus when Start cnd Wells hed their findings published
by the Kotionazl ¥oundation for Eduecationzl Research in 1972, Thotcher
was aoble to exploit the ensuing controversy by setting up the
Bullock Committee to inguire into the whole question of literacy,
its assessment and control. More recently, in the wake of Bullock's
findings (1975), the focus on schools was accentuated by the events
ot ¥illiam Tyndzle znd by the reception accorddd Bennett's report

on tecaching methods (1976). Continued foilure of working-class
children, and the apporent lack of impact of the compensatory
programee, all validated churges thot the internzl organization of
the school, and specifically the teachers, were at fault.

The culpability of schocls, in facilitating educationzl fzilure
rather thon success, had been o central theme in the Black Pupers
since 1969. Their equction of progressivism as o method with
anarchism and morzl disintegrotion os conseguences, was coupled to

& general critigue of declining standards in higher education, this
lztter phenomenon being reduced to the naoture of the post—-Robbins
expansion. In the 1975 Block Paper, marked by the cmergence of
Boysor as co-cditor, this anzlysis was given o programmotic politicel
dimension. A much morc populist lime was espoused, parentazl
involvement in the work of schools becoming a2 basic tenmet of the
programme. Legitimaecy for the Block Poper positions was no longer
sought sclely through explicit and rather academic discussions of

the political and philospphicul issues, but rather through criteriz
of parental approval for the work schools were scecn to be doing.

Thus popular definitions of the purpose of cducation and of the most
appropriate teaching methods, werce invoked agcoinst the alleged
crthodoxy of progressivism, as practised by teachers owing responsibility
to no one ocutside the school. The czll was therefore for "public
accountobility”.

These changes in the mode of discussing educational problems and
prolicies by the politiecal »right, specificzlly the.Conservative Party,
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should be viewed noi only in relaticn to their educational targets
but also to wider areas of policy. It is thercfore necessary to
say a little zbout the overcll direction of Tory policy in this
period — thé dilemmas encountered - as well 25 excnining some
aspects of the way in which Tory educationzl thought has ceveloped.

The Right and BEducation.

In = sense it is parcdoxieal to speak of right wing educational
thought, zs during this century the right has usuzlly wanted little
of cducation except the inculcation of = certazin brand of kEnglish
values. There has certainly been no right wing equivalent to
Tawney. Instend the right has typicslly offered complaints about
the dangers of education - in falsely arousing expectatioms, or

in too actively promoting critical thought — or of the failures

of schools to kecp order, and in letting standards drop. These
complaints come round zgain and zgoin; now muttered, now shouted
andt fulminated over, o8 circumstances permit.

The stezdy drip effect of such an ideology, in its common sense
forms - 'discipline never did us any harm', or 'they dor't.-seem to
learn anything these dcys' - is easily underestimated. It may
even be that 2s a conventionzl wisdom, as n stock of grumbles, it
hzs retoined a real purchase among some parents and teachers while
gocizl democraotic ideos took hold elsewhere: "up there', in the
colleges, in government and the liberc]l medic. In this respect
the banality of right wing views on education, their lack of
subtlety or originality, is beside the point. They are also
likely to survive Nigel Wright's cxtremely clear plotting of the
intollectual wezkness, and fraudulence of the rccont right polemics.
{1977). The movement from the voguc circlings of the first Black
Paper (1969) to the confidence and range of Boyson's Crisis in
Education (1975) has bcen roapid and substanticl. By the mid-70s
the centrzl concepts of the right - concerncd mainly with 'standards'
ond their wide ronging demands for 'more control', secmed close

to being uncontested at zll. An originally discredited group of
right authéers found themsclves in o position where they were near
to dictating the terms of debate, znd able to identify the issues
for o number of unusually direct politieczl interventions in
schooling. This was jugtificd by reference to 2 "mounting public
concern' as expressed in the press reporis of the peried - = form
of coverage which itself, to = considerable degree, cctively
constructed and articulated this concern.

Schools were coming close to being indicted: 'children are not
noturally good! was the swoggerinzly zrchaic and 'unfashiobzhle!
opening credo of the 1975 Black Paper, which noted with sztisfoction
a wider realisztion thot education "had not delivered the goods ...
there was nowWw = case that had to be answered'.

The potency of the right's idecs wos to prove threefold: in
discrediting the purposes, needs ond achievements of the school
system as they had been represcnted throughout the 1960s - the
heyday of the social democrotic consensus; in suggesting rew limits
and constrzints within which schools ought to opercte; and in
generally sanctioning the changed terms cof educational reference
which subsequently came to be formalised during the period of the
'Great Debate'.
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But so rapid -z shift could not have occurred without fertile
conditions on which teo work. Of central importance, in this respect,
was the distance of all porties in educational policy-naking and
practice from the attitudes znd anxieties of parents. Indeced,

oany of those committed to comprehensives, with o fair degree of
backing from parents, found no ways ol acknowledging real concerns
about large schools, mixed intakes aond new methods. The rapid
changes in school structures and teaching methods, not to mention
the new forms of exocmination, could quite reacsoncbly provoke
bewilderment on the port of those not directly involved in the
everydey work of schooling. It was in these circumstances, at

the turn of the decade, that both younger radicels and the new

Tory right were for very different reasons articulating their
strong distrust of both schools and tcachers.

The 1969 Black Pzper 1 ovoked o combination of teachers and Lahour
politicicns bent on 'egelitarian destruction’. But this was a
convenient fiction, since by then many senior Labour advisers and
also mony of those cntering teaching were becoming criticcl of the
educationzl developments of the 1960s. Schooling was increcsingly
expensive, in no clear woy assisting the reconstruction of a )
battered economy, and had not notably improved working-class zccess
to higher education or better employment. In addition, while
Britain enjoyed no eguivalent to the French Moy 68 'events',
university disorder and disaffection, and = mounting interrogation
of the system and ite purposes were fairly widespread. Educatien
Ministers dropped in ccbinet ranking 2s the conviction sct in that
education was failing to deliver: attention turned to Whitehall
ana to the sheer expense of it 211, while student radicals fiercely
criticised education's role in the reproduction and maintensnce

of privilege which Towney had wanted it to help abolieh.

Heath and the diwvision of the Conservative Party

The visible radiczlisation of part of - generation in the late 60s
coincided with 2 strenucus attempt te restore and reinstate a
genuine right idcology ogeinst the grain of the middle=-ground
occupied by the Conservative Farty in thc mid-60s.

Tory educotional policy before the wzr had been mainly dcefensive,
restricted to resisting educztional dem:mnds on financi=zl grounds
end making concessions when driven to it. But the 1944 Educatian
Act in part typified the emergence of a2 new king of conservatisn.
4 dominant group in the post-wzr porty was determined thot the
Conservatives should lead, through the state, in the restructuring
of copitalism. In order to (c this it was necessary to break the
party's icentification with elites, which had been so damsging in
1945. Rather, the party's cross class 'modernising' purpose and
vision was stressed zgainst the 'archaie', "divisive', 'bockword-
locking' policies of Lzbour. Given the electoral risks in merely
defending grommar and public schools, the Conservotives were
willing to seek comprehensives by the 1960s, and Crosland's 10/65
circular - requesting the submission of comprehensive plans — was
o follow up to initiatives by his Conservative predecessor, Beyle.

But in the late 1960s the Ponservztives were driven, by intensifying
cconomic problems ond by widesprecd signs of socizl and politienl
Cissent, to breck with the consensus oriented reforming middle
ground. It became a mzin part of Tory strotegy to identify Labour
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rule with 'breakdown' at many levels, from inflation and strikes
to permissiveness. The party's Bow Group yiclded ground to the
Honday Club, one of whose members argued in 1969 that 'modifying
socialism is not emough': there wos z:need for a 'superhuman labour
of rescue and an end of comsensus politics'. After 1970 Heath laad
a party explicitly and toughly determined to rc-establish firm
control and take charge, not least against 'union might', in a
general reshaping of the social and industrizl ordecr. “But, as
anticipated, such government was abrasive, and it came cleser to
setting class agrinst class. In addition, Heath's pro-Eurcopean
ideology was markedly managerizl and technocratic - narrow in
appeal, a2nd raw edged in its wish to sce the industrial GHP upped
at almost any price. The party, likely to lose in elections in
this shape, badly necded a broader based ideological appeal,
legitimated by a claimed support in 'public' feard and -anxieties.
The result has been a search for likely winners in different
policy zareas: alwcys e flexible combination of experimentolly
strong postures with a scft liberal underbelly; always a probing
of possible parameters towards a redrawing of the ideological maps.
In this respect education and racc have been central and, for Tory
ideclogists, politically fruitful.

Thus Thatcher's withidrawal of the 10/65 circular on taking office
was largely gestural, cnd her pericd in office in some ways: lacked
real initiatives or direction. It took longer to build up a
distinctively Tory ecducational ideclogy, even though the arensa

was, as we have secen, already lorgely vocated. But with some
shrewdness schools could be used as o focus for a wide range of
worries conjured from the dramatic social conflicts of the late 60s,
and compounded by the confrontations of Heath's first years and

by continuing economic failure. 'Youth' could be represented to
connote o general violence and unrest; teachers, the penetration.
into the "non-politicel' schools of a trendy, progressive or
militant left; large schools, a threit to individual frcedoms.
Above a2ll, right idecology voiced zgain the importance of aspirations
to 2 better life, with schools as the central site of their
fulfilment, but currently of their frustration because of the
'holding back' of the clever child — and whose child, for a2 parent,
is not?

The mew Tory educationalists had not z2s yet felt obliged to produce
new policies, nor did they work centrclly through argument. The
amplification of their new strands and emphases took place X
primarily through the mediz's willingness to highlight school
'problems' during the 70s, especially through its emphasis on
reporting issues such as truancy or educational research like
Bennett's. In this respect Tyndale became the central spectacle,
offerdng a view of teachers who were at worst 'dangerous
ideologists' and at best 'sincere but misguided', of pareats who
were kept out of school decisions, and of moanagers and inspectors
who were failing in their stotutory duties. But through the *
media's handling of these complex events a 'coherent' account and
remedy was under construction, with 2 powerful spokesman.

Rhodes. Boyson and Black Paperdom

As polemics, the Black Papers argued for what they represented as
awkward truths forgotten by mealy mouthed theorists. Central to
their view of education were certain a2lleged *facts' of inequility,



taken as demonstrzbly cstablished. The claim in Black Paoper 2 was
that working-class children are onm average innately less intelligent,
and according to Boyson in 1975 genetic diffcrences accounied for

'70 ~ 80%' of intellectual abilities. To deny these datz was to

be guilty of 'socizl enginecring' - the manipulation of the young
ior ulterior motives. Second, compectition wis essential to learning
(without it the bright are held back) and to Britain's internatiomal
economic struggle. Thus, in =z new version of socizl Darwinism,

the intellectually able should climb on the backs of the woak.

In the right's view this {vigorous, heclthy) process had been
stunted by the rise to power of 'progressive' teachcrs - variously
cranks, cnarchists, sentimentalists and in general permissive —
colluding in the wezkening of authority znd the rejection of
traditional, Christinn values. ‘'Evidence' for this was seen in a
broadly painted picture of school trusncy, anarchy and viclence,
and by repeated claims of a decline in standards of attcinment in
basic skills. Nigel Wright has analysed the systematic
misrepresentation of highly anbiguous evidence in this debate and
he has shown how, at other times of social unrest, there hoave been
panics mounted over school 'standards'. 'Remedies' for this alleged
decline lay in firmer controls, ond educational growth needed to

be curbed: 'It is no good educziionalists clomouring for more money
when education increases problems, lowers standards and increnses
widespread cynicism'. It was argued that traditional examinoations,
not run by teachers, would provide a goal for learning and o hope
for 'clever' working closs children, while saving momey for employers.
Schools should be inspected and monitored more closely, and parents
given morc informotion and closer contact with the school. There
should be a voucher system cllowing parental choice, and the
popularity of particulzr schools would become a '"test of their
cfficiency’'.

The right's idecas continue to be centrally contrzdictory, and this
needs saying clearly and often, and in os many contexts as possible.
In schools, the right moy take up the czuse of the able but
frustrated working-class child, yet in no way increasc their
structural chances of educational progress, cnd therefore aas to
fall back on monstrous clzims zbout genmeties. This srgument,
fostered in the Black Papers by Cyril Burt, aond further promoted
by Eysenck, Jensen ond others in the educzational area, has not
significantly entcred into popular conservatism. It does, however,
provide an alternative explanation for the faoilure of social
democratic policies. Its reappezrance in the USA was precisely in
the context of opposing the reforms associated with compensatory
pProgrommes.,

More generally the right combines a populist identification of
problems - the exclusion of parents from a say in vhat hzppens in
schools (an exclusion brusguely confirmed by some teachers insisting
on their professional skills) — with = set of cuthoritarizan sclutions™
inveolving enlarged state interventioncznd control. It still remains
to be seen whether = Tory government could integrate these

various motifs into new policics, especially in the woke of the pre—
emptive Labour strategy subseguently enacted.
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New Sociology and De-schooling.

While the political Right had been developing its own ideological
initiative, o critique of a different order had acquired a currency
within the sociology of educzotion. The emergence of the "New
Sociology" (Young 1971), with its emphasis on epistemological
questions, and its rejection of positivistic assumptions which
under-pinned much previous work in the sociology of education,
challenged the hcgemony of thosec assumptions which were so
important in the sociol democratic/sociclogy of education coalition.
Instecd of providing the "scientific® ond theoretical rationale

for the specific forms of exponsion adopted, such as comprchensivisation,
the new sociology argued that such policy shifts did not
fundamentally alter the previous situztion. The performance of
working-class children had net improved dramaticzlly, and the
reasons for this lock of success should be sought in the specific
political location of schooling. The implication was, therefore,
that remedial action could not simply be enxcted by policy
prescription. Consequently the logical continuity between
sociological resmearch findings and overall policy deveclopment,

so centrzl to the mzin thrust of social democratic expansion

in education, was lost. The new sociology, itself, had no clear
policy implications; if anything it pointed to variants of dee-
schooling, ( o compliczted transplant from South america and the
USA). HMHoking its appecarance in Englond to the cbhorrence of

Lobour Porty reformers like Vaizey: 'I not omly disagree with

then I disapprove cof them'. :

Writers zeross the range from Holt (1964) tc Reimer (1971) argued
the dompge done by school behind its declared purposes:
ipdoctrination through a "hidden' curriculum, divisiveness through
tests ond cxams, knowledge made useless and privatised because

of schools' sepzration from family, work and the learning needs.

of adults. These ideas in the English context of the late 60s

were to be fertile in zrousing distrust of schooling o5 a2 regulated
work of the state. The energies of the de-schoolers were variously
dirccted towards experimental schools, children's rights and the
need to demccratise school government.

Certainly the political bearings of deschooling and the 'New
Sociology' were various and ambiguous - deschooling ranging from
the support of distinctively working class schooling as a '"left'
priority, to an interest in parental voucher schemes, soon to be
taken up by Rhodes Boyson. But both questioned and outflankcd
the central socizl democratic hopes and strategles.

The subsequent emergence of harxist and nco-harxist critigues

of these positionc and of socizl democratic perspectives, have

in turn further removed sociology from the persisting assumptions
of socizl democracy, and from any immedizte political articulation
with the Lobour Party. While the expansion of the 19€0s was seen *
as offering qualitztive change through quantitive provision, the
evidence cmerging in the 1970s was that this gqualitative chuange
had not in fact occured. The conclusion scemed inescapable that
Yegquality of opportunity", even if accepted in principle, could
not be securcd by institutional arrongements, universal access Or
compensatory programmcs.
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The 8ignificance of Bullock

The disintegration of the sncialégyfsncial policy coalition can be
concretely identified in the officizl policy formation process.
The Bullock Report, (1975) a report s symptomatic of the 1970s as
Newsom was of the 1960s, was concerned with the fundamental issues
of longuage development and educationcl achievement. It relied on
the old repertoire of compensatory theary so generative in the
Flowden Eeport. Conceptuzl innovation woas, however, replaced by

a much harder set of policy proposals for the implementation of
the old theory. . The suggested programme of intervention assumed
that -the causal chain of educationsl foilure could be traced back
to the pre-linguistic stage of child development, specifically to
the ante-nzotal social environment of "the home". The appropriate
remedial zcction was seen to take the form of systematic intervention
in the home environments of the target population, that is, the
homes of unskilled manual workers in the Educational Priority
Areas. The purpose of this intervention wuis to restructure the
early linguistic environment of those infants who were "at risk".
Such a programme would have rsquired = considercble expansion in
the number of wisitors and counsellors, ond would hove amounted

to the reductioccadbbsurdum of = "compeunsatory education for the
foetus". -

Despite the revival of genetic explanations of inequality, Bullock .
maintained its coomitment to compensctory aduecation, but at the
scoc time it éxplored the contemporaory cducotional determinations
of failure. In this respect teachers were identified os the crucial
variable, whose skill in tezching coul? offer the possibility of
longer-term success for children otherwise handicapgped by
environmental factors. The report noted that because of the
predcminance of progressive teaching methods, and the inexperience
of mony young teachers, considerable confusion existed about the
most effective teaching methods, This situation could best be
resclved through the development of teaching schemes, at the level
of the school, but the report zlso proposed the desirability for
regular, nationzl, monitoring of standards of zttainment in schools.
Thne assumption, so apparent in these proposals, was thot the
competence of teachers could no longer be cutomatiecally relied on.
Tecching was basiczlly too  important to be left to the teachers.

In this last respect the report was - signczl onc, providing

legitimate strategies for intervention within the home and within

the school. It is therefore surprising that the reception accorded

to Bullock, by both the national znd professional press, failed

to seize on the longer-ierm implications of the report's reccommendations.

The main discussion revolved zcrouni the contentious issue of

whether stondards hod fallen, while the expandionist aspects of

the recommendations were generclly welcomed - especizlly by the

NUT. However, it wns clear from Prentice's remcrks in zccepting

the report that, in the context of finzncial retrenchment, the a

mojor proposals were inoperable because of the prohibitive costs

involved (£100m. according to the NUT). Although the ahalysis

of teacher failure and the proposals for assessment and mcnitoring

were to prove perfectly suited to = situation where ciifigcient

control of public spending had become a major issue, at the time ; i
of publicaticn they were referrcd to the Assessment of Performance
Unit ot the DES, the significance of which was only later to emerges—
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Callzghon's critique, two years later, wos clecrly informed by
Bullock's aralysis cnd internal DES responses to the "“public ponics™

an
~round Tyndale and other douses celebres.

{]

civing concrete expression to cfforts directed at restricting
cher autonomy, Callaghon wos able indirectly to invoke Bullock
lend legitimacy to his proposcls. This is not to suggest thot
s wocs the purpose or the intention of its zmuthors, but their

k made avoilable the detail for a peliticcl compzign. The

t wos cppropricted selectively, rather as Hobert Lowe once
priated the report of the Hewcostle Commission in support of
e
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The DES and the "Great Deobate®

de hove now scen how the hegemony of the Labour Party, teachers

znd cducationalists collapsed in the 1970s. The economic crisis
undercut its first premise thot an expensive copitalism would
supply the means. At the same time an extraordinarily successiul
and (in iits own terms) cccurate Tory critique, forced Labour's
leodership to shift its ground. It become obvious, too, that socigl
democratic solutiorms had zlmost reached their necessary limits, or
now anvolved, as in the case of Bullock's proposals, 2 quite
dispropertionate cxpenditure. Within the scciology of cducction,
the dominance of what hnd once been o "radiczl" trodition was ended
by still "Newcr? sociologies, and by revived Horxism, always social
Jemocracy's hidden cntagonist.

The collapse of thesc ortheodoxies posec acute political problems

or the L-bour Government, whose general political position was
ir zny case guite perilous. UYhet was to reploce the old hegonony?
Some new inflection had to be given to the socizl democratic ideology;
some new combination of elements or some cdrastic simplification.
similarly therc was o need for ncw (or refurbished) zgencies of
control, to stecr the whole system onto o now tack. The key
splutions were, in fact, o reassertion of control from the DES and
the ideolegiczl work of the /illiams - Cellgghan “Great Debrte".

By 1=

o M

It is inportant to note thot during the 19605 the DZES bhad come to
tzke 2 'back seat' when it came to tzking specific initictives

']

within schools. For example when the Curriculum Studics Group

wes cetoblished in 1962, by the linistry of Educotion to examine
the guegtion of curriculum orgcnisation and reform, 1t was
strenuously opposed by the teachers' orgcnisations. The major
rosult wos the nbandonment of the CSG ol the establishment of the
Schools Council. The subsequent development of CSE courscs from
1965 onwards, and the implementation of the Mode 3 (teacher assessed)
schemes in 1970, were further pointers tc the shift away from
cxternal controls, towards regulation originating within schools.
The finzl stage of this development was secn in the rececption of
the 16-plus cxominotion proposals,which if zcceptod would have
given almost totzl conirel of the curriculua to the teachers. The
response to this proposal tended to crystzllize the varlious
concerns cbout teacher autonowy, and the cxtent to which teochers
chould be in control, as opposed to being mercly the functionaries
=t the "chzlk iace".

In the "Yellow Bock"™ of 1976, preparel by the DES,teacher control

is the mcojor issuc, especizally the demination of teczchers' interests
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chools Council in its
inicriavion oi reform

ded the influence
™

on the Schools Youneil. The success of the
development of curriculum projects, and iis

through nﬂr—ﬁtiddtﬁrv means, had aystematically er
cf externzl cgencies - the DES ond the Exumining =

de. Hoves
to r:-eat;ﬁllah external control have been fuelkd by the Auld Heport
ipto ¥illiuzm Tyndole. This report precisely cddressed the problem
of tcacher autonomy, its function of maintzining "proper stend.rds"
in schools These proposals have alreody been takez up in London,
where therc has 2lso bean = considerzble incresse in the size of
the Inspectorate's establishment. Thus the reole of the DZS and
the -nspec torate has been systemzticzlly highlighted as & centire
of "sanity" cnd arbiter of standords, checking the cxcesses of the

tcockers.

]

The urgency of the demand for = new strategy had also been em ipkasis
ty the increased intervention of represcmiatives of ecploycrs'
organizations, znd other voices of industrizl intcrests. They
ctheed many of the themes established in the Black Popers, and
elesewhere, especially the theme of nccountability, but clso strcssci
their own theme: the necd to restructurc the relationship betwee
eipcatinn and industry.

Inkc;rly 1976 - TES article by Arnold Yeirstock, managing director
of GEC, entitled 'I Bleme the Teackers', suggested that the shortage
of skille@ workers - especially engineering, could be explainel oy
the anti-industry ottitudes of many tezchers. These teachers, he
charged, not only lacked prociiccl cxpericnco of industiry but

cpurated in a very loeose crgonizationnl structure, frec froo immedict

control over whot they tought the children ond unuccountobple to
the wider 'community'. The malaise, he zrgued, could be countcred
in some practiczl woys. His prescription in this respect were
subsequently to become characteristic of educational discussseon in
the following two yeors:

"rxperience indiecates that tightly ndministered
organisations, in which you get on if you cre good
and get out if you zre bad, have higher morcls

s

L

5 ion than thel

and provide meore job sa

cpposites. So perh:ps o rc-lcox at this side of
the cducation system would be in the best interests
of tecchers as well os the community." (Times Edueaticnal

Supplement 23.7.78)

This focus on the shortcomings of teachers ond schools, namoly th-mt
they failed to prepare young people for the demomds mad ie upon
then in the rezl world of work, zlso involvel other dimensions.

ohn kethven, Director Gencral of the CBI, fol ilowcd the thene

lzter in the yeoar but zlso stresscd the demarcztion line between
thc responsibilitics of employers and these ef schools:

"Employers are firmly of the view that shortcomings in

the veocationol preparation of young people are bosically

an educctional problem which connot be passed on to

cmployers under the zuise of troining and induction'".
TES. 29.10.76.)

8]

Jhile the argument that educction should deliberately nnd selecctively

preparc the workforce of the future wos hecoming estzblished,
-nother raticnzle wos presented to emphasise the legitinocey of
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the projcct: the concecrn for 'social Justice'. The failure of
education to respond to the Prossing needs of the economy could be
represented 2s not only weakening the prospects of economic recovery,
but also in failing those children who were subject to that form

of 'non-rclevant' education. Jce Rogaly of the Financirl Times
suggested that the gquestion of curriculup content was therefore of
centtal importance, since:

"...industry is suffcring froo zn undereducated workforce,
while many working closs children are being given

the added disadvontage of a non-education on top of

a1l their cther burdens." (FT. 3.1.76.)

During this period therefore the discussion of the social purposes of
education, and the assumption that schools were failing, became very
ouch part of the wider politiezl discourse. The anxiety zbout
standarés of rumeracy and literacy, orchestrated in Press campaigns,
served to estezblish the politicel climete in which new forms of
interventiorn became both possible and desircble. It was on this
basis that the plans for the 'Great Tebate' were loid.

Shortly after toking over os P¥, Callaghon instituted a series of
nectings with ministers, the first of which was held with Fred
hulley, the then Secretary for Eduecation. Following this mecting
the P¥ called for a paper to be prepared on four aspects of the
educational scenc. Those orons = primary education and the '3 Es',
the later years of compulscry educcztion, cxaminations, and the
educaticn of the 16 to 19 year:i-olds - were discussed in whot come
to be known within the DES as the Ycllow Book. The report, prepared
by the Inspectorate, offered a2 wide ronging critique of schooling
and its problems, and offercd z series of proposals which the
government could take up in policy.

The way in which the Inspectorzte sces itself operzting illustrates
the kind of thinking behind the pPlans for the Great Dcbate, more
through the use of existing controls ond 'persunsion', than through
formal intervention or reorgenizntion:

"No exercise of power is invelved in this secrch for
improvesent; the Inspectorate, by tradition znd by
choice, exerts influence by the Presentation of
evidence anc advice." (Suardiarn 13.10.76. (2) )

This influence was to be pursued through cn increase in the work of
the Assessment of Performance Unit ot the DES, which was charged
with the identification ond definition of standards which children
might be cxpecteé to achieve in the different arezs 0of their work.
Since 1975 the AFU had been consideririgthe recommendations of the
Bullock Report into literaey, recommend-:tions which emphasiscd the
desirability of measuring standards, as we have zlrezdy noted. In
addition to the cssessment of standards, the Yellow Book zlso
Proposed that the workings of the Schools Council should be re-
examined, and that use should be made of every opportunity for
extending the links between schools and the world of work.

This briefing document therefore served as a guide to the thcmes
which Callaghan took for his now notorious Ruskin College speech
of October 1976. The speech was to serve = signzl purpose: the
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public redefinition af eduecation-l objectives through the device of
the 'Great Debate'.

Caliaghan's intervention into the Gebaote was, os we mentioned earlicr,
o carefully monaged media "event®. Having ocssumed Boyson's populist
mantle for the occuzsion, he was zble to set the "legitimate" concerns
of the parents czainst the cctucsl orgoniszticn of the schoel zand its
relative inaccesszbility to them. The proposals for a "core curriculum",
& necessary precondition for nny naticnzl comparison of Ystoandards",

were presentcd as equ2lising conditioms, serving the interests of both
perenis ond children, 2nd in the process the political and economic
etrategy of the stote. It is cdlecr that in initizting the "Great
Debate™ on educationcl issues, the Prime Minister wos zlso concerned
with the wider cultivisation of politiczl consent. Howaver, in the
Begioncl Conferences subsegquently announced, the initial implication
that the debate might be on exercise in participatory democracy was
reinterpreted somewhat - only 200 zuests znd the rress being invited.
Likewise, the conference agendas, concerncd cos they were with the
curriculum, assessment, teacher training and the relationship

between schooling and life, ~ddresscd issucs which have been developed
as of concern to parents, but which do not necessitate parcntal
involvement te resolve them. It is implicitly zssumed thaot the
"interests" of parents are represented through the rational organisction,
by the Siate, of the schocl/work transition, and the matching of the
appropriate skills to the requirements of the labour market.

The 'Grezt Debote' crystzllised mony aspects of the current situction,
serving as a response to the Tory critigue of Lobour's educationzl
poelicy, and also ¢s5 o justification for tighter controls over
cducational finoances - the cuts in public cxpenditure. However, it
also very significontly marked a shift on the part of Labour‘'s
lecdership into policics which would nllow new foras of intervention
in cduection, prcmised om thac onaiysis thot the guality of the labour
force was a2 major part of the problem cncountered by industry in =
period of crisis.

¥hile the "Great Debote' wos under wWway, ond attrecting considerczhble
dedia attentior, the existence of o confidentinl whitchall document

was revealed which explicitly sct out some of the thinking behind the
Great Debate, especizlly the non-cducationzl dimension. The memorandun,
revealed in - Guardian etory, wos prepared jointly by civiid servants

in the Treasury and the Departments of Industiry, Educaticn and Employment
andiwere iftended for very limited cireculation. It openly identificad
the relationship between the governments cconomic strotegy and the
current cducationzl debste as important in the winning of public
support, and as o mecns of alloying fears cbout the future of the
country. So in addition to z2ny rczl reforms being promoted, the
process was cqually one of cultivating and winning consent:

"The industrial strotegy nceds to be developed in o
way which con provide o confident vision of the future
and awaken a scnsc of nationcl pride which we hove
not seen sincc the last war was won and the Empire
was lost."

(Guardian 13.2.77.)

Though thc gocessity for winning consent was expressced in more stridopt
znd wide-ranging,-terms than the more "ecducztional' ones of the Yellow




63.

Book, there is o similar preference for less formzl and more subtle
pressures:
¥
"The existence of nationzl monitoring should provide
a psychologiczl impectus for the teoching profession
which, couplad with greater stcbility in the profession
now that posts are more diificult to find moy help
to roise standards more thon ony cmount of overt
exhortation.”
(Guardicn 13.2.77.)

This less formal approach to the problems of curriculum comirel, vic
the creation of 'climates of opinion', wos not of itself sufficient,
but illustrcted the problem of formel interference and direction
which could easily be characterised aos totalitarion in intent, as
well as rigid =nd counterproductive, especially when faced with cills
from indusiry for zm cdaptable, "flexible'! workforce. This necd

to =secure. education to its economic role was a concern zlso tzKen

up by other areas of goverament, incaddition to those already
pentioned. '

The primary work of the ':reat Debote' is clear in the li-es of
zrgument which subsequently cmerged as non-contentious, Lamely the
legitimet..on of policy shanges which had zclready been prepared.
The TES, in a review of the events of 1977, pointed out what was
then self evidently true:

"The troppings of the "Grect Debate' zcre unimportont
alongside the climntic changes in received opinions
which it woas intended to proclaim.M

(TES 30.12.77)

The pain idcologiczl shifts contoined in the 'Greet Pebote'! were
the retention and further stress, but in more precise forms, of the

education-equals growth orguments; the zitempt fo cover the major
wcoknoess over parcntzl involvement and the almost total diszppearance
of the Labour Pariy's egalitarionism. Callaghen's targets — the

=1

teachers ond their sutcnomy - have proved incapable of muking any
coherent response, beyond econmomic struggle and ealls for opposition
to any formazlisztion of centrazl control of curriculum. The Notionzl
Associetion of Schoolmasters even colluded with cills for greater
accountability, in order to establish its members' professional
competcnces, if only in opposition to the alleged dillettantism of

the typiczl WUT members Similarly, the generally conservative stance
of the NAS/UUT ogainst progressive metheds, and their hostility to
eny radical educationzl content, has facilitatec an cxpedicnt zlliance
between them and the Labour Party's new stratcgy. This wenkness 1n
the teachers' organisctions is excmplified by the Schools Council's
ready zcccptance of the nced to reform its own structure, in the light
of the Callaghon critigue.

he "“Great Debate" has revealed@ the metaphoricel churocter of education.
ducation, the universal, unifying cxpericnce, hzs become the

vehicle, par excellence, for the cxploration of wicer social gucstions.
The relationship of educztion to the economy, the relationship of the
individual's development to the "national irterest", captures

other themes which sre currently part of the political discourse.

The bidding for consent, the forging of o new hegemony on the basis
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a corporate capitalism, can be scen through the educational
bate. Central to both cre themgs of discipline, znd the subordinction
the individunl to the collective intcrest. The collective intercst
is now defined, however, less in Labour's old terms of 2~ "tore equal
soclety", but more in terms of the survivel of = capitzlist cconomy.
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1. It is ccknowledged that we do not supply zn adequate explanction
in fully MHarxist terms of thc post-war cxpansion of the educational
system. This is an important zbsence to which further work will be
addressed. Uec would note that our object here is primerily o study
of educational idcologics, not the educcztionzl expansion =s such.

So far as the larger process is concerncd, we reject simplistic
explanaticns of the type, for instance, which reduce the rhenomena
in question to the effccts of o onc-dimensioncl tendency in the
economic base. eg. de-skilling.

2. The Sillitoe reference comes from the introduction to Chapter &4
of the Beport which is introcduced with the fellowing quotation from
Saturday Night and Sundcy Korning:"If your mechine was vorking well.,.

you went off into pipe-drezms for the rest of day...You lived in o
compatible world of pictures which passed through your mind like a
magic lantern often in vivid ond glorious looay-colour." (p27)

5. The involwecment of parents in school government was considered,
among other things, by the Taylor Committee, which presgnbdsecits report
to thne secrctory of Stote during the latter part of 1977. This

was rather too lete to give parents o voice in Vthe Great Debate".
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Conclusion: Some Political Implications of the Analysis.

In revising this p
political comments
the brozad fezt Lures o
& conclusion of this kind
oR. Some of ua found

difficulties inm to

L1 e
about our findings to ¢if groups - teachers, sacademics,
regearchers, adult cducati litical groups. This led
us. to think guitc hard =b of thesc difficulties and
it is worth recounting some slons 2= thcse, indeed,
conlcern the position of ed hers now, after the collapse

of the 1960s alliance.

There are, perhaps, two cbvious tropes. Gnc is simply to lcave the
analysis as it stands. After 21l peoplc can drow their own conclusions,
Andiwasn't the analysis posited on some Pnllt1C1+ assumptions anyway,
in the first placc? It wes indeed written under the pressure of real
political events and contingencies. There is much t uth in all this,
yet this option scemed to us unsatisgfact ory, First, we fcel zn
obligation to try to close, a little morc, that continuing ard mzybe
Ae¢cessary gap betweern inteilectunl hnLlys1s anl political practice.
e want at least to make the political implicotions of the analysis
clear enOhgn g0 that peoplc can get a more completc view of wh=t,
politically, we are saying. At the same time such an exereisce is
impertant for us tco, since the writing of =z text like this is alsc,
for the authors, a kind of ﬁﬂlitic*l education: it is not the case
thot we. com see the full implications of the cnelysis, even now.

All this pointed, then, towards scme attempt to sum up, politically.

The second canger iz to attempt to szy toe much, beyond ocur own
competences. One form of this would be to attempt to prescribe, for
this group or that, what it should or shouid not be doing in the
afternmzth of the ecducation crisis znd at the beginning of some mew
settlement. BL* the faect is that there is o lorge distance fixed
between the position of resecrchers, even tucgc who are trying to
make their research a rcsource for a more gross-root constitucncey,
and the grass roots itself. Only some of us have the kind of . closc
located experience of day-to-day school or tezcher rolitics, for
instance, that would be necessary for such = job. Ye simply cannot
krow cnough in detail about the immedinte and pressing tangles cf
issues that constitute zn educational,lict zalone other kinds of polities,
at the 'lived' level. It is significant that when we tried to write
this sort of conclusion, it tendcd to degenerate into that kind of
moral exhortatien that is & gure 5izno you are 2aking prescriptions
for someone clse to follow. All this suggests =z gquite limited exercise
in which we try to czsh in the strergths of our position - the fouet
that we have the time and resources to tzke = relnt‘vel" wide and
broad view of issues, somewhat removed from the inmmediate demands of
the job. This means that we will concentrote lenl; on the
implications of our own anslysis. This is o long way from anything
o5 grandiose as 'devising o socialist strategy for education'; but
it may have iis uses.

.1

The central implications of the study were zddresszed to 'sccinl democrats’
themselves; that is pcople on the left wing of the Lﬁbcdr Farty or

while outside it, seeing it as a means tc 'socizlism'. We think

that we have shown, quite conclusively, that the educctional bslities
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of the 1960s, formed, after 21l in a pericd of Labour Party defeat
and ‘'revisiornism', -were totally in edcqu:te to their avowed z2ims and
had very little to do with the creztion of a socialist socicty. The
period 4id see the achievement of scme gaols that are worth having
from a socialist perspective: we would count tne abolition of the 11+
and the cx;anslc: of further and higher education a5 rezl gains of
this kind. It is importont to opvose zany tendency to roll them

back. Nor would we zutomatically oppose 'compensztory' policies, for
though they will not schiesve the kinds of pacifications that are
intended, thev may well increasa local. ond r?aa—sqccl fic reSources

= el

for resistonce corgonisation =]
towards CDmPrEhEEEl?_a»lﬂn did no
was ecxpected of it, it wos han
base~line for i arther Drogress.
strategies was, guite simply, the
secure some kind of egualissiiom
capitsl with the required forme o

point - and thot poini has clearly becn reached in the
ntinue to thiok in purely 'educational’

Eoals are incompatible If we co
terﬂsﬁ the choice is pow much sto
Eerv1ng capital’s needs (which in
and knowledge znd the maxioum of

unrewarding labour in family and/
educaticn worth the ngme.
chosen, egunlly the firs
f the 1980
itseld

.
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But the cther fczture
the educztional issue
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tecachers towords the gquesiicon of the pature and extent of involvement
of porents (2nd indced others) iy schools cond the encouragement of
parental involvemcent o= "normzl'. In this way, though this is pot a
sufficient condition, it is more likely that struggle withinzand over
the schools will becoue part of - broader popular socialism linked to
the loccl lobour movement os well os 2 notursl arene for z tezcher
politics itself, as it were, o« part of the 'job'. This part of our
argument conmnecis with whot we szid eorlier about the long—term need
to occupy ani tronsform elements of the locsl ond national state.

i

nally, our study hos impertant, if very generzl implications, around
term "ideological struggle'. e ﬂ:v¢ tried to emphasize throughout
t & poelitics that is not inforced by this disension will he very
1dequute. It is worth trying to spell this ocut in relation to
ucztion.

BoE
[+

[+ .l-" et b k|

1{"_-

First, nmost generally, an cophasis on ideological struggle constitutes
o criticism of mechanical or purely organisational forms of pelitics -
those thot corsist moinly of setiing up committees, or getting people
on theom. We have in mind strategles which would stop short at, say,
securing +rade union rerresentation on zoverning bodies of schools.

Tf gk ul’ be one aspect of = policy, but the trouble is, in itself,

it would 2o little to shift opinion, win consent to new ways of
thinking about education, or even create any kind of popular support
for schools. In other woris, mechanicol forms of politics don't
transform situctions ror open up new poscibilities. They consist
rather of the very conservative setivity of moving cround pre-
constituted bloecks of power or influence - blocks which may zctually
dwindle before ocur very eyes. The history of the Labour Party is

full of episodes that illusirate this process precisely.

Secondly, it's worth soying o little sbout whot we toke to be the
characteristic process of 'ideologiczl struggle'. It might be
described aos the process by which unconscious or helf-conscious
essunptions or divisions or contrcdictions are raoised to the level
of full conscicusness mnd mede the explicit and knowing object of
o politics, what Gramsci oftez:referred to as '"elucztion'. The
cfiects of such & preetice - whosce systematic character we hove
herdly begun to explore - is to brocden the sphere of the political,
that is the sphere over which we can struggic. Omc such complex of
relations concern the inter-sections of czreer and conirol hierarchics
within teaching with the sexual divisions of labour, the specific
place of women as the subordinated majority of the profession and
the. particular experience of girls within ;thc :school system. as ue
have noted, but not yet adequotely explored socizl demoeracy even at
its most generously egalitarian was blind (or worse) to sexusl
inequzlities. That was sufficient to disquzlify it 25 on adeguate
educational politics for socialists. It may well be thot there are
particular features of education that mcke sexism and sexist practices
there peculizrly opague znd thereforc difficult to struggle agcinst.
But 2]l such Qdivisions..- race is the other salient case - have‘'an
osbjective existence in relations of power ond oppression and an
everyday effect in the expericnce of black people or women. They won't
just go away if we ignorc them. So it is not being, as is sometines
aid, racist or scxist to point to their existence: vhat matters is
the context in which this is done and for what purpesc. Such
divisions have to be scen and recognised beiore they can be acted upen,
and this is = form of politics which we can proctice, every day and
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2ll the tipe. It requires us to struggle azsinst the forces thot
simplify or suppress such issues os they operate within ourselves,
among our collecgues, and within thc developed institutionalised
forms of the schools themselves.

Thirdly, we have noted throughout our =anglysis that the major absence
An the social-democratic complex hos concerned the sctuzl content of
schooling. In many ways this is the most important dimension of
ideological stiruggle in education. We hove already argued that
education is inescapable o politiczl guestion. We can't teach inm &
not-political way. Sco this politics of teaching, of content, and

of pedagogy should actually bc thought about in 2 more collective way.
This means considering, if not the content of o socialist curriculun,
certainly a curriculum and a pedagegy that is compatible with socialist
principles and which tends to aid o socialist transition. Such
practices are unlikely to develop among isolated individuals within the
schools system. This is ore reason why it is important to build on 2
recurrent sccialist and current feminist practice: the development of
informal, adult, independent educational forms, with the dual function
of self-education and informsl supportfer struggles within the

existing apparatuses. e certainly have in the development of radical
teachers journzls ond socialists teachers groups the beginnings of one
such ‘regional' devclopment. PBut teachers and other intellectucdls have
an important role to play in a much wider development of this'kind

of activity, as extcnsion of their more formaily defined roles zs
teachers and rescarchers.

Finally, idcological struggle in cducation does mean combatting
adverse and self-intercsted public definitions.of education of the
kind cultivated by the right-wing press and politicians over the
last few years. Such a2 defence has to take account of arguments of
a more qualitative kind such as we hove marshalled here. ie have

to teke account of the fact thot education (or more correctly
schooling) is experienced by most children for most of the time as
boring and oppressive. In a longer historical Perspective we have
to recognize that education has not been =n unnitizated good, it
has, in an importsnt senmse, been imposed. This helpe to explain why
working—claoss attitudes to schooling have been .nd remain Very
ambiguous: on the cmne hand cducation, in itself, may be & good which
parents cdesire for their childrer; on the other hond it is cetually
experienced by children, and in the event, by parernts, in zlien- .:
forms. It is important to distinguish, then, between schooling as
it is and education as it might be. Schooling is formed in a
coniradictory set of compromiscs between what are scen as the
requirements of industry and the need to win the consent of parents
and children to successive educational settlements. In the 1970s it
is easier to sec through the logic of these compromises as they beconme
more overtly concerned with the conirol and reproduction of Labour
povwer. Our response to the argument that education should be
developed ito secure economic growth by increa ing capitalist efficiency,
can now be guite brusque and decisive: capitalism is not ‘efficient' *
(otherwide it would be unnecessary to plan for the dong-term un-
employment of the youmgz, to reduce expenditure on schools, and to

S0 starve absolutely necessary health-core os actuaily to cause
avoidable disease and indded denth). Besides, capitalism does not
actually require, as part cof its logic, the development of =

nore egalitarian system of education. The educationnl "loegice' of
capitalism divorced from specific historical centingencics, remains
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what it has always been: a supply of managers and controllers ond
technical workers, some System of induction into fairly standardised
labour for the majority, either for the sphere of socizl production or
for the reproduction of fresh workers in the home. The 'profile’ of
desired skills and zttitudes has, of course shifted, but copitalism is
bewt scrved by selective not cgalitarian systems. Schooling has a
particular place in this process of selection or distribution but it mlso
happens by other means, chiefly through the effects of the structures

of cconomic life on the expectations of parents and children. In so

far as educatior has pushed beyond theso simple functional relztions,
this has been achieved not through some economic logic but through

real struggles and forced compromises. The wholc history of Labour's
educationzl policies clearly revezls this pattern, for Labour, more

than 2ny other party, has been continuocusly cought between the zims

of maintaining a popular and working-class base (and so 'representing’
the working cloass in some sense) and SecKing somc progrossive

capitalist adaption. It wus not education thet foiled in the 1960s

but this utopion drezm: of a more egual citizenry under some modified
‘more classless' form of society.

If this analysis is correct it follows that there arc z whole series
of important alliances to be make on the basis of an opposition to
capitolist schooling. This is not an apposition to schooling in
itself, since our abalysis suggested that schools are shot through
with alternatives und even oppositional elements. Lt is an error

to make this simple identification of the educational systen as =
whele with o set of functions for capital. Schools 2o not simply
function for capital, though czpitzl does have = m-jor stake in the
schools. <The problem, then is how to articulate, to bring into forms
of union, the various and contradictory clements that stand against
and interrupt this 'reproduction': zn alliance which should be made,
not only in education but within a wider socialist ang feminist
politics.
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